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career guidance and career education activities at schools, it is not entirely
clear how useful these tools are. -n this article we will discuss the necessary
conditions for skills forecast utility in career development support and their
possible alternatives and complements. To address this issue we will explore
to separate questions: a) are forecasts reliable, detailed, timely and with
enough foresight to constitute the basis for useful career information? b) are
forecasts adequate to support the career leaning activities involved in career
guidance and career education?

1. Forecasts and their quality

Existing reviews of national and regional forecasting mechanisms (e.g. Vaid,
2015; Wilson 2001, 2004; Wong, 2004) have identified many of the most
important aspects which define the reliability, potential and limitations of
existing methods used to anticipate the demand for skills. Wong (2004) provides
a useful typology of these methods into 4 clusters: time series projections;
bottom up approaches based coefficients of commodity to labour demand,;
top down models; and market signalling approaches. Each one of these
methodologies is closely related to the type of data used to generate the
forecast.

Time series projections are arguably the simplest type of forecasting analysis
that can be used, consisting essentially on the analysis of trends, bearing in
mind the past behaviour of variables. Currently, most of these analysis would
rely on a moderately sofisticated statistical approach for univariate analysis,
such as producing an ARIMA type model (or Box-Jenkins as frequently
mentioned in economic literature). In this as in the case of top down methods,
as we will see ahead, employment is the variable normally analysed, if possible
broken down into sectors and occupations. The most fundamental reason is
that this is the most widely available variable in national statistical systems.
The relative simplicity and low cost of implementation of this method makes
it an interesting option for countries that have not yet established a quantitative
forecasting system or lack the resources to launch large surveys which can
supply the data necessary to feed more complex methodologies. The fact
that the analysis is restricted to trends, provides a limited vision of the future,
which essentially assumes that productive and occupational structures will
remain on the same track. For this reason, this type of forecasts is only
recommended for the short term.

Bottom up approaches based on coefficients are relatively easy to implement,
as long as sufficient information exist on the regular functioning of activities.
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Essentially, this method relies on the assumption that each service or
production will require the same level of labour per unit of expenditure or
product. Final labour demand can then be obtained by multiplying the obtained
ratio by estimated expenditure or demand for products/services. While adequate
for small scale analysis and evaluation of projects, this method proves to be
limited to provide forecasts for large scale, complex environments, in which
gathering of necessary information would either be resource intensive or
reductive. Furthermore, constant updates of the base data would be necessary
to guarantee the validity of the multipliers, so to reflect changes in technology,
consumption, institutional context, among others.

Top down approaches are, currently, a trend in policy making, essentially due
to the accuracy and wide coverage they allegedly sport. These models generally
take a macroeconomic approach, linking changes in production in each sector
to occupational changes. They may have significant differences in the way
they accommodate the effects of technological change and the level of
occupational and geographical detail then can provide. The simplest way to
generate this type of forecast is to assume a fixed technology and to link
labour productivity in a sector with its occupational structure. Once the level
of output is estimated for that sector, calculating a future demand for an
occupation is a simple matter. Top down approaches can be complexified, by
including interrelation between sectors and by modelling the influence of
demographic variable or technological change. Time series modelling is
increasingly used to derive occupational demand in the last stage.

We must, at this point, note the most important limitations of the most
widespread approach to forecasting. As mentioned before, as in simple analysis
of trends, the reference variable is employment level. Employment is neither
demand for labour nor a direct indicator of skills. Employment refers to current
stocks of labour and its projection indicates the likely change in its level,
approaching the expansion or retraction of total demand. Generally employment
can be broken down by sector and occupation and by regions (generally
equivalentto NUT 2).

The ideal information for both policy and guidance would require a high degree
of granularity, reflecting to the extent possible, current and future vacancies
in local labour markets. In most EU countries this information simply does
not exist.— Surveys on employment by establishment tend to be limited and
with a low level of primary sampling units per local territorial unit i.e. few
enterprises/establishments are surveyed a local level. This raises issues
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concerning the consistency of the estimates for local markets, which are the
most relevant units when it comes to provide career guidance. This type of
survey is also frequently subjected to modifications in methodology, which
raises the additional issue of generating breaks in time series, which makes
time series modelling a difficult task. Furthermore access to local breakdowns
of this data might hit confidentiality limitations.

Generally, to make projections on occupations, household surveys such as
population Census or, most commonly, the Labour Force Survey (LFS) are
used instead. Censuses data tends to be less used, due to their low frequency.
LFS data as some advantages, such as the fact that it measures new job
starts and employed per occupation and qualification level, which is a proxy
of actual qualifications of employed (rather than simply the required
qualifications ). LFS further allows for intra EU comparisons, due to its
harmonised nature. While improving occupational detail, the LFS is still limited
in terms of the geographical detail and may differ from national accounts
employment statistics (which may include other sources, such as business
surveys, employment registers, social security registers, population census).
Inrecent times LFS based forecasts have started to model both replacement
and expansion demand, proving a picture of trends in terms of not only
occupations in expansion, but also occupations which might be stable or
diminishing, but still provide plenty of employment opportunities due to
retirement or activity change of workers.

The strongest limitation of skills forecasts is, arguably, the impossibility of
disaggregated forecasts without undergoing a costly process of increasing
the size of employment surveys. Intelligence based on large scale surveys
also tends not to be timely [it is not uncommon that the forecast is based on
data which is two years old, raising questions about the validity of the
projections. In addition, the time series available to model occupational demand
tend to be short, not providing an ideal basis for the forecasting exercise. One
other important limitation is that the baseline scenarios which underlie the
analysis also tend to have quite strong assumptions regarding stable local
employment patterns and sector performance levels. In a way, they prescribe
a projective exercise based on relatively narrow visions of the future, with no
account for plausible shifts in driving forces such as energetic technologies,
regulations, work practices or consumer preferences.

Finally, we can also consider signalling approaches to forecasting, which
essentially attempt to gather labour market signals regarding future job
opportunities and skills needs. Information on wages per occupation,
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employerspreferences, relative success of training/education courses or
advertised vacancies can provide valuable information on short term labour
market behaviour. Although these approaches can be used on their own,
particularly when there are reduced resources to gather large amounts of
data, they work better as complement to traditional quantitative forecasts.

Studies which follow-up graduates in the labour market are a clear example
of this type of approach. They can provide information on the time until the
first job is obtained (queueing) as well as wage and responsibility level obtained
per educational/training area. One other popular type of study surveys opinions
of employers and experts on labour market developments. One major
advantage of this type of work is that it allows for the gathering of contextual
information at sector and local level, providing insight on significant niches
and the effects of technological changes over occupations. Due to its inherent
subjectivity, this type of approach requires highly structured techniques for
consultation, such as the Delphi method (Dalkey, 1969). Information gathered
in this way can also be used to build alternative scenarios on the evolution of
sector level labour markets.

Information on advertised vacancies can also be viewed as a direct indicators
of skills needs. With the development of more intelligent web technologies,
automatic scooping of information regarding vacancies advertised online became
possible. In markets where vacancies are mostly advertised online, as is the
case of Canada, this provides obvious access to quality information. It must
be noted, nevertheless, that this data may be biased and not very representative
in many contexts. Administrative vacancy data from the public employment
services can also be used, but it equally tends to be biased and not
representative of the labour market, with a large share of low qualified and
less stable jobs.

One further question that tends to be raised concerning all types of forecast
is how far can they see i.e. are there reliable long term forecasts? Most
approaches are not adequate for medium and long term forecasting and the
only one which advertises long term reliability is the top down approach.
Nevertheless, given the conservatism of its assumptions and timeliness issues,
its long term validity can be challenged. As we will see ahead, the key to
achieving higher quality visions of the future tends to be the combination of
techniques to draw more complex and comprehensive scenarios. But before
we will gain some insight on how these tools can integrate-guidance processes.
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2. Forecasts in career development

One of the reasons that can be easily invoked to develop forecasts is that
they inform citizens about successful career pathways and that people can
use this information to improve their decisions concerning their training and
education. This idearaises, of course, many issues regarding delivery modes
of the information, user capacity and quite simply the adequacy of the
information. Starting with the later, the information that end users need, such
as students, parents and job searchers are qualification requirements,
availability of vacancies and pay prospects per occupation. They also require
this information in a way that reflects up to date data on local labour markets.
Local labour markets can be defined (Vaid, 2015) as geographical areas in
which interactions between the demand for and supply of labour occur in a
regular basis and are relatively self-contained in terms of commuting flows.
This means that, in many cases, we are referring to sub-regional units, roughly
correspondentto NUT Il level in the European nomenclature of territorial units.
As mentioned before, most data used in forecasts rarely ever allows for detailed
sector specific occupational information at that geographical level. Data on
work requirements and work conditions also tends to be limited.

Secondly, forecasts may be used to supply self-help services with information
about the future of professions. This raises two issues: the friendliness of the
information provided and the ability of people to access and use the available
information. Websites or other media used to present the data must provide
clear, transparent data in easy to use formats. Quality labour market
intelligence supplied in self-help services also requires a back office by
professional career guidance practitioners, who must not only produce the
career support tools but also maintain them. Furthermore, the effectiveness
of these services is highly expanded by direct support by a practitioner. A
review of several representative meta-analysis of LMI provided with and without
the intervention of a practitioner (Savard & Michaud, 2005) showed that the
effect of the information in career development tends to be neglectable without
the intervention of a professional.

Career development can be easily understood as a learning process which
empowers individuals to make reflexive, informed decisions. The initial
conception of this process (Watts 1977; Law and Watts, 1977), defined it as
careers education, which would be a series of planned experiences designed
to facilitate the development of self-awareness, work opportunities, decision
making skills and skills to support transitions such as job search and self-
presentation. These compose the well established DOTS model, which
arguably is the most influential theory on the work leading to frameworks of
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career management skills. The DOTS model can be associated with
measurable learning goals and expected outcomes, which are made part of
an educational process, as frequently happens.

It is fairly easy to situate the utility of labour market information, especially
future looking one, inthe DOTS framework. It has the potential to help identify
work opportunities, and to the extent the information exists, to help discern
the evolution of work contexts and conditions. Within the activities developed
by career guidance and counselling it is also relatively easy to conceive that
forecasts may be used as part of information sessions, in provision of advice
and selectively mobilised within counselling dialogues. The integration of this,
like other types of information, in career development learning deliberately
works towards helping people deal with progressively more complex career
scenarios and make reflexive, informed choices.

A more recent extension of the DOTS framework (Law, 1996) allows to take
this process into consideration more carefully. In it the career learning process
is broken down into four major capacities:
Sensing, which corresponds to gathering information and assembling
relevant sequences;
Sifting (or sorting), which consists of making comparisons and using
concepts;
Focusing, which consists in dealing with distinct point of view and forming
onels view;
Understanding, which consists in developing explanations and anticipating
consequences.

Importantly, as career decisions are more important, with more complex,
ramified and durable consequences, the relative importance of these capacities
changes. Basic activities will only require basic capacities, such as sensing
career related information and sift it into personally recognisable patterns that
can support action. More complex activities require that a person can focus
on the available materials more intently and can also understand it, being
able to conceive of the consequences of her actions in distinct scenarios.
When unsupported and transmitted with inadequate media, labour market
information can generate misconceptions and be sifted into personal
stereotypes of professions, training routes, among others.

The extended DOTS is a particularly interesting framework due to its
ecumenical combination of theoretical influences in career development. It
acknowledges the importance of gathering and exploring information, without
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naivety in its assumptions. The process of gathering percepts, ordering them
into sequences, associating a narrative to events and things and generating
a map of reality are considered. Primitive formation of constructs and their
influence over durable conceptions of what work and careers are (such as
gender roles) are taken into account. It points to relatively early interventions
to expand initial formation of career constructs and recommends targeted
remedial work for adults, to address the effects of stereotyping over personal
career related classifications.

It also draws attention to the social process, highlighting the influence of
others over the formation of personal perspectives and how cultural and
emotional attachments determine many of people(s orientations and attitudes.
Importantly, the theory analyses the process of choice and how
transformations in personal perspectives can occur. It also clearly highlights
the role of personal crisis in establishing higher level ideas and internal
processes regarding career choice. In other words it stresses that career
guidance and counselling prepare people to challenge their assumptions about
themselves and the World of work[linterpret new knowledge and speculate
about their future in a critical way.

Not going into the full detail of the theory, which would go beyond the scope
of the current article, what is in sum depicted is a relatively well detailed
description of how career reflexivity emerges and a comment on how curricular
activities, guidance and counselling play a role in this process. The policy
and practice implications are considerable, as well as the impact over the
usage of forward looking labour market information. Firstly, since sensing
and sifting should be supported from early stages, it makes sense that there
some sort of work since primary school, presenting a wide range of
professions, letting children discover about work and helping them organise
that information. Forecasts and work context information should be combined
and filtered into these activities affecting the selection of occupations and
noting their evolving nature, which will naturally clarify perceptions about what
professionals do and where they do it.

Secondly, when in a school context, career learning can be linked to curricular
contents of subjects, expanding foundation work into a more reflexive frame,
where practical activities can be integrated in school work. This requires that
the information can usefully characterise the changing role of occupations in
the construction of knowledge, society and the economy, as for example the
introduction of green skills. Again contextual information and complexity come
into play, largely exceeding mere trends in the growth of occupations. Thirdly,
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teenagers will already be able to systematically work on all capacities, with
the support of trained professionals (counsellors, tutors) addressing even
negative emotional responses to areas of work or specific occupations. This
same principle of systematic revision can be used for remedial work addressing
the troublesome career constructs. For adult guidance, the career learning
perspective suggests an individual based diagnostic approach, in which a
tailored work of systematic revision of all capacities still applies. For higher
level processes in which confronting opinions and exploring different personal
and socioeconomic scenarios becomes important, forward looking information
should be able to address the speculative nature of career learning and choice.

3.Consequences for the integration of forecasts in guidance and career
education

In short, labour market information and intelligence produced with the specific
purpose of improving career choice needs to be able to support career learning
activities, from foundation to higher complexity learning. The information also
needs to be usable by the professionals who support career learning processes.
In a first moment this requires that professionals engaged in guidance and
careers education can identify useful materials and information sources and
combine them adequately to support career learning activities. For example,
information on evolution of demand for occupations and updated information
on work contexts could be combined to generate clarification on interesting
and unexpected work opportunities in the near future (see examples ahead).
This implies that these professionals must have adequate (initial and
continuing) training in the use of diverse types of labour market information to
improve the outcomes of the activities developed. It also implies that they can
use quality tools for this purpose such as updated job profiles with information
on work context, friendly labour market synthesis with indications on retraction,
expansion, and substitution demand.

More fundamentally, in what regards our core discussion, it means that
forecasts cannot be faced as a standalone tool and can hardly be used as
self-help device for end consumers. As we mentioned before, individual ability
to access and combine the diverse sources of intelligence in a way that
creates the necessary insight to make informed and reflexive decisions is, to
say the least, uneven across individuals. While trained professionals can
help people in this process, the necessary information to critically reflect
about career futures exceeds the scope of most skills forecasts. Skills
forecasts do not tend to support simulations of the future and they also tend
to sacrifice context for the sake of consistency.
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Since people make their decisions in a contextualised fashion, with local
orientation, their reflection mostly feeds on intelligence on evolution of
occupations in local firms, the corresponding requirements to access them
and wage expectations. The promotion of higher level career learning is also
facilitated by intelligence that can generate plausible scenarios under
conditions of uncertainty, regarding the future of local sectors, transportations
or even the local availability of social support structures. In terms of the
approaches mentioned earlier in the text, the most adequate would be to
combine top-down approaches with labour market signalling approaches that
can increase both contextual information and generate alternative scenarios
for local labour markets. Information on actual vacancies available locally
and corresponding work and pay conditions must be part of the bundle, even
if only through informal consultation of experts and local enterprises. Analysis
of online vacancies can also provide an important complement.

It must be also considered that other types of data analysis can be used to
generate better contextual information. Characterisation of local labour markets
and local patterns of employability are important undertakings which potentially
produce much useful information regarding mobility or local relevance of skills
and qualifications. Quality intelligence can also be produced on other issues
such as gender and ethnic segregation in workplaces, or employability relative
to these factors. This requires, nevertheless, that resources are committed
to surveys which gather data that allows for modelling of regional complexity,
such as multilevel modelling. The didactic power of simulations should also
not be neglected. To the extent the discussion and development of personal
horizons is supported by structured speculation, research based computational
simulations can also prove to be useful, inexpensive solutions to enable
realistic non-linear and lateral thinking in career learning.

4. Interesting practices

In this section we briefly illustrate possibilities of integration between
forecasting data and career learning activities with two national/regional cases.

a) Het Beroepenhuis, Belgium (oundational career learning with clever usage
forward looking information

In this first case, we have a good example of how information on evolving
skills needs can be integrated in career learning at an early stage. This non-
profit organisation develops an activity aimed at opening up career perspectives
for students 11 to 14 years old, with a strong emphasis on addressing
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stereotypical and erroneous notions about occupations and activities. It does
so by familiarising them with less known (vocational and technical) professions,
developing self-knowledge (discovering talents and interests). Forecasting
information is integrated by defining the focus of activities, the current and
likely future labour market bottlenecks. LMI is produced and presented by a
specialised team, who integrates information from the occupational profiles
provided by sector federations.

The core activity is the guided visit which provides as much as possible personal
interaction. The first session provides a short presentation about the world of
work. The second session consists in a guided visit to the occupation exhibition
which is designed to be interactive and experience oriented. It ends with a
group discussion in which children are encouraged debate their aspirations
and talents. Participants are also encouraged to check what they learned
about themselves. The third session is a sector workshop where students
can try different occupations within one sector. The workshop ends with a
group conversation aimed at allowing students to share their experiences
and which summarises the key points of the workshop. A LMI database and
didactic materials are available to support school activities.

This case provides a vivid example of successful integration of current and
forward looking skills information in a foundational set of career learning
activities. The information is used to define the focus of the activity and to
address early career constructs and existing stereotypes, which may have a
strong influence over future decisions. This case makes essentially usage of
signals provided by the industry and commerce councils, which express the
views of employers. While this is qualitative information with variable quality
and subjected to bias, the information provides rich indications and reflects
actual work realities. Complementarity with a top down approach would likely
increase reliability and accuracy of priority setting.

b) Berufsinformationszentrum der Wiener Wirtschaft (BiwWi) and
BerufsinfoZentren (BlZ), Austria Ccomplementarity in integration of forward
looking information

The Austrian career information centres, the BerufsinfoZentren (BIZ), provide
guidance, particularly to job seekers, making use of the public employment
service (AMS) skills barometer. The AMS-skills barometer provides extensive
information regarding short to medium term needs in terms of occupations
and qualifications. It is a user friendly tool that serves several types of users,
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including guidance practitioners and end users. The information can be
consulted at regional level (up to 600 occupations), with information about
current vacancies and trends, provided through synthetic easy to read fiches,
produced by a simple website navigation system. The database incorporates
information from the national employers[survey, AMS data on vacancies,
analysis of job advertises, skills forecasts, sector representatives and experts
consultations, as well as research elements taken from PhD and Master(s
thesis. The high quality and detail of the barometer, make it a current reference
in labour market information.

In the region of Vienna, for the younger cohorts, the AMS barometer works in
complementarity with BiWi, the Career Information Centre of the Viennese
Economy. The emphasis of this service is clarification of interests, strengths
and weaknesses while making accompanied exploration of information about
activities, occupations and work contexts. This achieved via several types of
[@rientation checks[performed in the context of counselling dialogues or with
accompanied question and answer automated tests. Creative sessions are
also developed with students, parents and teachers to deconstruct stereotypes
and address misconceptions about activities and occupations. Active
professionals and sector representatives are engaged in these sessions and
make use of multimedia tools to present and clarify aspects of their work.
Several types of work tasters (up to 15 days) are also made available to
students. Differently from the barometer, the practical and contextual aspects
are at the centre of these activities.

BiWi strongly supports teachers and schools in providing career guidance. It
promotes class visits aimed at generating career reflection and supporting
vocational choice (particularly for aspiring apprentices) in close cooperation
with the school teachers of each class, who also accompany the students
during the visit. BiWi also organises dedicated parents[evenings either in
school or in the premises of the centre. During parentsC&venings, BiWi career
counsellors discuss with parents their role in their children(s career choice
and provide them with an overview of possible learning pathways and the
current situation of the labour market. Parent-teacher conferences are
promoted at the premises of BiWi with the objective of presenting the
comprehensive career guidance and information approach of the centre.

Conclusions

The growing investment in skills forecasts must be done rationally and with a
clear conscience of their utility and limitations. Top down approaches are
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frequently preferred due to their accuracy, long term prospect and potential
use in policy discourse. They are nevertheless not always the best tools to
support career development services, since they have generally a low degree
of granularity, which limits their utility as a service tool to address the needs
of locally based clients. An increase in the quality of the data is costly and
may prove unfeasible for many countries.

Their role in carer learning activities, developed in employment services and
schools, which empower the decisions of learners and workers can be limited.
Choosing the adequate combination of fit-for purpose tools is essential to
enhance the usefulness of forecasts. Forecast information necessarily needs
to be presented in a friendly way immersed in tools which are adequate for
career learning activities in curricular an non curricular contexts.

Career learning leading to more reflexive career decisions, necessarily requires
the integration of forecast information in a context which allows for structured
exploration of information, addressing personal misconceptions and expanding
critical reasoning. Combination of occupational survey data with labour
marketing signalling data, such expert consultations, sector councils reports,
vacancy advertisement data, is highly advisable. It allows for the creation of
nexus of local information which are appropriate to discuss personal
representations and expectations.

Comprehensive self--help tools can be created on that basis, but avoiding the
nalve belief that they will, on their own, promote the development of informed
career decisions or of the career management skills of learners and workers.
Career learning needs diagnostics and ensuing tailored intervention are the
best guarantee of success. As a rule of thumb, self-help services should be
integrated with professional careers support.

Given the speculative nature of career learning, especially at higher levels,
production of scenarios or simulations of local and regional labour markets
can prove of great utility. Combination of top-down forecasts with qualitative
scenarios based on highly structured consultations and solid contextual
information are a likely ideal combination. Other techniques such as multilevel
modelling of regional labour markets should also be used, to better characterise
employability of skills, address needs of specific user groups and support
mobility decisions. This would nevertheless require distinct survey designs.
The two cases analysed show potential pathways to develop complementarity
and integration of distinct sources of information and services in balanced
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and useful careers services. The examples of Belgium and particularly BiwWi
in Austria are revealing and clearly indicate that serious work towards
empowering citizens to be good career decision-makers does not infer from
simple availability of data about the future. People require adequate skill
development and professional support, adjusted to their needs. In a time
where the agenda for skills development is high in national and European
policy, it is important that it is well understood that at the interface between
education and the labour market there is not a chimera (here is the work
that guidance and careers education can perform to reduce the gap between
the ones who can interpret labour market signals and the ones who cannot.
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Inspiralie didacticCpentru o MvAre autenticO

[(sugestii de aplicare a noilor programe de cls. a lll-a O

Institutul de {infé ale Educaliei a dezvoltat M cadrul unuilproiect de
cercetare@flat M derulare un set de sugestii de activitlll de [AvIAre (A
sprijinuliprofesorilor care aplicChoile programe de clasa a lll-a.

Aceste activitlMinvitOla un spalill de inspiralie, creativitate [iinovare
proiectarea unor demersuri didactice celstimuleaz[achizilialdompeten(élor
descriseld noul curriculum [@olar pentru [MvImhmtul primar. Sugestiile
didacticelpropuse stau sub semnul principiului centr[rii pe elev, pe nevoile
acestuialsi pe formarea de noi nevoi (@ era tehnologiilor mobile.

Exemplele de activitilde [Mv&re sunt uldr de aplicat de clite orice profesor

la clas[Tilvizeaz[toate disciplinele din noul curriculum de clasa a lll-a, cu
exceplia limbilor literaturilor materne, a religiei [ila dezvolt(ii personale. @
decursul acestui an, vor fi finalizate [isugestiile de activitllide [AvI&re pentru
aplicarea programelor [@olare de cls. a IV-a.

Toate exemplele de activit(ilde [fvIare pentru cls. a lll-a pot fi descarcatel] la
http://programe.ise.ro/Actuale/Noutati.aspx
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MISIUNE COMPROMISO: INDECIZIA VOCAIONALD

Dr. L[SzI[Brassai*

Rezumat

Abordrile teoretice [rezultatele studiilor empirice arat[tldecizia vocalibnalll
este o sarcinfimportant[In dezvoltarea identit(i, maturitatea decizional[l
relevind totodat[funclibnarea optimCa personalitlii. Situalia decizionalll
este deplitftu success de cei cu opliuni clare, @ acelalitimp fiind perceput]
ca surslide stres major de clire cei nesiguri de oplilinea lor, sau falllde
alegerea uneia dintre alternativele vocalibnale (nedecil) ilde clite cei ffC]
alternative sau dezinteresalilde actul deciziei vocalibnale (indecilii) deopotriv(]
O parte a cauzelor inadaptabilit{i [ faf@ confrunt(di cu sarcinile dezvolt[i
psihosaciale au fost identificate [Aclélemult, acestea fiind de ordin informalibnal,
aptitudinal ori emolibnal. Perspectiva psihologiei existenliale propune un model
explicativ viabil [ decodarea indeciziei vocalibnale persistente. Articolul de
fallprezintdaportul acestei perspective existenlialiste aduse psihologiei
vocalibnale.

Cuvinte-cheie: adolescenllindecizie vocalibnallJteoria existenfald .
Abstract

The theoretical approach and the empirical results point that vocational
decision is an important task in the development of identity, decisional maturity
which in the same time revealing optimal functioning of personality. This
developmentaly salient situation is passed successfully by those with clear
options, while being perceived as a source of major stress by those with
doubts of their choice, or to choosing between vocational alternatives
(undecided) and by those with no alternatives, or uninterested in vocational
decision (indecisiveness) alike. Some of the causes if vocational
indecisiveness have been identified early on, this being the order informational,
competences or emotional. The existential framework can provide a process-
oriented framework for interpreting career indecisiveness. This article focus
on existential consideration for career counseling highlighted the added values
of existential approach in interpreting career indecisiveness.

Keywords: adolescence, career indecisiveness, existential theory.

* director la Centrul Judel@an de AsistenlPsihopedagogic[Covasna, Sf. Gheorg he,
laszlobrassai@gmail.com
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Introducere

Oamenii Mliau primele decizii legate de carierIn timpul adolescen(éi. Astfel
de decizii pot avea consecinlé pe tot parcursul vielli asupra carierei
profesionale, dar [asupra succesului psihosocial [1bun(stlii psihologice
deopotrivi{Brassai, 2012; Mann, Harmoni [lPower, 1989). Delilpentru unii
dintre adolescenlidecizia luat(In vederea continulii studiilor dupfabsolvirea
gimnaziului este un lucru relativ uldr, mulllse confruntCtu dificultTlde luare

a deciziilor. [ fa@ dificultllor, adolescenli pot avea reaclia de a transfera
responsabilitatea pentru luarea deciziei altcuiva, de a [ftlfizia sau chiar de a
evita luarea unei decizii. Acest lucru poate duce la decizii eronate. [@ plus,
modul [ care elevii la aceast[v[istOse raporteaz[a decizia vocalibnalll
poate avea un efect negativ asupra modului G care se vor lua viitoarele decizii
legate de carierl1[0 cele din urmL]stresul provocat de situaliile decizionale
privind vocalia poate afecta diferite aspecte ale vielii de zi cu zi a adolescenlilor
(Mcllory, 1979).

Adolescenli raporteaz[] @ general, un nivel ridicat de stres asociat cu
explorarea carierei [de luare a deciziilor [ carierlJComparativ cu eustresul
(stresul facilitator) resim(it [A fal@ provoclilor apreciate de clire individ ca
fiind gestionabile, distresul reflectllipsa resurselor de ordin informalibnal,
aptitudinal, emolibnal [ilexistenlial, necesare depl(itii cu succes a situalilor
problem[JPentru a suslihe pe elevi [0 luarea deciziilor privind cariera, consilierii
[Golari trebuie sCocalizeze dificultlile cu care acefiia se confruntIisCe
ofere [@drumare cu privire la modul de deplife a acestora. Scopul acestui
articol de abordare teoreticCeste tocmai de a identifica multiplele cauze ale
indeciziei vocalibnale [Ide a expune cititorului noi sensuri ilsemnificalii ale
acesteia.

Indeciziavocalibnalllaspecte socio-cognitive, considerente existenliale

Dificult{le decizionale au reprezentat un subiect clasic de dezbateri teoretice,
ca mai apoi sfie incluse [ cercetarea psihologiei vocalibnale (Gordon, 1998;
Holland iHolland, 1977; Jones, 1989; Kimes [iTroth, 1974; Osipow, 1999;
Sepich, 1987; Wanberg [Muchinsky, 1992). Inilial, problemele decizionale
au fost concepute ca fiind un construct dihotom (decilll indecili). Cu toate
acestea, [Mcepmd cu mijlocul anilor 1960, unii autori au Mceput sCsuslih[]
ideea conform clreia indecili prezint[diferite profiluri (Gordon, 1981; Fuqua
[l Hartman, 1983; Larson et al., 1988; Lucas [l Epperson, 1988; Santos,
2001). O mare parte a acestor studii s-a axat pe formularea unei tipologii
funclie de problemele dificultile cu care indecilii/ nedecilii vocalibnali se
confruntlJid 1982, Salomone a publicat un articol de referin(i care lanseaz]
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ideea conform clreia conceptualizarea dificult(ilor decizionale s(e realizeze
de-a lungul a doulaxe: decilii/ nedecilii, respectiv indecili/ indecilii cronici.
Duplautor, aceste doulaxe sunt independente [reprezintCdoultategorii
distincte ale indivizilor cu dificult[ln decizia vocalibnalllPrima ax[semnificO]
dificultTIde ordin cognitiv-ralibnal, fiind o stare normativCde tranzit a procesului
decizional, [A timp ce a doulaxteflectldificultiide ordin emolibnal, ancorate

0 disfunclii ale dezvoltfii personalitii. [@ consecinlllacestea persistIn
timp [Mopun rezistenn fal@ unei consilieri vocalibnale standard. Ca riSpuns
la tipologia lansatCde clire Salomone, Van Matre [[Cooper (1984) intervin
cu [Mcercarea de a rafina teza autorului prin delimitarea dificultlor ce [ih de
motivali& pentru decizie, respectiv de dificultlilcare vizeaz[hivelul de preg(ire
(informalibnal-aptitudinal-emolibnal) al individului pentru o decizie vocalibnal]
optim[JAstfel, se contureazl[tloulaxe principale: cei cu oplilni decizionale
clare [iicei care alterneaz[dntre diferite oplilini vocalibnale, respectiv cei
interesallifsOipsililde alternative [icei neinteresalilde situalia decizionalll
@ scopul unei analize aprofundate asupra naturii indeciziei vocalibnale
Heppner, Ham [iiDugan (1988), bazlfidu-se pe trei factori de influenimajorC
asupra problemelor decizionale (nivelul de informare, nivelul de dezvoltare a
aptitudinilor decizionale [inivelul preg(rii emolibnale) printr-o analiz[tluster,
stabilesc trei categorii de indecill tipul evitant din motive de dezinteres
motivalibnal, tipul informat [Adeajuns, dar indecis, tipul pregliit pentru decizii,
dar neinformat.

Analiza factorilor indeciziei vocalibnale este o preocupare constantfa
cercetfibrilor, iar rezultatele adunate M timp au reliefat un concept complex
[ plurideterminant (Gati [0 Saka, 2001; Osipow, 1999). Taxonomia dificultilor
indeciziei vocalibnale ilustreazlbine cele afirmate. Elaborat de cfire Gati,
Krausz [0 Osipow (1996) lilvalidatCempiric de clfre Osipow [0 Gati (1998)
prin intermediul Chestionarului Dificultor privind Decizia [@ Carier(pe
populalia adultd 0 de clite Gati 0 Saka (2001) pe populalia adolescent],
deopotriv] Taxonomia de baz[a lui Gati (i colaboratorii (1996) devine suficient
de cuprinzlfbare pentru a sintetiza 11 subcategorii de dificult[l i indecizionale,
dupCtum urmeazllviziune pesimistfasupra procesului (marcat de un nivel
sclzu t al autoeficienlei, perceput referitor la gestionarea cu succes a
procesului decizional); viziune pesimistCasupra clithpului muncii (marcat
de Mdoieli legate de faptul cCprofesiile pot reprezenta valen@é semnificative);
viziune pesimistCasupra controlului personal exercitabil asupra pieléi muncii;
anxietatea legatdde proces (manifestat prin prezenla crescutCa anxiet ii
legate de situalia decizionall)} anxietatea provocatlde incertitudinea existent]
[0 actul alegerii (care include anxietatea falltle viitor, anxietatea provocat[de
chiar starea de a fi indecis, [0 anxietatea provocatlte toleran(a scZutfalll
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de incertitudine); anxietatea provocat(tle situalia alegerii ({lcare [Mcorporeaz]
anxietatea cauzat[e perfeclibnism, provocat(te teama clbdat[fgut]
alegerea se pierd oportunitile alternative; teama de a nu alege gre[it provocat[]
de responsabilitatea personallCpentru alegerile fldute); anxietatea asociat]
cu rezultatele alfeptate (provocattle teama ca alegerile fldute sChu cumva
sfhu valideze promisiunile); autocredere [[autoevaluare sc@utlJanxietatea
ca tri8ffurllidentitate necristalizat[{{n sensul lacunelor (@ definirea propriilor
valori 0 scopuri, nevoi O aspiralil), ataCament parental deficitar (exprimatQ
prin autocriticCexcesivildispozill ie de insatisfaclie [ incapacitatea de a profita
de suportul interpersonal) (i separare parentalCdleficitar[{exprimatprin nevoia
aprob(fi parentale , nevoia de a deservi pe allil, autoculpabilizarea, ocolirea
conflictului cauzate de diferen(@ de opinii, atitudini, valori).

DupOcum se observO, stresul [0 anxietatea, problemele legate de
autocunoaltere-autolficredere-autoapreciere (inecristalizarea identit[ ii sunt
dificulti de ordin emolibnal omniprezente [ tipologia generalCa indeciziei
vocalibnale. Totodat[] @ analizele teoretice [0 empirice, aceste dificultTi
emolibnale sunt catalogate ca fiind caracteristice unei categorii aparte de
indecizie vocalibnall] denumitiniial de clfre Fuqua O i Hartman (1983)
indecizia cronic sau, ulterior, de clfre Saka Oi Gati (2007), indecizia
persistentl] AceastOcategorie a i ndecillor [prezintTincapacitate de a
specifica o opliline educalibnallori ocupalibnall{Kelly O iLee, 2002, p. 322),
incapacitate care apare ca o nesiguranijeneral(] i care este prezent[TJi [A
alte domenii ale personalit(ii individului declilcel voca [ibnal (Santos, 2001).
S-a demonstrat empiric faptul cOstresul, nesiguran(a [@ propriile resurse [
subdezvoltarea aptitudinilor de rezolvare a conflictelor sunt principale cauze
care se reglSesc M profilul psihologic al nedeciCilor, cl O al indecillor
vocalibnali deopotriv(] slla fel de adevirat este [faptul cCproblemele
asociate cu o identitate difuz[sunt predictori specifici ai indeciziei cronice
(Tokar et al., 2003).

Dell @ psihologia vocalibnalCdiscursurile legate de dificultID ile decizionale
sunt dominate de curentul sociocognitiv (Krumboltz, 2005; Lent et al., 1994;
Peterson et al., 2002), respectiv cel cognitiv-motivalibnal (Hidi & Renninger,
2006; Eccles, 2005), studii importante atest[tleopotriviVeridicitatea abord(ri i
existenliale. Perspectiva existenlialltu r(d(dini solide [ psihologia vocalibnal(l
(Collin @Young, 1986; Tyler, 1971; Yalom, 1980) [ilexpus[iot mai pregnant
[0 discursurile cotidiene (Cohen, 2003; Miller [IRottinghaus, 2014 ) propune
un model explicativ I decodarea semnificaliei strlisei corelalili dintre
anxietatea [llidentitatea difuz[pe de o parte , [0 indecizia vocalibnal(] pe de
altCparte .
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Aportul abordrii existenliale aduse psihologiei vocalibnale

@ context educalibnal, pe mSurlke trec de la un an O colar la altul, elevii
devin tot mai preocupalilde modul @ care se definesc pe sine lde m(Sura
care se identificCsau nu cu anumite aspecte ale vielli lor [ realizeaz[® serie
de alegeri (fie cOlasum[propriile alegeri, fie cCader(a alegerile a  Itora) cu
privire la educalia lor (exemplu: specializarea/ profesia de urmat). Situalia
decizionalleste deplitltu success de cei cu op iuniclare, [@ acelal timp
fiind perceputta surs[de stres de clire cei nesiguri de opd iunea lor, sau
fallde alege rea uneia dintre alternativele vocalibnale (nedecid) llde clire
cei fiCalternative sau dezinteresalli de actul deciziei vocalibnale (indecili)
deopotrivlJ@A timp ce problemele de angajament vocallonal reliefeazldificultIl i
@ menliherea identit[ii, problemele de explorare vocalibnalCpredefinesc
dificultlDn formarea identitdD ii (Meeus, 2011).

Nesiguran(a decizional[poate fi cauzatldle ezitarea dintre mai multe alternative
vocalibnale viabile, ori de lipsa unei opliuni specifice, prin urmare a renunfii
la 0 oplilne care explorat] @ addcime nu mai satisface aspira llle [ilsau
posibilitlTile personale. Modelul procesual dezvoltat de Meeus [ Crocetti
subliniaz@aptul c[dezvoltarea identit(li implicCalegerea O i revizuirea unor
angajamente pe care tinerii le delih deja prin explorarea [@ adldcime a
angajamentelor curente O prin reconsiderarea lor (Crocetti et al., 2008).

[0 contrast, problemele explorfii vocalionale, [0 anume: am[area din lipsC
de iniliativ] explorare superficial(l, explorare de lungOduratl] explorarea
ruminativC] semnificCo crizOdentitarC{Erikson, 1968), ori , cum mai definelie
Marcia (1966), identitatea difuz[J [A timp ce integritatea identitar(teprezint(
statusul [@ care adolescentul deplelte stadiul de dezvoltare al copillfiei
prin identificare cu idealuri contemporane autodefinite, criza identitarCeste
caracterizatOprin lipsa unei direclii clare de dezvoltare a personalitT ii.
Problemele de autocunoaliere, de autoevaluare [l stimlde sine, lipsa
aptitudinilor [ deprinderilor sociale, instabilitatea emolibnalilsocial(sunt
simptome care hpreunformeaz[sindromul identitD ii deficitare (Goth et
al., 2012). Dincolo Ms[de sfera emolibnalll, lipsa reperelor valorice, lipsa
intenfibnalit[ii, a scopurilor personale de viallllli incertitudinea sensului vieli
denot[ilo crizCmanifestat] [0 sfera existen[ialCa personalitll ii, eviden[iat[
[Aclde primele [Mcercld de conceptualizare a indeciziei vocall ionale (Salomone
etal. 1984; Heppner et al., 1988), reconfirmatClde eminentul teoretician Holland.
@ consecin{l Mtruc persoanele nedecise suferCmai mult de lacune de
ordin informalibnal, [ spatele indeciziei vocalibnale persistente se reglSelte
un deficit de funclibnare a sferei afectiv-volitive, dar 0 axiologic-existenliale.
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[@ conceplia lui Erikson (1968), sarcinile dezvoltlii psihosociale nu pot fi
deplite cu succes fldca individul sCformul  eze un rSpuns personal la
acestea. Confruntlid u-se individual cu Mtreblile esenlidle ale propriei
existen[@, aceste tipuri de decizii sunt etichetate de clire existenfalistul
Yalom (1980) ca fiind decizii limit(In contextul caracterului analizei decizionale
profunde, [ teme existenfale precum singurlfatea, libertatea,
responsabilitatea, sensul vielii. Miller [IR ottinghaus (2014), privind decizia
vocalibnallta o decizie limit[lconfirm&mpiric veridicitatea cadrului teoretic
existenfialist privind asocierea dintre anxietate [l indecizia vocalibnall]
evidenliind rolul experien(@i sensului vielil ca factor mediator.

Pe IlngCtunol tinlé O aptitudini pe de o parte, 00 motivale pe de altCparte,
ca valoare adlugatl]curentul existen ialist aduce [@ vizor importan(a valorilor
pe tot procesul maturiz(ti profesionale. [ m(Sura [ care deciziile vocal ionale
sunt bazate pe valori, exersarea profesiei reprezintfuin mijloc al autoexprim{i,
autoafirmrii personale (Waterman et al., 2003; Yeager [iIBundick, 2009). Pe
de altlparte , Msf)Ad m(Sura [ care prof esia are valenTpentru individ, devine
00 angajamentul tot mai puternic, asigurlid stabilitate [ perseveren(ld carier]
(Dik, Duffy O Eldridge, 2009). Valorile reprezint[] deci, o veriglimportant[a
coresponden(ei dintre individ [0 profesie. [@ altl] ordine de idei, tocmai
importan(a scoaterii @ evidenIla sferei axiologice este cea care areadus [0
prim planul dezbaterilor [ psihologia vocalibnalCautenticitatea [ raport cu
autoexprimarea [ autorealizarea, ca marc[a psihologiei umaniste. [4 general
(Hicks et al., 2010; Schlegel et al., 2009), precum [ [ psihologia vocalibnal]
@ special (Bott [0 Duffy, 2010; Duffy et al., 2011), s-au adunat un num(d
consistent de rezultate empirice prin prisma clfora stabilirea Oi menliherea
unei striiise conexiuni cu sinele McarcCopO iunile noastre profesionale cu
sens [ semnificalie. Individul [@ devenire este axat pe o pisttde lansare
propice dezvoltlii sale personale doar [f miSura [ care este ghidat de valori
intrinseci O orientat clire valori sarcin[Jacest eadin urmdsemnd in il&tive
percepute de clite indiv id (cauze/misiuni) cu profundCsemnificalie personall]
(Wong, 1998). Dupl cum apreciaz[d Sheldon [0 Kasser (1998), respectiv
McGregor [ Little (1998) doar urmirea acelor scopuri ne confer[beneficii
psihologice care sunt [l concordan(Itu propri ile noastre sisteme de valori.
Totodat[] clid profesia este privitCca o0 chemare, ca o misiune, doar
aceste cazuri putem vorbi de vocalie (Dik et al., 2009).

Aprecieri sintetice

Societatea contemporanCbazat[pe consum , [ lipsa unor modele clare de
socializare, oferidealuri centrate pe construirea for@t[a unui eu social ( ok[)
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fifta aceasta s[aibltepere personale bine Mtemeiate (C  [{,12002) , fenomen
care [Mpinge adolescentul aflat [@ construirea identiti [htr-o explorare
acompaniat[te anxietate crescutllidei ruminative [slBDirea Mcrederii b
sine (Luyckx et al., 2008). Lacunele autocunoalterii, slaba dezvoltare a vieli
personale, inexistenla unui sistem de valori cristalizat, dominan(@ unei atitudini
centrate pe exterior, sunt menlibnate ca principalele cauze ale distresului
perceput (Milgram 0 Tenne, 2002; Waterman et al., 2003). Pe fondul resurselor
personale nefunclibnale, al gestion(fii procesului tranzitului psihosocial ,
neplSarea, evitarea ori amMarea impliclrii emolibnale apar ca reacli
maladaptive [0 contextul confrunt(dii situaliilor decizionale. O parte a cauzelor
inadaptabilit[i ([ fa@ confrunt(di cu sarcinile dezvoltfii psihosociale a fost
identificatCInc[te mult, acestea fiind de ordin informalibnal, aptitudinal ori
emolibnal (Heppner et al., 1988; Saka [lGati, 2007; Salomone et al., 1984).

Discordan(ele O incoeren(a dintre eul real lileul ideal, dintre sfera personall]
[cea socialla personalitdl ii, des constatat de cercetori (Wong, Reker O
Peacock, 2006), respectiv striisa asociere a atitudinii centrate pe valori
(Kasser 0 Ryan, 1996; Sheldon [0 Kasser, 1998), a valorilor intrinseci
(Waterman, 2007), a proceselor emolibnal-intuitive ale autopercepliei
(Heintzelman O King, 2004; Hicks et al., 2010; Schlegel et al., 2009) cu
funclibnarea optimC& personalitD ii, au readus [ prim plan veridicitatea abordrii
existenlible M@ conceptualizarea [ interpretarea fenomenului indeciziei
vocalibnale. Aportul adus de orientarea existenlialdD reconsiderarea
fenomenului indeciziei vocalibnale reprezintdimportan@ acordat[tlezvolt(rii

sferei valorice, ca mijloc de contrabalansare a lacunelor [ dezvoltarea
personalit(ii.

Din perspectiva psihologiei existenliale, criza decizionalOexprimdo crizCa
autenticit(Iii (Waterman, 1990). Drept urmare, criza nu poate fi depIit(Fr]

a g(Si riSpuns personal la Ontrebarea: Cine sunt? Care i sunt nevoile,
trebuinlele, dorin[eéle? Care sunt scopurile mele personale? Am misiune [
vial®? Simtchemare pentru a suslihe o cauz[? Cine doresc sldlevin? Ocolirea
sau amiarea deciziilor vocalionale ascunde incapacitatea de asumare a
responsabilitii personale, componentl&senlialla autoexprimirii, autoafirm i
(Waterman et al., 2003). Teama de libertate, care reflectlipsa responsabilitT i
(Schwartz, 1990), trebuie [Atr-un final s(fie gestionatCpentru caindividul sO
fie stipld pe propria viallDificultlle asumlrii responsabilit[l ii deseori sunt
cauzate de probleme de ataCament fallde plrin(l i (Tokar et al., 2003). De aici
poate fi dedusi lipsa iniliativei [0 explorare, amarea angajamentului. Curajul
de a fitu Msulilld procesul devenirii personale (Hacker, 1994) se bate cap [
cap cu frica de separare de spiritul culturii valorice a familiei.
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Angajamentul falltle scopuri le personale semnificative este postulat teoretic
(Frankl, 1963), cl 0 demonstrat empiric (Emmons, 2003) ca fiind o surs(]
veritabilCa experienCei sensului vieli pA ila vidsta adolescen [&i (Steger,
Bundick, Yeager, 2011). Clutarea sensului vieli, [@ viziunea psihologiei
existenliale, trebuie privitCta o trebuinIprofund umand, mobilul Mtregului
proces de deconstruclie 0 reconstruclie al identit[i (Frankl, 1963), care
izvorel[te din profundul caracter spiritual al fiinléi umane [ ne hpinge spre
[Adeplinirea a ceea ce ne este propriu. ReconfirmatCinai nou , din perspectiva
psihologiei cognitive, nevoia emergentCh fiinCei umane pentru coereni
sens se poate deduce din caracterul specific al funclibn[fii cog nitive umane
(Heintzelman 0 King, 2014). Scopurile [ coeren(@ luate hpreunlteprezint]
componentele principale ale experienlei sensului vielii (Steger, 2012), nucleul
dur al uneivieliffloritoare (Seligman, 2015).
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ROLUL CONSILIERII [COLARE [N DEZVOL TAREA
REZILIENEI EDUCAIONALE A ELEVILOR

Dr. Ramona Elena Anghel*

Rezumat

Dezvoltarea rezilienlei educalibnale este o necesitate [0 societatea noastrl]
aviid (A vedere cl&levii se confruntCtu o multitudine de condilii adverse [de
la factorii de risc individuali piila cei de si stem [J care le afecteaz[]
dezvoltarea [dolar[ilprofesionallJElevii cu rezilien[educalibnal(sunt cei
care [Ip(Streaz[b motivalie de MvIare [ilo performandolarfidicat e
ciuda influenf@i condilillor de risc care [ifac vulnerabili elécului [Golar.
Consilierea [@olarCare un rol activ ilsemnificativ [@ dezvoltarea rezilien(@i
educalibnale a elevilor, atfprin intervenlile adresate direct acestora , c[l
prin programele adresate profesorilor [ plrn(lor, alfuri de activitlile de
promovare a colabor(rii [doall=comunitate.

Cuvinte-cheie: rezilienlleducalibnalllelevi, consiliere [dolar[Jresurse
Abstract

Promoting educational resilience is necessary in our society, considering the
high number of students that are confronted with many adverse conditions [
from individual risk factors to systemic ones [that affect their academic and
professional development. Educational resilient students maintain their
motivation for learning and they succeed academically despite the influence
of risk factors that make them vulnerable to school failure. School counseling
has an active and meaningful role in developing students[éducational resilience,
through direct interventions as well as programs addressed to the teachers
and parents, or through activities that support school-community partnerships.

Keywords: educational resilience, students, school counseling, resources.

Introducere

Conceptul de rezilienla reprezentat o tem[Ca cercetlii [inffice [ ultimii
60 de ani, fiind o noliline frecvent utilizatCat@mn psihologie [Mfiin[éle educaliéi,
c@l i [@ economie, inginerie, ecologie [ medicinl] @ esen( rezilienla
reprezint[tapacitatea unui sistem dinamic de a rezista sau de a-lilreveni [
urma unor provocli semnificative care [lameninIstabilitatea, viabilitatea
sau dezvoltarea (Masten, 2011).

* Profesor consilier [Golar, Centrul Municipiului Bucureffi de Resurse [[AsistenIEducalibnall]

Lect. Univ., Facultatea de fiine ale Educali¢i, Universitatea Creffin(IDimitrie Cantemird ,
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psihologie flinéle educaliei, cercetlrile asupra conceptului de rezilien
psihologicileducalibnald] au cunoscut o mare proliferare (@ ultimele decenii
(Luthar, Cicchetti & Becker, 2000; Ahern, 2007; Sandoval-Hernandez & Cortes,
2012), fiind investigat modul [@ care unele persoane reulésc s(se adapteze
pozitiv @ ciuda adversit(ii, a traumelor [factorilor de risc. Studiul rezilien[gi
corespunde unei schimblri actuale de paradigm(lfocalizarea mutidu-se
de la negativ la pozitiv, de la reducerea simptomelor la promovarea s
(Masten, 2011), de la factorii de risc la resursele care ajutla deplliea
efectelor negative ale acestora (Rutter, 2012).

Majoritatea definifiilor rezilien[ei se focalizeaz[pe acele pattern-uri adaptative
aplute [ contextul unor adversitilsemnificative (Luthar, Cicchetti & Becker,
2000; Masten & Obradovil;]2006), aceasta presupuniid existen@ a dould
condilii: expunerea la factori de risc semnificativi [[lobliherea unei adapt(r
pozitive [@ ciuda atacurilor majore la adresa procesului de dezvoltare.

Actualmente, cercetlrile pe aceastlfem[sunt focalizate pe procesul adaptativ,
rezilien@ nemaifiind [B@leas[ta un set de competen(é individuale utilizate
condilil de stres, ci ca o calitate a interacliunii dintre persoane [mediul lor de
via[Jlo funclibnare optim(n relalie cu mediul (Ungar, 2013). Rezilien@ implicO
deci un proces dinamic care presupune interaclilinea dintre procesele de risc [
cele protective, interne [ilexterne, care pot modifica efectele unui eveniment de
vialllhegativ (Ahern, 2007). Ea poate fi caracterizat[ta o abilitate a individului
de a-liutiliza resursele, precum [lo capacitate a mediului de a furniza resurse
care s[protejeze persoana. Astfel, teoria rezilien@i se transferntr-un context
ecologic, depllihdu-se conceptualizarea acesteia ca triSfurlindividualll

Rezilien[@ educalibnald

Rezilien[a educalibnalllacademic, a primit mai multe definili de-a lungul
timpului, printre care [probabilitatea ridicatCle a oblihe succes [dolar [lalte
realizld [@ viallln pofida vulnerabilitdllor personale sau a circumstan(elor
adverse provocate de experienléle [icondilile de m ediul{Wang, Haertel &
Walberg, 1994, p. 46), capacitatea de a atinge performan(a [dolar[In condiliile
confruntfdii cu factori de risc care ameninIsuccesul [dolar (Alva & Padilla,
1995) sau abilitatea de a face fallprovocilor [ipresiunilor mediului [Golar
(Fallon, 2010).

Succesul [@olar este interpretat atlfl ca un indicator al unei rezilienle
psihologice ridicate (Kumpfer, 1999), cil al acestui tip distinct de rezilien]]
cea educalibnalllids[tacCsuccesul [Golar poate fi identificat [Im[Surat cu
uldrin@Icircumstan(éle lexperien(éle adverse [ilefectul lor asupra elevilor
nu pot fi conceptualizate, recunoscute [ilevaluate [@tr-un mod unitar.
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[ literatura de specialitate, aceste condilii adverse care ameninIsuccesul
[olar al elevilor sunt numite factori de risc, [lanume acele caracteristici
genetice, biologice, demografice, comportamentale [socioculturale care
influen@az[probabilitatea evoluliei [Golare eficiente a elevilor. Principalele
categorii de factori de risc identificate prin intermediul studiilor inffice sunt
s[fdia, violen@a comunitarildolar[lbolile cronice, familile monoparentale,
consumul de droguri, conflictele familiale, pierderea unei persoane dragi,
apartenen(@ la o minoritate etnicCletc. (Masten & Powell, 2003; Waxman,
Gray & Padron, 2003; Cefai, 2008; Williams, 2011). Prezen(a factorilor de
risc nu garanteazlaparilia problemelor [dolare sau comportamentale, [AsO
cresc probabilitatea manifestldi unor astfel de dificultillacademice.

0 general, conceptul de rezilieneducalibnalChu este considerat drept un
atribut fix, ci o caracteristicCte poate fi dezvoltat[prin focalizarea pe factorii
modificabili, care au un impact asupra succesului [dolar al elevului (Waxman,
Gray & Padron, 2003). Acelii factori sunt cunosculili literatura de specialitate
drept factori protectivi, impliciid resurse personale, familiale [institulibnale,
iar cunoalterea lor are o importanIfoarte mare pentru construirea unor strategii
eficiente de intervenlie [ vederea dezvoltlrii rezilien[@i educalibnale a elevilor.
Un model reprezentativ al rezilien(éi educalibnale este cel construit de Silas
Casillas 0 2008, [ cadrul cliuia autorul a identificat patru mari categorii de
factori protectivi, care sprijinCelevii aflall[ situalii de risc pentru atingerea
succesului [@olar (Sandoval-Hernandez & Cortes, 2012):

1) factori personali (Increderea (@ sine [Imotivalia pentru [AvAre;

2) factori familiali Csprijinul emoflibnal, sprijinul material lmodelul personal
de rezilien[educalibnall]

3) factori[@olari [Bprijinul emolibnal/recunoalterea sociallJsprijinul logistic/
managementul administrativ, relalia profesor-elev/imodelul personal oferit
de profesori;

4) factori comunitari (infrastructura necesarprocesului educalibnal .

Conform autorului, resursele personale au cea mai mare importan(lli atingerea
[Imenliherea rezilienl@éi educalibnale, acestea fiind esenliale [obligatorii B
procesul de adaptare eficient(a condiliile adverse. Astfel, chiar daclCar exista
celelalte trei categorii de factori protectivi, acelfla nu ar favoriza atingerea
succesului [Golar [ lipsa celor de naturCpersonalll

[Acrederea [0 sine, prima resursCpersonallimenlibnat[te Casillas, implicC

[0 special procesul prin care elevul [ntTrefe ima ginea de sine ca persoan]
rezilientOdin punct de educalibnal, fiind asociatCcu experienléle [@olare
anterioare. A doua resurslimotivalia pentru [@v(@re, are la baz[valoarea
acordat[educaliei [ilse manifestCprin implicarea perseverentn activitle
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considerate a conduce la succesul [@olar. De asemenea, factorii personali
influen[@éazdimodul [ care sunt accesalilfactorii familiali, [Golari lcomunitari,
dar I acelaliltimp aceffl a conduc la configurarea resurselor personale.
Alllautori au accentuat importan(@ factorilor protectivi proveniildin mediul
familial, [Golar [comunitar asupra rezilienlei elevilor, reg(Sill @ special @
specificul interacliuinii elevului cu aceste resurse (Bronfrennber, 1979; Tufil]]
2008; Cunningham & Swanson, 2010). Sunt menlbnallfactori adilibnali:
familiali Cprezen(a unei relalil suportive cu cel pulih un adult, consilierea ,
comunicarea, respectul ilmonitorizarea din partea plinflor, existen(a
unui mediu familial reglementat [ila unor afieptlr [Malte , dar realiste, @
legfurfcu performan(eéle [@olare ale elevului, coeziunea familiall]
responsabilizarea copilului;
[Golari Catitudinea suportivCa  profesorilor, existen[@ oportunitillor de a
participa la activitlllextralGolare semnificative , mediul clasei organizat,
sigur [pozitiv, profesori bine pregfilildin punct de vedere psihopedagogic,
curriculumul relevant riguros, M concordanlcu interesele elevilor,
existen[a unor servicii de suport [iconsiliere;
comunitari Dexisten(a unor facilitrecrealibnale, educalibnale [medicale
accesibile lilsigure, re[@le de organizalii care ofer[onsiliere [Msprijin:
biserici, organizalil nonguvernamentale etc., ocazii de implicare activ(In
viala comunitli (Williams, Greenleaf, Albert & Barnes, 2014).

Relevan(a factorilor de mediu familial, [@olar 0 comunitar este direct
proporlibnalcu perceplia subiectivCa elevilor [@ legfurCtu acelfia, precum

[l cu capacitatea acestora de a accesa resursele externe disponibile. @
acest sens, studiile au eviden(iat faptul c[&levii rezilienlillipercep mai favorabil
clasele din care fac parte decl cei cu un nivel sclZut de rezilienl
educalibnall] ei dilpercep profesorii ca avind alfeptlri mai Malte de la ei, ca
oferindu-le mai multe feedback-uri Mindicali eficiente (Waxman, Gray &
Padron, 2003). Elevii rezilienli [ percep clasa ca fiind mai organizat[lil
activit[lle educalibnale mai satisfldfbare. Acefi factori au o naturCsubiectivl]

[l se asociaz[cu ceilallil factori protectivi specifici funclibnldi psihice
personalit(ii elevilor rezilienl] anterior menlibnalil Prin urmare, modalitatea
care elevii experimenteazltognitiv [lafectiv realitatea [dolarCare un impact
semnificativ asupra nivelului lor de adaptare [ide depllite a situalilor adverse.

Consilierea @olard

Consilierea [Golar(reprezintduna dintre cele mai eficiente activitll
educalibnale care promoveaz[dildezvoltteziliena educalibnala elevilor
aflalln diverse situalil de risc. Ea este definitC drept o relalie interumande
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asisten(lilsuport dintre o persoan(specializat(In psihologia [iiconsilierea
educalibnal({profesor) [Igrupul de elevi , @ scopul dezvoltri personale (i
prevenliéi situaliilor problematice [ide criz[{BBan, 2003). Consilierea [dolar(]
reprezintCun demers calificat, organizat pe principii flinlifice, care permite
acordarea unei asisten(e de specialitate acelor persoane implicate [@ procesul
educalibnal (elevi, studenl cadre didactice, pin( diriginf) ( Dumitriu &
Dumitriu, 2004).

Conform lui B[ban (2003), scopul fundamental al consilierii [Golare este
funclibnarea psihosocialloptim[a persoanei/grupului, ace asta fiind realizat]
prin atingerea urmfbarelor obiective:

1. promovarea s {Ja stlrii de bine [5omatic, mintal, emolibnal, social
[spiritual;

2. dezvoltarea personalltunoalterea de sine, imaginea de sine, relalibnare a
interpersonalCarmonioasltehnici de [Mv(are eficiente, oplilini vocalibnale
realiste;

3. prevenlh dispoziliei afective negative, a nelicrederii [0 sine, a
comportamentelor de risc, a conflictelor interpersonale, a dificultlor de
(Mv@re, a dezadapt(di [dolare [lsociale.

Consilierea [@olar(este o modalitate de interven(ie educalibnalprin care
pot fi dezvoltalifactorii protectivi care asigur(o rezilienleducalibnaltrescut]

a elevilor. Obiectivele consilierii [Golare enumerate mai sus implic[Ia mod
indirect liidezvoltarea capacit(ii elevilor de adep diversele situaliiadverse
cu care aceffla se confruntO. [As[este necesar sCfie construite planuri @
programe centrate [0 principal pe dezvoltarea rezilien[éi educalibnale a elevilor,
aviid [ vedere clexistCmultiple [idiverse situalii de vulnerabilitate lirisc
educalibnal. Principalul argument al acestei necesit(lirezid(ln superioritatea
interven(iei preventive M detrimentul celei reparatorii. Este vorba despre
schimbarea de paradigmCamintitCanterior , despre centrarea pe formarea
competen(élor care asigur[succesul [dolar, fllfa  se ignora Ms[strategiile
eficiente de remediere a elécului [olar.

[0 acest sens, profesorii consilieri [Golari au un rol esenlial [ sprijinirea elevilor
aflallin situalii de risc, interventlile putiidu-se realiza la toate palierele activit(lii
specifice O consilierea individual(]l de grup sau la clasUa elevilor, @
consilierea plrin(ior, a cadrelor didactice sau I adaptarea organizaliéi [dolare
la nevoile educalibnale ale elevilor, [@ construirea unor parteneriate [GoallZ
familie-comunitate care sCbfere oportunitliide dezvoltare elevilor vulnerabili.
Interveniile de crelfere a rezilienei educaionale trebuie adaptate profilului
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specific al elevilor, [ihihdu-se cont de caracteristicile psihologice [
educalibnale, de vulnerabilit [ resurse, de motivalia de Mv(are, de
particularitile clasei de elevi, ale familiilor de provenienilale comunitdD ii.
Rolul consilierii [Golare M dezvoltarea rezilienlei educalibnale a elevilor poate
fi reliefat prin trecerea [ revist[a obiectivelor specifice ale activit ii.

Consilierea [dolar[€entrat[pe dezvoltarea rezilien ei educalibnale a elevilor
trebuie sCaibn vedere urmlbarele direcO ii:

a. Dezvoltarea [Upromovarea caracteristicilor individuale care faciliteaz[]
rezilien@ educalibnalla elevilor

Al@ cum am menlibnat anterior, rezilien(a educalibnalleste suslihut[puternic
de factori protectivi individuali, de tr(S{furi cognitive, afective [iide personalitate
care influen(@az[pozitiv modul [0 care un elev abordeazlactivitatea [Golar(]
[0 condiliile existen(@i factorilor de risc. Pe Iifigfmportan(a Mcrederii [ sine
[Da motivaliei pentru [MvAre , identificatCde Casillas @ 2008 (Sandoval-
Hernandez & Cortes, 2012), [ literatura de specialitate mai sunt menlibnate
[l alte resurse personale, precum nivelul de inteligenlilabilitatea dezvoltat™
de rezolvare a problemelor, locul intern al controlului, optimismul, perseveren(a
[Istabilitatea emolibnal({Tiet, Huizinga & Byrnes, 2010; Ungar & Liebenberg,
2011), asertivitatea, creativitatea, flexibilitatea, autonomia, adaptabilitatea,
abilite de via@siml umorului  (Henderson, 1999).

Multe dintre aceste caracteristici individuale de tip resursCpot reprezenta
obiectivul atflal unui program de consiliere individualClc@a |unor programe
de consiliere de grup sau la clasl] Consilierii [@olari sunt specializall [
proiectarea [ilimplementarea unor programe de intervenlie centrate pe
dezvoltarea majorit(i triSiurilor enumerate , [@ urma evaluldi specificului
psihopedagogic al fiecui elev/grup de elevi. Dezvoltarea rezilien(ei
educalibnale poate reprezenta obiectivul principal sau cel secundar al
interventliilor de consiliere [@olar[lin ambele cazuri fiind util ca elevii sCfie
ajutalilsddcunoascpropria rezilienIiresursele pe care se pot sprijini.
Este important de subliniat faptul cCastfel de interventii psihopedagogice au
atfflefecte pozitive imediate asupra dezvoltlii elevilor, ci [l efecte pe termen
lung, prin consolidarea rezisten(@i la e[@c, la stres [illa situalii problematice.
[ literatura de specialitate se evidenliazCimportan(a centr(ii pe resurse [
pe punctele tari, [A detrimentul abordTrii vulnerabilitTlor (Williams, Greenleaf,
Albert & Barnes, 2014). [ acelalltimp , [Bs[]este nevoie de o cunoaliere
aprofundatl(a factorilor de risc care amenin(iraseul educalibnal al elevilor,
care poate fi oblihutCprin construirea unei relalii autentice cu aceffa, cu
familiile lor [cu actorii comunitari reprezentativi.
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b. Facilitarea unei colaborfdi c@ mai stridise [Mtre familie-[doald
comunitate, @ vederea accesibilizMii resurselor oferite de acestea
Profesorul consilier [dolar [Adeplinee de multe ori o funclie de mediator i
de liant Mtre cele trei entitll Mlesnind comunicarea nevoilor, alfeptrlor sau
a iniliativelor. Consilierul [dolar poate cunoalte Mdeaproape condiliile de viallll
[lde Mv(Are ale unui elev/grup de elevi, poate interveni [d vederea optimiz[ii
relaliei elev-plrinte, poate intermedia relalia elev-familie-institulie [dolarCprin
abordarea situaliilor concrete hpreunltu educatorii, [@viorii, profesorii
diriginldl @ consiliul clasei. Ald cum am menlibnat anterior, rezilien@
educalibnalléste vZutCatddin perspectiva resurselor personale, dar [idin
perspectiva abilitlii de accesare a suportului familial [Minstitulibnal, @ caz
de nevoie. [0 sprijinul succesului educalibnal al elevilor, consilierea [Golar(]
este activitatea predilectCprin care:
plin(i sunt ajutalilsCidentifice cele mai potrivite modalitlde relalibnare
eficientdcu copiii, de a-i cunoalie, de a-i sprijini dar [ilde acreaun cadru
educativ cu limite clare, de a aplica disciplinarea pozitiv(;]
pinfd sunt ajutalil sl formeze reléle de suport la care sCapeleze
atunci clid ei sau copiii lor trec prin momente dificile sau atunci cid
relalia lor are de suferit Cgrupuri de plrin(] servicii sociale, servicii de
specialitate, organizalii non-guvernamentale;
profesorii de la clasOsunt ajutalilsCidentifice nevoile educalibnale ale
elevilor [iis(Mladapteze [slindividualizeze intervenlile educalibnale
pentru a eficientiza actul de predare-[fvAre-evaluare;
profesorii de la clasCofer[suport emolibnal ilmoral elevilor, ajuti@du-i sO]
([ldezvolte o personalitate armonioas(];
profesorii de la clas il profesorii dirigin{l sunt ajutali sOconstruiasc
mediul de [vIAre optim pentru nevoile educalibnale ale elevilor;
profesorii diriginllsunt ajutalisCtonstruiasclactivitlile de consiliere [0
orientare [Mactivitile extracurriculare care s[kreascdisponibilitatea
elevilor de a accesa [0 mod eficient resursele institulibnale ilcomunitare
necesare succesului lor [@olar [Dprofesional.

Profesorul consilier [@olar poate interveni [0 vederea adaptlri instituliei [Golare
la nevoile educalibnale ale elevilor prin sus(iherea [ijpromovarea unor valori
organizalibnale bazate pe grijilsuport pentru fiecare elev, a unor programe
[ proiecte care sOmplice familia [@ activitile [Golare [l care sCicreeze
oportunitide experien(é pozitive [ihrfitoare pentru beneficiarii serviciilor.
Pot fi implementate strategii care sClamelioreze climatul [Golar lilcare sO
transforme [dolile [ locuri [ care elevii pot relalibna autentic cu adulllimplical]
dedicali] suportivi. @ acest sens, trebuie reamintit faptul cCmediul [Golar
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care sprijin[tezilien@ educalibnalCeste un mediu cu reguli [Mnorme clare,
bazat pe disciplin(isiguranl

De asemenea, profesorul consilier [Golar se poate implica activ [ atragerea
Winilierea de proiecte educative [ parteneriat cu diverse instituli locale,
nalibnale Minternalibnale, organizalii non-guvernamentale, instituli culturale
sau allilactori sociali, prin care elevii sCpoatd cunoalfe activitatea unui numi
ridicat de profesii, sLcon(fientizeze disponibilitatea [Jaccesibilitatea acestora
[0 solulibnarea diverselor situalii problematice [Is[aiblexperien(é educative
non-formale variate.

c. Adoptarea unui model general de consiliere centrat pe dezvoltarea
rezilien[@i

Activitatea de consiliere [dolarCéste realizat(In mod direct de clitre profesorul
consilier [dolar [ide clire profesorii dirigin(i [Msiollactorii educalibnali pot
adera la un model de sprijin al rezilienlgi educalibnale a elevilor, fie cCorbim
de personalul didactic auxiliar sau de cel nedidactic. Toate persoanele care
intr(dn contact cu elevii vulnerabili sau expullfactorilor de risc trebuie s
cunoascilsCO0mplementeze principiile sprijinirii capacit(li acestora de a
face fatlificultlor prin care eitrec. Astfel, consilierea [@olar[poate fi utilizat™
pentru promovarea modelului de contact [[acliune centrat pe dezvoltarea
rezilien[@i, precum [Dpentru antrenarea diver(ilor factori [@olari [ susliherea
unei relaflii de suport cu elevii.

[0 acest sens, Henderson (i Milstein (2003) au construit un model centrat pe
dezvoltarea rezilien@i educalibnale M [Goli numit [Roata rezilienl@i (0 @se
palilllAcesta descrie atflatitudinile pe care profesorii [itot personalul [dolar
trebuie slle adopte [Mtr-o [doalltare sprijintezilien@ educalibnall]cD
structura [@olii, necesarCtonstruirii unui mediu suportiv il sigur, astfel:

Pasul 1 (ncurajarea relalillor emolib nale apropiate.

Elevii au nevoie de persoane [0 care s[aib[dncredere [icora sCe poat[
cere ajutorul atunci clid au nevoie, evitlAdu-se astfel izolarea [sentimentul
de alienare. Aviid (G vedere cltelalille emolibnale apropiate au la baz[triterii
complexe [variate, cu clsunt implicate mai multe persoane [@ sprijinirea
rezilien[@i educalibnale a elevilor, cu atflexistCimai multe [@nse ca ei s(se
simtCsuf icient de confortabil pentru a-Mihp(tdificultle [ipentru a cere
ajutor. Elevii au nevoie de activitmultiple [variate, at@d [doall , cHiln
afara ei, pentru a-lildezvolta re[@aua sociallde suport. @ acest sens sunt
indicate activit(ile sportive, muzicale, comunitare, dar [factivit(Tile care implicO
(0 mod direct participarea plrn(lor.
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Pasul 2 [ktabilirea unor reguli limite clare [Iconstante.

Elevii vulnerabili au nevoie de un mediu sigur [previzibil, iar acesta nu poate
exista fliLo reglementare riguroaslIEste bine ca regulile s[fie cunoscute [il
nlelese de clire tolilactorii [Golari, iar stabilirea lor sCimplice @ mod direct
elevii, inclusiv alegerea comportamentelor nepermise [ila consecinlélor
administrate. De asemenea, se recomand(activitllperiodice de conlfientizare
a utiliti regulilor asumate (ide sprijinire a elevilor care au dificultln urmarea
lor. Sistemul de reguli nu trebuie sCpunlCaccent pe sanclilini, ci pe asistarea
elevilor [A evitarea comportamentelor nocive.

Pasul 3 [dezvoltarea abilit{ilor de vialll

Principalele abilitllde viallasociate cu rezilien[a sunt autocunoalierea (il
gestionarea emoliilor, luarea deciziilor lirezolvarea de probleme, comunicarea
eficient(Illintegrarea social(lilprofesionalllFormarea acestor abilitllde
vialllreprezintCobiective adiacente actului instructiv-educativ, [AsCele pot fi
dezvoltate activ prin implementarea unor tehnici de Mv{Iare [la unor activit
educative non-formale centrate pe cooperare [Dlucru [@ echiplJpe exprimare
de sine [lpe asumarea deciziei. Cercetlrile au demonstrat faptul cCelevii
[Mvaltel mai bine aceste abilitllde vialltle la cei de aceealilvist[{Botvin

& Botvin, 1992), lilde aceea elevii sunt cei mai buni mesageri ai strategiilor
de prevenlié [ide intervenlie.

Pasul 4 Cacordarea de grijdilsuport.

Conform lui Henderson [iMilstein (2003), acest pas este cel mai important
pentru dezvoltarea rezilienleéi educalibnale [ [doli, presupun(id focalizarea
atenl(iei educative pe fiecare elev [ parte. Este vorba de cunoalferea nevoilor
educalibnale ale tuturor elevilor lilconstruirea activit(lilor de [Av(IAre potrivite
[pentru cei mai pulih activi, mai nesiguri sau poate mai opozanlil Tolilelevii
au nevoie de succes [Golar pentru a fi motivalils(Inve[é mai mult [Ipentru a-
[ ot stima de sine, iar acest lucru se oblihe @ mod autentic prin
individualizarea sarcinilor de lucru conform nivelului [Dpoten(alului fieclfuia.
Grija suportul presupun crearea cadrului G care fiecare elev s{fie provocat
sllildescopere motivalia de a [Mv(A [Ide a se dezvolta.

Pasul 5 [stabilirea [icomunicarea unor affept(r Malte.

Alieptlrile [Ralte din partea adullilor s-au dovedit a fi un factor semnificativ [
promovarea rezilien[@i educalibnale a elevilor, aducid o motivalie [ plus [
dep(itea dificultmlor [Mtlhite . Alfeptlile [Malte nu presupun atingerea
aceloralilstandarde de clire tolilelevii, ci individualizarea acestora (@ funclie
de aptitudini, tip de inteligenIstil de Mv&re linterese specifice. Strategiile
educalibnale care comunicCaieptlr [Ralte trebuie bazate pe cooperare [
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nu pe competilie iltrebuie s(formeze responsabilitatea elevului de a [Av{A,
de a se implica activ [0 propria dezvoltare [Golar[dilprofesionalllbazat[pe
motivalie intrinseclilinteres ul pentru anumite domenii.

Pasul 6 Oasigurarea unor oportunitllide participare semnificativll
Fundamentul acestui pas este reprezentat de atitudinea conform clreia elevii
au resurse pentru a se dezvolta educalibnal [iitrebuie identificatCttombinalia
potrivitClde factori pentru a-i sprijini sdaibOsucces [Golar. Elevii [hvall
impliclAdu-se [0 activitililexperien(é diverse, iar [oala hpreunCtu familia

[ comunitatea le pot oferi alternative [iI[@nse de a-lIreg(Si pasiunile @
aptitudinile prin organizarea unei palete cimai variate de activitleducative
formale, non-formale linformale.

Concluzii

Rezilien[a educalibnalCleste o necesitate @ societatea noastrfJavind
vedere clElevii se confruntCtu o multitudine de condili care le afecteaz
dezvoltarea [dolarilprofesionalTtle la factorii de risc individuali pmO  la
cei de sistem. Elevii cu rezilienTeducalibnal(sunt cei care [ilp(Streaz[b
motivalie de [AvAre [o performanldolarCridicat e [A ciuda prezen(ei
condiliilor de risc care [fac vulnerabili el@cului [dolar. Din pldate , [@s[], o
multitudine de elevi nu reul@sc sOdeplBascadversitlile cu care se
confruntilabandoneaz[$istemul educalibnal care nu le oferCnediul, ajutorul
[loportunitatea de a [Av[A cum slaibltezultatele scontate.

Consilierea [@olarCare un rol activ [ilsemnificativ @ dezvoltarea rezilien(@i
educalibnale a elevilor, atilprin intervenlile adresate direct acestora, clll
prin cele adresate profesorilor, plrinflor {prin activitle de promovare a
colaborfri [@oallZ=c  omunitate. Avlid [0 vedere existen([a unui num(dridicat
de elevi care au nevoie s(llidezvolte rezilien(a educalibnallleste nevoie ca
tot mai mullspecialiffi sCse familiarizeze cu acest concept [ilcu modalitile
concrete de promovare a acestuia [f mediul [Golar.

literatura de specialitate se reg[Sesc multiple programe construite G vederea
dezvoltfri rezilienl&i prin intermediul consilierii [Golare (Cefai, 2008; Williams,
Greenleaf, Albert & Barnes, 2014), acestea organizindu-se cu participarea
tuturor actorilor educalionali: elevi, profesori, plrinfij comunitate. Ms , trebuie
fihut cont de faptul cO@olile [ clasele sunt sisteme sociale complexe,
programele de promovare [ dezvoltare a rezilienl@i trebuind adaptate la
particularit(ile specifice contextuale. Prin urmare, proiectarea unei intervenlii
centrate pe dezvoltarea rezilienléi educalibnale a elevilor trebuie s[ihCtont
de vidstllde provenien(@ socio-culturalllde particularit{lle psihologice, de
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aspiralille, alieptfile, temerile, valorile iimodelele elevilor. @ acest sens,
este nevoie de studii [iicercetlri aprofundate pentru a fi identificate modalit(ile
specifice care se dovedesc eficiente [0 sprijinirea educalibnalla elevilor rom(ni.
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UTILIZAREA NIVELURILOR DATE DE REZULTATELE
MIVIRI N EV ALUARE. APLICAD [N EDUCAMA
RELIGIOASO

Dr. Emil Laz[d *

Rezumat

Din perspectiva valorilor, educalia implicCdoulaturi complementare, una
antropologiclil cealaltCaclibnald . Atitudinile O valorile religioase aparlih
domeniului afectiv. Acestea sunt unitlli decompozabile, greu de evaluat.
Matricea cu nivelurile date de rezultatele [Av(Ifii este o propunere pentru o
posibilCgrilltle evaluare apreciativ-calitativCpozitivCpropusspre utilizare
educalia religioasl Fiecare dintre niveluri este definit printr-un set de descriptori
care indicrezultate ale mv[Iii relevante pentru competend ele
corespunz(ibare nivelului respectiv.

Cuvinte-cheie: evaluare, educalie religioaslirezultatele [Mv{Ifi, niveluride
apreciere, matrice.

RSum{

LIAucation comprend deux parties complihentaires, Ildne anthropologique
et autre expressive (manifeste). Les attitudes et les valeurs religieuses sont
font partie du domaine affectif. Le table avec les niveaux donn(és des r(Sultats
d@pprentissage est une proposition pour une possible grille daluation
appri@iatif-qualitative positive (pour montrer ce quil faut corrigl) dans
IIfucation religieuse. Chaque niveau est dffini din ensemble de descripteurs
guels indiquent les riSultats di@pprentissage rellve pour les compliences
apropriCtu niveau respectif.

Les mots-clt Maluation, [ducation religieuse, riSultats d [@pprentissage,
niveaux d@ppr(diation, table des niveaux.

Educalia religioasO [ relalie cu poten(alitile ereditare 0 cu
influenféle mediului

Din perspectiva idealului asumat, educalia urmedte formarea unei
[personalitllintegral-vocalibnale licreatoare, capabilC(s[éxercite [Islnilieze
roluri sociale [@ concordancu propriile aspiralii O(Nicola, 1996, p. 17),
implicidd douOaturi complementare, una antropologicO [icealaltCaclibnal
(mafinest)l.

* Lector univ., Universitatea din Craiova, Facultatea de Litere, Departamentul Comunicare,
Jurnalism [ [ttiin[@ ale Educaliéi, lazaremile@gmail.com
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Prima se refer(a desilirea personaliti, la dez  voltarea acesteia prin
asimilarea valorilor culturale fundamentale [istimularea pe aceastlbazl[a
calitlilor general-umane ( competen(e, aptitudini, atitudini, interese, motivalii
etc). Este latura care faciliteaz[tonturarea individualiti uman e [ contribuie
la accentuarea [personalizlfiiCsale. Din aceast(perspectivl] evaluarea
urmeOte transformarea, crelterea. Cealaltdaturfurm(fe teimplicarea [d
mod creator [ cu un randament sporit (autonomie [ responsabilitate,
interacliline sociall,Jdezvoltare personalldilprofesionall)l [ aceast[privin(l
evaluarea asigurCkcertificarea, confi rmarea, atingerea standardelor. Dacl
referen(idlul este dat de obiectivarea orientlrlor valorice ale educali&i (finalitl ile
educaliei), evaluarea caplilvalen(] ele necesare finalitdlllor de tip proiect
(scopurile pedagogice, obiectivele generale ale sistemului de [MvIIm(ht ) sau
ale finalitDlor de tip produs (obiectivele specifice procesului de MvIIhmt,
obiectivele operalibnale).

Procesul de dezvoltare uman(] [ general, este un proces complex, de trecere
de lainferior la superior, de la simplu la complex, de la vechi la nou, printr-o
succesiune de etape, de stadii, fiecare etapCaviid, dincolo de acumul(ri
cantitative, un specific calitativ propriu. Pe cale geneticl este transmis un
complex de predispozilii sau potenl(ialit[l Din aceast[perspectivl] educalia
religioasCeste constituitCdin transferuri O Msulri ale valorilor O atitudinilor
plinilor, familiei, acestea exprimdu-se [0 diferite momente ale vie [ sau
rih [Ad [0 stare latentl]d absen(@ unor factori activizatori . Unele aspecte
ale vieli psihice sunt puternic determinate ereditar (temperament, aptitudini,
emotivitate), iar altele mai pulih (caracter, voin[I], atitudini).

Mediul, ca factor al dezvolt(rii psihice, este iimai profund implicat @ devenirea
psihicClimanCloferind materialul de construclié. [A sens larg, mediul cuprinde
ansamblul elementelor naturale, sociale, culturale ce ne [Aconjoarilcu
care omul este [ interacliline permanent(,lpe tot parcursul vielii sale. Factorii
de mediu aclibneazJm anumi te contexte sau cadre sociale Ogrupurile
familiale, de joc, de [v{Tare O care constituie [ ele tot atlflea medii cu
caracteristici proprii. Dintre aceltia, planul factorilor de ordin social (proximal
sau distal) este, allfuri de educalig, foarte important (n dezvotarea psihicCa
omului (familia, grupul de prieteni, contextul cultural al existen(@i persoanei [
sistemul relafilor sociale [t general). [0 ceea ce privelte educalia religioasl],
accentul se pune nu pe simpla prezen(Isau absenIa factorilor de mediu, ci
pe mSura [Imodul de interacliline al elevului cu acelila

Din perspectiva contextului cultural 0 social @ care triete persoana,
devenirea uman(éste privitfdin doud direclil: una aparlihe behaviorismului,
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care suslihe ideea c[dezvoltarea omului este [A@ cea mai mare miSurfun
rezultat al influenl@i mediului, iar cea de-a doua este nativismul, ai cliei
suslihlibri considerau c[tezvoltarea urmeaz[l[ principal, aclilnii genelor
ilcromozomil or.

mtr-o interacliune [ unitate corelatl] ereditatea [ mediul promoveaz[d
dezvoltarea omului, realizatlInu la modul spontan, ci [Atr-o structurCeu funcO ie
conffientd, un factor determinant [@ formarea omului: educalia. @ cadrul
acesteia, educalia religioas[abordeazlintegrativ multe dintre potenfalitdD ile
[ dispoziliille persoanei umane.

Educala religioasdin perspectiva taxonomica domeniului afectiv

Aspecte specifice

Latura aclibnalll manifest[], a educaliei conduce spre o evaluare dat[lde
finalitatea de tip produs (obiectivare, operalibnalizare, atomizare). Vorbind
despre taxonomii/taxologii, sunt remarcabile Thcerclile de integrare a
diferitelor taxonomii, mai Mti@Mntrul fiecltui domeniu, iar apoi ansamblu0d
(De Landsheere, 1979, p. 198) [ este de dorit realizarea idealului de faxonomie
uniclJpolivalentT{Stanciu, 2003).

Pe Inglinteresul major alocat dezvolt(ri cognitive, este de comun acceptat
clexistd o [MvlTare de tip afectiv, care constIn dezvoltarea caracterului Oia
con[tiinfei. Dificultatea abord[ri domeniului vine din faptul cCaceste achizi( i
(hu permit detalieri [ unit[Ti decompozabile, observabile direct [i exprimabile,
(...) neputmd fi surprinse u Cor dinamica [Iiffenomenologia formldi credin[@i
religioase la o persoanI{Cuco[] 2009, p. 233), fut fiind faptul cCobiectivele
comportamentale constituie adevifate simboluri care ar trebui sCpunIn
evidenlAnumite capacitdinamice (manifestate).

Taxonomia lui D. R. Krathwohl pentru domeniul afectiv adopt[trept criteriu
de clasificare interiorizarea. Dificult[le de elaborare a taxonomiilor acestui
domeniu sunt legate de imprecizii conceptuale (caracterul sl abstract,
general), de distinclile dintre domeniile cognitiv [afectiv, de anumite obstacole
de ordin cultural (zona sentimentelor este consideratCdrept cea mai tainicCa
personaliti), de ignorarea achizililor [@ domeniul procesului de [hvIare
afectivilde insuficien(a instrumentelor de mSur{conceptul de interiorizare
nu este deloc operalibnalizat, se recurge, de obicei, la probe indirecte).
Aprecierile pot fi fldute din perspect iva criteriului/ principiului de clasificare:
principiul interioriz[rii este folosit pentru a explica clasificarea legat[fe acest
domeniu; s-a propus un paralelism [htre domeniile cognitiv [afectiv; se cunosc
[l Mcerclr de operalibnalizare (Metfessel et al., [@ Kibler, 1970). Atitudinile 0
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valorile religioase sunt cuprinse [ domeniul afectiv, acela al [@biectivelor care
pun [ relief un sentiment, o emolik, o idee de acceptare sau refuz. Obiectivele
afective variaz[de la simpla luare @ consideraldie a fenomenelor de alegere,
pmOa calitdd ile complexe, dar coerente, ale caracterului sau conliiin(ei.
Trecerea [0 revist(a intereselor, a atitudinilor, a aprecierilor, a valorilor, a
emotliilor [fa prejudec(ilor ne furnizeazChumeroase obiective de acest ordin[]
(Bloom [ Kratwohl, 1970, p. 7).

Aceasta nu [fseamnl¢[@Asistih la o separare artificialCa obiectivelor cognitive
de cele afectiv-emolibnale ale vIfii, ele 00 mpletindu-se mereu unele cu altele
(Gingras, 1975). [0 opinia lui J.-M. Gingras, fiecare dintre cele cinci niveluri
ale taxonomiei obiectivelor pedagogice din domeniul afectiv-emolibnal
identificate de B. Bloom [ilcolaboratorii silcomportChuan e.

@ acelali sens, despre schema lui Bloom, C. Cucolface menliunea c[
fiecare etap[presupu ne subcategorii (Cucol] 2009). Primul nivel presupune
receptarea sau concentarea asupra valorii oferitCtle diverse fenomene sau
stimuli (de exemplu, condiin[& experien(@i poetice sau a substratului religios
dintr-o icoan[Ifragment muzical ori alt stimul religios). Al doilea nivel este cel
al r8punsului afectiv contient, activ [iideliberat la un fenomen (asentimentul);
acest stadiu, elevul dep[ elte simpla perceplié lilse angajeaz[1i activitatea
propus simte treptat satisfaclie [ a face (de exemplu, dorin@ de riSp uns
[ satisfaclia riSpunsului Cn plan emolibnal, vibrarea).

Nivelul al treilea se refera evaluarea, valorizarea prilejuitCte un fenomen
sau comportament. Este momentul [A care, interiorizind, elevul dCvaloare
personallla ceea ce a primit (accept[Valoarea, se angajeazl] , [lasum s
apere [isCpromoveze ceea ce devine pentru el o valoare integratd ). La al
patrulea nivel este cel al organiz[rii /aranjlri valorilor interiorizate; pe mSurd
ce, de-a lungul [Mv({Iii, valorile sunt acceptate 00 asumate, ele contribuie,
prevallid asupra altora, la construirea sistemului de valori personal. La acest
punct de disculie se remarcfaptul c[Jpe mSur[te se ajunge la nivelurile
superioare ale taxonomiei obiectivelor pedagogice din domeniul afectiv, elevul
are con[tiin[a clarCa faptelor [Mun sistem de valori coerent, fldlddu-se din
ce [@ ce mai mult apel la procese cognitive complexe de analizl]sintez[T] i
evaluare. Domeniile cognitive 0 afective sunt astfel legate, [Acflacestea devin
greu de separat (Kratwohl et al., 1964).

Cel din urmhivel, cel al caracteriz[Tii printr-o valoare sau un sistem (ansamblu)
de valori, este etapa [d care valorile interiorizate de elev ajung sl caracterizeze
pe acesta. Elevul ajunge la atitudini, comportamente 0 viziuni de vialll proprii,
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care [ldefinesc existen(a, modul de a fi 0 filosofia de vialll (de exemplu,
filosofia existenlialreligioas) (Gingras, 1975; Cucol] 2009).

Dupaxonomia lui Louis D[Hainaut, considerat[tle pedagogia contemporan{]
ca fiind mult mai complex(] (D[Hainaut, 1981), obiectivele afective sunt:
a forma o convingere prin capacitatea de: a percepe socio-afectiv; a fi
conllient de o situalie socio-afectivj]l a da o explicallie propriului
comportament socio-afectiv; a generaliza o experienIsocio -afectiv(}
a aplica o valoare/convingere socio-afectivlprin capacitate a de: a aplica
pasiv valori 00 convingeri; a aplica potenlial valori 00 convingeri; a aplica
efectiv valori (i convingeri;
a combina [ ierarhiza valori/convingeri socio-afective prin capacitatea de:
a combina O a ierarhiza valori compatibile; a rezolva conflicte mtre valori
incompatibile.

Pentru domeniul afectiv se au [0 vedere etapele implicate de interiorizarea
uneireceptld (recunoalerea idsulirea uneireguli, norme sau atitudini de
comportare, de raportare la frumos sau adevilr), promovarea unei reaclii
adecvate (comportarea, conformCeu o regull) , a uneiaprecieri sau valoriz[ri

pozitive (s[distingIn mod concret faptele bune de cele rele, frumosul de
urlf), organizarea sistematicla diferitelor norme, atitudini @valori [@tr-un
sistem mai cuprinz(for , pentru a ajunge [0 stadiul de expresie [caracterizare

a propriei persoane (@ lumina normelor asimilate.

Analiza taxonomiilor din domeniul afectiv evidenliaz[o serie de aspecte care

pot constitui obiective [ arii de interven(ie ale domeniului educaliei religioase:
interesele, atitudinile, aprecierile, valorile 0 receptarea lor (con[lientizare,
dorinf@ de a le accepta), stlrile emolibnale, prejudecile, predispozilile,
respectarea regulilor, gradul de acceptare sau respingere a acestora. Este
important de g(Sit instrumente de evaluare a acestor obiective.

Evaluarea [@ funclie de nivelurile date de rezultatele [MvITii. Aplicali
posibile la ora de Religie

Premisele propunerii legate de evaluarea formativi]apreciativ-calitativ] prin
utilizarea aprecierii multinivelare a rezultatelor [Av(ITii la disciplina Religie ,
pot fi identificate la urmfbarele niveluri: conlihuturile educaliki religioase,
finalit[ile propuse prin demersul educalibnal al acestei discipline de vt

(devenire, transformare prin interiorizare), practica europeana definirii nivelurilor
de stlpiire a diferitelor domenii de competen ([de i s(facil), o scarlde

evaluare transpozabilllgeneral aplicabilCtu o grilCte conversie ([AvII are,
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Predare, Evaluare [Cadrul European Comun de Referin Tpentru Limbi).

[@ conformitate cu [Recomandarea Parlamentului ila Consiliului European
privind stabilirea Cadrului european al calificlrilor pentru [fv[Area de-a lungul
[Atregii vielil{p. 4), competen(a reprezint[Idapacitatea dovedit[e a selecta,
combina [utiliza adecvat cunofiin(e, abilitIialte achizifi (valori Matitudini),

[0 vederea rezolvlii cu succes a unei anumite categorii de situali de munc
sau de [AvIAre, precum [ipentru dezvoltarea profesionalsau personaln
condili de eficacitate [eficienD .

@ viziune european(] ceea ce promoveazdcompeten[, este autonomia,
fiecare tip de rezultat al [@v({IHi avidd propria autonomie, indicd  [ihte
distincte ale formlrii (obiective), p rocese de instruire specializatIiprocese
specifice de evaluare (apreciere [ certificare).

[Atre cele trei tipuri de rezultate ale MvIfi Ctuno [inle, abilit[i O atitudini O
exist[o relalie de interdependen(l] [A acelalltimp, o ierarhie [@ procesul
de atingere a acestor rezultate: anumite tipuri de cunoliinlé fundamenteaz[]
abilitle, iar un anumit ansamblu de cunolinl@ [ abilitIl conduce la
dezvoltarea unei competen[eé (Recomandarea Parlamentului [ a Consiliului
European, 23 aprilie 2008).

Competenléle au variate valen[e: competen(e cognitive (care vizeaz[utilizarea
cadrului conceptual, dar [ila capacitilor de cunoaltere doblddite informal
prin experienll); competen(e funclibnale (deprinderi sau capacitTilde utilizare
a cunoliinlélor [Atr-o situalie datl]Jacele sarcini pe care o persoanlirebuie
s[ie capabilCs0e Mdeplineascntr-un context de [AvIIl  are); competen(é
personale (care vizeaz[Ocapacitatea adoptlrii unei atitudini O i/sau
comportament adecvat mtr-o situalie particularl)); competen(é etice (care
presupun demonstrarea anumitor valori personale).

Rezultatele [M@v(ITi , care descriu diferite niveluri de realizare, sunt aranjate
[Atr-o scallprogresivlIProfesorii folosesc scalele de rezultate pentru a evalua
activitatea elevilor pentru a oblihe informali [0 scopul de a-lilghida modul
de predare, precum [ modul de organizare a [Mv{Mii la elevi. Aceste
instrumente sunt, de asemenea, utilizate pentru a furniza informali despre
[progresele elevilor lirezultatele [dolare educatorilor, plinl lor sau factorilor
de decizie[dRaport Eurydice, 2012, pp. 19-23). Ele exprimtomprehensiv
competenléle, fie Mtr-un cadru mai larg (competen(ele generale), fie [htr-unul
specific, restrids (competen [ele specifice), incluzidd mai multe tipuri de
competen(e cu grade diferite de complexitate.
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Analiziid metodologia de realizare a Cadrului Nalibnal al Calificlrilor din
[AvIhmtul Superior (CNCIS) relihem urmibarele concept e-cheie: rezultate
ale Mv(Ifii, cunofin(e, abilitll] competen(e, descriptori, matrice.  Rezultatele
mv(Ii exprimCteea ce recunoalie, Mlelege poate face elevul @ timpul
procesului de Mv{are, iar din perspectiva profesorului Mseamnlalieptlrle
falllde elevi la Oncheierea unui ciclu de studii la care acella au participat [i]
totodatl]] posibilitatea unui instrument de sprijin [ evaluarea progreselor pe
care le-au fldut de-a lungul pro cesului de instruire. Descriptorii de nivel indicl
activit] rezultate [ performanie alfeptate pentru fiecare nivel dat de
rezultatele MvIfii. Ei permit descrierea competen(élor [i) totodat[ formuleaz[]
repere necesare evalulfi nivelului de atingere sau oblihere a rezultatelor
OV (i

Ca un instrument de evidenliere [0 monitorizare a competen(élor, abordate
integrat, este propusCImatricea, oferind diverse perspective de analizllCeea
ce evidenliaz[Inatricea este autonomia pe care o are fiecare rezultat al mv(fi
precum O tipul de progres, intercondilibnalitatea dintre achizifii [ cadrul
ciclurilor de vt ([Mn anumit rezultat al Mv(IHi nu poate fi atins dacO
palierele subordonate nu au fost realizate [consolidate[Jfiecare tip de rezultat
al [Av(Iii, aferent celor trei ciclu ri de studii, integreazdn mod obligatoriu
nivelurile anterioare[{Metodologia de realizare a Cadrului Na[ibnal al Calificltilor
din MvIrhtul Superior)

[0 cele ce urmeazprezentih matricea cu nivelurile date de rezultatele
[Av[IHi, ca propunere pentru o posibilgrillde evaluare apreciativ-calitativ(]
pozitivCl[@ curriculumul [@olar, cu aplicare la ora de Religie. Fiecare dintre
cele @se niveluri este definit de un set de descriptori, care indic[rezultatele
[V rii relevante pentru competen(éle [autonomia corespunz(ibare nivelului
respectiv. Niciunul din aceste niveluri nu este static, ci [@ continuCschimbare
(Lazl 2015) . Avantajul utiliz(rii descriptorilor de nivel constln po sibilitatea
acestora de a indica mai precis aspectele asupra clrfora trebuie slinsiste
profesorul, @ demersul de predare, dar [Delevul, [ parcursul sl de [hv(&re,
pentru ca slntroduc&activitllameliorative

O abordare nivelarOa evalulrii M E ducalia religioasOeste [ relallie cu
identificarea/definirea unor competen(e aflate [ relalie, compozite, ireductibile
la o componentllcare pot fi integrate ([franscurriculare, crosscurriculared).
Modul de definire pentru asemenea competen(e trebuie s[hib[1n vedere
paradigma transdisciplinarit{ii (a achiziliilor transferabile 0 nu strict
disciplinare). Evaluarea [ funclie de nivelurile date de rezultatele [Mv(Ifii
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Nivelurile date de Cunoffine - . Competen(e
rezultatele (teoretice lIsau Abilit(D (cognltlvesau (autonomie
BT faptice) practice) responsabilitate)
Rezultatele MvIHi  cunoffiné generadlede  abiliti de bazCpentru a studiul sub supraveghere
Nivel 1 baz(l executa sarcini simple Tntr-un context structurat
Rezultatele MvIi  cunofin(e faptice de abiliti cognitive [practice studiul sub supraveghere
Nivel 2 baz(] de baz[hecesare pentru cu un anumit grad de
utilizarea informaliilor autonomie
relevante Tn perspectiva
execut(mi sarcinilor [
rezolv(ri problemelor
folosind reguli simple
Rezultatele MvIHi  cunofin(e faptice, abiliti cognitive Mpractice asumarea
Nivel 3 cunoalierea unor necesare pentru executarea responsabilit(i pentru
principii, procese [ sarcinilor [Mrezolvarea executarea sarcinilor
concepte generale problemelor prin selectarea [l ntr-un domeniu de
dintr-un domeniu de aplicarea de metode studiu
studiu adaptarea propriului
comportament la
circumstan(e pentru
rezolvarea problemelor
Rezultatele MvITi  cunolfin(é teoretice [il abilit[l cognitive Mpractice auto-gestionare cu
Nivel 4 faptice in contextelargi  necesare pentru glSireade gjutorul unor indicalii in
solulil la probleme specifice genera previzibilen
cadrul situaliilor de
studiu
Rezultatele MvHi  cunolin(e teoretice I abilit[ cognitive Mpractice gestionare [lautonomie
Nivel 5 faptice cuprinzlibare, necesare pentru conceperea situalil de studiu
specializate ntr-un de solulii creative la probleme care schimbile sunt
domeniu de studiu [ abstracte imprevizibile
conffientizarea revizuirea [ dezvoltarea
limitelor cunofinte or performan(élor proprii [
respective deatora
Rezultatele MvIHi  cunoliné avansate abilitMavansate, care denotl] gestionarea de activit(l
Nivel 6 ntr-un domeniu de control [inovalik, necesare sau proiecte complexe,

studiu care implicl
[nlelegereacriticCa
teoriilor [principiilor

pentru arezolva probleme
complexe imprevizibile

prin asumarea
responsabilit(i pentru
luarea deciziilor

Sursa: Adaptare dupORecomandarea Parlamentului European [ a Consiliului
privind stabilirea Cadrului european al calificlhlor pentru [@vArea de-a lungul

Mtregii viellll

propune o abordare [tonstructivistll bazat(pe convingerea existenl ei
[Bonstruclilorl] a interdependen(@i dintre fapte O valori, a importan(@i
interactivit[i cu evaluatorul (sursltie coordonare, de oferire de riSpunsurila

[Mtreblr), cu actorii-cheie (surse de inf ormalie, mediere, analizl) [Dcare
genereazltunoaltere. Cu relevanpentru domeniul educaliei religioase,
aceasta urm(reffe schimblrile pe termen lung sistemul de valori al elevului,
pornind de la rezultate specifice. Prin intermediul unei asemenea abord(i se
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pot analiza interaclilnile cu ceilalli i cu evaluatorul, se pot aprecia clfde
relevante sunt misSurile de intervenCie [ [femediere[aplicate de evaluator, dar
0 clde importante sunt modificltile realizate (Tavistock, 2003, pp. 23-30).
O limit(a acestei abord(i aplicate la nivelul educaliei religioase este aceea
cOatingerea obiectivelor necesitltimp [iIschimblf, intervenlile m(Surile
adoptate trebuie s(fie interdependente, miSurile adoptate [ i contextele pot
varia chiar atunci clid obiectivele sunt aceleali] abordarea este flgutdn
baza obiectivelor unui context larg, de [AvTare pentru vialll iar actorii-cheie
(familia, cultul, mediul, factorii educogeni) articuleaz(influen(@az[Jdetermin(]
impun indirect) cerinlé [Dprioritd la nivelul elevilor. Avantajele oferite de o
asemenea abordare, sub aspectul metodologiei, [ih de proces, context
(experien(éle religioase), [Blélegere inductivianaliticO (de la particular la
general), de impactul intervenlilor profesorului asupra elevului @ demersul
evaluativ.

Instrumentul de evaluare propus este unul integrativ, accesibil [ din perspectiva
utilizatorului (cadrele didactice ale disciplinei) [idin cea a beneficiarilor (elevii,
pinii acestora, Cultul), dep ind eventualele distorsiuni din contextul
comunicii, reduclid fired tile biasld ale subiectivit{i [@ evaluare. El este
flexibil, precum conceperea sa, [@ sensul adaptlrii la elevi, la individualitatea
[0 personalitatea acestora: sunt parametri diferilill funclie de configurarea
specificll Intricul /interiorizarea elevului.

Modalitatea de a evalua diferit, nivelar, scalar propune o funclibnalitate diferit[]
independentl] dar integratld, a conlihuturilor programei [Golare. Este o
deschidere spre posibilitatea de a adliga instrumentului propus funclionalit i
noi. Retroaclilinea este evidentlat [1 timp clproiectarea activitilor se face
integrat, din perspectiva variatl] transversalUa cunoO tinlélor, abilit[ilor,
competen(@lor, a abilitTlor generice, a creativitli, pentru ca elevii s(progreseze
clire rezultatele v rii. Testele se vor baza pe evaluarea competen(élor b
situalil reale de vial

Este [0 o oportunitate de a vedea procesul, de a fi conlientizat acest proces
de clite cel care este evaluat, dar (i posibilitatea de a urmlfi ceea ce se
mthplGllinterveni, pentru cel care evalueaz[l Faciliteaz[iransparenCa O
comparabilitatea dintre nivelurile de competen(e specifice Educaliéi religioase.
Aceast[posibilitate este asiguratCtle demersul critic/evaluativ asupra normei
(arhitecturOcurricularl] programCde [Mv[Ih(nt), dar bazat pe eviden(é
([@rhitecturCeurricularCcomplex construitCpe valori, credinlé, convingeri
exprimate, pe abilitlimanifeste, pe abordIri intercurriculare[JRaport Eurydice,
2012).
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Este o evaluare formativlpentru clinstrumentul propus [ffaverseazgranil ele
diferitelor activitlll de [Av[I arel] Coeren(a evalufii prin niveluri date de
rezultatele [V este realizat[dle integrarea mai multor competen(é evaluate.
Ea minimalizeaz[diferenCkele de statut [0 aduce consistendisciplinei R eligie,
punid accent pe aplicarea cuno Qinlelor, flddd abilit[ ile elevilor mai
relevante.

Evaluarea prin niveluri date de rezultatele [mv(Ifii [ Educal ia religioasTidic
probleme/provocii lildin perspectiva apliclrii ei ca metod/mijloc/instrument.
[Schimbarea practicii de lucru este dificilOdatoritCtradifieil]] produc(id
modificlr [@ cultura organizarea Mtregului demers didactic, de la nivelul
curricular, pa cel al cadrelor didactice, [Specializate Itr-o singurldisciplinC
academicilpida managementul cl aseide elevi [@ timpul orei de Religie
0, mai departe, la cultura 0 organizarea [tolii. O asemenea abordare a
demersului didactic al evalullii la disciplina Religie este un proces colectiv,
(A care alocarea responsabilit{ilor pe parcursul procesului nu trebuie neglijat]
(Raport Euridyce, 2012).
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() Ingtitutul de
- @\ niineae
Erasmus+ D o

A XVIll-a Conferin nalibnald Euroguidance cu participare
internalibnald

Consilierea O orientarea M curriculumul Ccolar
6-7 Octombrie 2016

Bucuredi, Rommia

Euroguidance Rom(iia [ Institutul de Ctiin[eé ale Educaliei @ parteneriat cu
Universitatea NalibnalCtle Muzic[O vor organiza la Bucurelli, [ zilele de 6-7
octombrie 2016 a XVIll-a ConferinIhalibnalCEuroguidance cu participare
internalibnallJpe tema Consilierea i orientarea [@ curriculumul Ckolar.

Conferin(a reprezint[d ocazie excelentd pentru a face schimb de idei (i bune
practici cu experli practicieni din [@r(Iistrlih[{ate asupra modului [ care

ar trebui gldit(IlimplementatCaria curricularCIConsiliere [iorientare (A
[@vIhmhtul gimnazial din Rom(ia. Conferind ava include sesiuni plenare [i
ateliere interactive de lucru.

Evenimentul se adreseaz[consilierilor [dolari din v ftul preuniversitar,
precum [ experfilor, cercetfibrilor, factorilor de decizie din domen iul consilierii
[Horientl(rii.

Putelilg(Si mai multe inf ormalii pe web site-ul http://www.euroguidance.ise.ro/
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MNVIMMTUL SIMULTAN I EUROPA

Prof. Irina Roxana Acatrinei*

Rezumat

Orice copil are dreptul de a fi M@les [sprijinit [@ actul MvIHi. Copiii sunt
diferill @ ritmurile de dezvoltare, stilurile de [MvIAre, particularitlile lor
individuale. mtr-o clasCtu predare simultanCse adaugilfaptul c[v(rstele
cronologice sunt diferite. Predarea simultan(Id [MvIImGtul primar fseamn(d]
lucru concomitent cu doulJtrei sau patru clase, [ funclie de numrul elevilor.
Procesul instructiv-educativ se realizeaz[duplacelaliplan de [@vIIhmnt [
conform programelor [tolare valabile pentru celelalte unitdolare.

v Mtul simultan continuCs[fie o realitate a zil  elor noastre. Specificul
geografic al unor [, situalid social(lileconomicCa [0 inuturilor determinC
menliherea lui. Este de datoria noastrsEi cunoal tem specificul s
asigurth o resursfumanlImaterialllpe mSurl]

Cuvinte-cheie: [mvInnt simultan, deprinderi de [MvIll are independente [
individuale, achizilil cognitive, achizilil non-cognitive.

Abstract

Each child has the right to be understood and encouraged during the learning
process. They are different in their development, learning styles, individual
features. In a multigrade classroom, there are also age differences.

In a multigrade class, teaching means working simultaneously with two, three
or four classes, in the same time, depending on the number of students. The
educational process is conducted according to the same plan and curricula
available to other schools.

The multigrade teaching continues to be a reality in our days. The geographical
specificity of some countries, the social and economic situation of the
provinces contribute to its preservation. It is our duty, of everyone to know its
specifics and to invest in human and material resources.

Keywords: management, competence, school manager, performance.

MvIhDtul simultan O o realitate istoricO

v tul simultan constituie o realitate a MvIImmMtului european a
[ABvinhtului din Mtreaga lume. Organizarea  lui presupune acordarea acelorall
[Anse cu privire la accesul la educalie tuturor copiilor, [@ special celor de

* [doala GimnazialCCornu Luncii, Suceava; roxanairina@yahoo.com
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vitsttprimarf]il , totodat[] respectarea principiului (EEducation for all! [{Educalié
pentru toll).

Terminologia care definelfe acest tip de [AvII(nit este diversi  les [Glasses
multiniveaux(ll les classes multigradesO (Franf@), [Smeseni paralelkil
(Bulgaria), [Spojenliriedy[{Slovacia), [Gomposite classes[{Marea Britanie) ;
literatura de specialitate foloselfe ltermenii: [Multilevell] hultiple classl]
[@domposite class[]Mertical groupllfamily class, dinitary schools{T][dolile
cu un singur post de [Av{Iior. (Multigrade teaching, 1994)

Termenii amintillsunt folosililpentru a diferen(ia acest tip de MvIIhnt de
[Mv(mbtul  [hono-gradelTorganizat pe clase [Simplel ce cuprind elevi de
aceealivirstdilcu acelealilparticularitillsau grupuri organizate [Orizontal(
O0OHorizontal Groupll

Cel mai des sunt folosililtermenii de [mnultigradel [tultiage[] termeni care
sunt folosilil ca sinonimi [@ America de Nord. Simon Veenman, pedagog
american, precizeaz[das[kCacefit ermeni nu sunt sinonimi. (Veenman,
1995)

Gruparea elevilor de clase diferite (multigrade) constituie o necesitate
administrativil economic . O necesitate [[lnu o alternativl] din cauza
sclderii numerice a populaliei [dolare @ zone le izolate, aflate la distan(e
mari de alte localitl] avind o populalie cu posibilitliireduse din punct de
vedere financiar. De cele mai multe ori, acest tip de M@vIImnit constituie
singura sursCte educalie din multe zone.

Gruparea elevilor de viiste diferite (multiage) constituie o alternativl
educalibnaldilse organizeaz[din motive pedagogice, modul de predare
simultan fiind considerat unul benefic. Elevii din aceste clase vor lucra cu
acelalilinvIibr mai mulllani, de obicei trei.

Acest tip de Mvdhint era dominant pMOla aparilia industrializmi [
urbaniz(mi; secolul al XIX-lea aduce ca noutate [ [doli organizarea claselor
pe nivele de virstilcunofin(e. AstZi, predomin{n nordul [sudul Europei,

[0 zone M care condilille geografice sunt mai dificile Czonele rurale, insulele
mediteraneene, zona de nord cu populalie dispersatf]insulele din Marea
Nordului iin zone greu accesibile, [a deosebi, din cauza reliefului. Apare at(f
[Ifi dezvoltate, cl@ilmai pulih dezvoltate, atfiin zone rurale , ciln zone
urbane, din motive sociale [pentru p(Strarea populaliei [A aceste zone, din
motive geografice Caccesul [Mtransportul sunt dificile [@ zon[]ldin motive



Revista de Pedagogie (L X1V [2016 (1) 61

pedagogice [tleplasarea copiilor spre alte [doli este privitthegativ din cauza
oboselii [la timpului prelibs pierdut pentru deplasarea [ zone le respective.
(0 Europa CentrallJacest tip de [AvIIn(nt este rar Mtdhit.

@ anul 1959, [@olile simultane cu un singur post de [MvIibr se prezentau
astfel: 47% Spania, 22,8% Luxemburg, 19,9% Fran(@, 9,7% Elvelia, 3,6%
Scolia, 2,3% Irlanda de Nord, 0,7% Anglia [ilara Galilor . (Multigrade teaching,
1994)

(A anii 1980-1990, situalia se prezintCasemnlfor: 22% Fran(@, 35% Suedia,
Anglia num(fa peste 1 000 de [Goli cu mai pulih de 50 de elevi, iar @ra
Galilor 30% din numrul total de institulii de MvImmt . (ib.)

Problematica MvIIhD@tului simultan

[0 [file vestice, @ special [@ Regatul Unit al Marii Britanii Ial Irlandei de
Nord, acelalilstudiu citat mai sus arat[ipsa de [Acredere [ilchiar dispredl
unor pedagogi (Boyd, J., Understanding the Primary Curriculum, 1984) [i,
implicit, profesori pentru acest tip de v nt. [[@ dTile nordice, atitudinea
este complet diferittJpedagogi precum A. Malmros [B. Sahlin [ Suedia [
Laukkannen ISelventoinen [ Finlanda privesc pozitiv acest tip de [MvImnt
(v(d [ el un teren fertil pentru dezvoltarea unor noi idei curriculare pentru
toate [Golile, nu doar pentru cele simultane. [@vImntul simultan este
prezentat ca un puternic mijloc pedagogic pentru formarea/ consolidarea
deprinderilor de vAre independentd(l individualll Multe din aceste fehnicil]
obil@uite pentru MvIIhtul simultan sunt adoptate tot mai mult [ stilul de
predare 0l cazul claselor simple ori sunt organizate astfel de clase tocmai
din aceste motive [ [doli cu populalie [GolarCmare.

Cei care promoveaz[acest tip de vt vin cu argumente pedagogice:
rolul [Golii primare [@ viala comunitl [beneficiile existen[éi acestei instituli
0 fiecare comunitate. Cei care [ combat vin cu argumente economice:
costurile ridicate pe care le implicCaceste institulii [dolare, preferindu-se
transportul copiilor spre alte [@oli. Practica a demonstrat uneori cCargumente le
economice nu sunt [Mtemeiate, cheltuindu-se mai mult pe transport decipe
localul instituliei. Din plGate, motivele pedagogice sunt tot mai mult ignorate
[exist(tendinf@ de reorganizate a relélei [Golare prin Mchiderea [Golilor
mici [Jorientarea copiilor spre [dolile din apropiere. De aceea, sunt promovate
studii [lrapoarte ale pedagogilor care prezintfaspectele negative [@ detrimentul
celor care prezintfavantajele, ceea ce duce, inevitabil, la desfiin[@rea acestor
[Goli.
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Deliffaciliteaz[accesul tuturor copiilor la educalie [ajutCtomunitatea local(l
s[p(Streze identitatea, bugetul de austeritate alocat acestor institulil este
amenin(@t de sclderea numericlCa populalii [dolare, de mgridireaforléi de
munclce implicCmigrarea familiilor spre zone industrializate.

Personal, am cunoscut specificul [MvIImtului simultan din Romia (A
timpul practicii pedagogice desf(irate ca elevia Colegiului Nall ional Mihai
EminescuSuceava, profil pedagogic, [ perioada 1995-2000. I perioada
2005-2015, am predat Religia, cult ortodox, la clase simultane. Pe parcursul
timpului, am putut identifica problemele interne cu care se confruntCacest tip
de MvIIhnt
profesorii nu sunt special pregfifillilpentru un atare tip de [AvIIMhnt, iar
posibilitTile de perfeclibnare sunt reduse [@ continuare; de obicei, sunt
profesori tineri, navetif, filCprea multCexperien(]
nu existOlucri metodice de specialitate; profesorii care lucreazn
v [tul simultan folosesc acelealilclflilde specialitate ca [icei din
[AvImtul simplu;
nu existOrecomand(di curriculare speciale pentru aceste clase; prin
activitatea lui, profesorul va urmfri [Adeplinirea aceloralilobiective -cadru/
competen(é generale [Jobiective de referinllicompeteni@ precum ceidin
[AvImtul simplu;
existOdouOmoduri [@ care profesoru | poate lucra [@ clasl o predare
sincroniclIprezintiieme asemmfbare [@ mod unitar, adaptiid cerinléle
de lucru particularitllor metodice ale disciplinei [ide viistCale copilului
sau [parte timpul [se adreseaz[fieclrui colectiv separat, activitatea
direct[Altern(id cu cea indirect(]
timpul este un factor crucial [ activitatea la clase simultane; leclia necesit]
o proiectare atent[lrealistCpentru a se evita aparilia dimpilor morilln
timpul activit(i; activitatea independent[Va fi foarte bine alc{uitClcu un
timp de rezolvare egal cu activitatea directpe care profesorul o va
desf{lra cu cealaltCtlas]

Din cauza acestor probleme interne destul de dificile cu care se confruntd
MvImmtul simultan, mullprofesori evittsOucreze [0 aceste [Goli; Costas
Tsolakidis, profesor la Universitatea Aegean din Grecia remarca [htr-unul din
studiile sale c[] [ general, printre profesorii ce predau la clase primare
predomintdemeile; printre profesorii care predau la clase simultane predomin(]
brbalil. ( Tsolakidis, 2005) Situalia se datoreazl[distan[@lor mari de parcurs
pentru a ajunge [f aceste zone, dar [ildin cauza lipsei motivaliei. Chiar profesorii
sugereazmodalitilde stimulare a cadrelor didactice de a lucra I aceste
[Goli: mirirea salariilor, [Mbunfiea condililor din localurile de [Goall]
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finan[area lor adecvatlldezvoltarea profesionallprin: schimburi de experien(]
[tre [@oli, facilitarea progresului [@ carier[lihbun(litea ierarhic]

Avantajele integrfii elevilor M@ MvIIm@tul simultan

Totodat[lam putut identifica Oi unele avantaje ale [@vIm(ntul simultan:
mediul natural [@ care se aflCaceste institulii [dolare, lipsit de poluare
zgomot constituie o sursCde sliate, relalile dintre elevi sunt mai sincere,
relalia profesor Celev mai apropiatClrelalia [GoallTtomunitate localCmai
puternicl]

0 1967, M.A. Mycock, [ studiul st A Comparison of Vertical Grouping and
Horizontal Grouping in the Infant School, aprecia cl] cercetlile sale
efectuate Mtre clase simple [iclase simultane, nu a Mregistrat diferen(e
semnificative [A ceea ce privelte achizilille cognitive, dar apar unele diferenliéri
[0 ceea ce privelie dezvoltarea socio-emolibnallCa copiilor. Elevii din clasele
simultane s-au dovedit a fi mult mai sociabili, delih abilitlllde comunicare la
un nivel mai Malt, au o relalie mai apropiatCtu profesorul, o atitudine mai
bunfallde [doalllifallde muncl]

De-a lungul timpului, mulllpedagogi au realizat studii cu privire la situalia
elevilor din clasele simultane. S-au distins, printre aceflfia, D. Pratt, On the
Merits of Multiage Classrooms 1986, B.A. Miller, A Review of the Qualitative
Research on Multigrade Education 01991, C. Thomas IC. Shaw, Issuesin
the development of multigrade schools 1992, studii ale UNESCO/APEID
(1982), Multiple Class Teaching and Education of Disadvantaged Groups,
studii realizate [@ [ din Asia. Cercetlrle au avut @ vedere at{achizilile
cognitive, c@ pe cele [Moncognitive[lale elevilor de aceealivirstLlcuprin(i
[0 clase simple [Iclase simultane. [ studiul Review of Educational Research,
Simon Veenman analizeaz[56 astfel de cercetld [Iconcluzioneazhu

au aplrut diferenlé majore [Mtre elevi provenilildin cele doullipuri de clase.

[0 ceea ce privelte achizilille cognitive, cercetlile nu evidenliaz[Faptul cO
elevii din clasele simultane Mvallmai mult sau mai pulih fallllde cei din
clasele simple. De aceea, profesorii, plinfi [lcomunitatea locallld general,
nu trebuie sCse Mgrijoreze. Aceste clase nu sunt mai rele sau mai bune
declfclasele simple 00 [These classes are simply no worse and simple no
better, than single-grade or single-age classesll(Veenman, 1995, p. 1)

[ schimb, clasele simultane s-au detalat @ privin(@ achizililor Moncognitivell
Veenman a identificat Chpte factori care explicClde ce nu exist(diferen(e
majore [Atre elevii aparlinind celor doutipuri de MvIIht. Acela sunt
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Succesul [Av(Ii este mai pulih dependent de strategiile de organizare,
fallde calitatea actului pred[di (instructional practices). Cea mai des
[MtlhitformCde organizare a activit[i este alternarea activit(ii directe

cu activitatea indirectll

. Tendin[a cadrelor didactice de a folosi drept criteriu de baz[1n alegerea

elevilor pentru clasele simultane criteriul Ctunoalteriid ([Gonscious
criterial)] Chrobabil c[se evit[topiii cu cerinlé educative speciale, care
necesit[b atenlie aparte.

Lipsa perfeclion(rii (G predarea simultan[& profesorilor poate fi ilbeneficl]

ei sunt preglililsCpredea la clase simple [ [ activitatea de la clase
simultane, se vor folosi de pregfirea lor de baz[d; @ felul acesta nu apar
diferenliéri.

Particularit(le acestui tip de MvIIhnt determinCb temeinicCpregliire
zilnicCa profesorului, ce ea ce nu poate fi declflbenefic pentru copii.
Numul o ptim de elevi trebuie s[fie Mtre 20 [25 mtr-o clastInumldul
prea mare de elevi va avea un efect negativ asupra lor.

Utilizarea tehnicilor de predare specifice v Mtului simultan (hv&rea
prin descoperire (self-directed learning, self-study), [Av&rea pe grupe ( peer
tutoring, peer learning), planificare [proiectare atent alcffuit e, varietate
de metode folosite [Dcunoalierea eficienlgi acestora [ilaplicarea lor [DH
cazul predii la clase simple .

Predarea se desfBar[prin dialog profesor-elev [ielev-elev. [0 acest sens,
sunt utilizate tehnicile: reciprocal teaching Cdisculil pe baza unui text-
suport, urmlrindu-se ldezvoltarea abilitTllor de comunicare; cooperative
learning (ke lucreaz[In grupe suficient de mici ca fiecui elev sLi fie
[Mcredinf@tfo sarcinCclarl] precisC] , a clfei rezolvare va determina
rezolvarea sarcinii colective a grupului.

B. A. Miller a identificat Chse chei esenliale I asigurarea succesului
[@vIImhmtului simul  tan (cf. Veenman, 1995):

ok wnNE

organizarea sllii de clas[}]
managementul clasei de elevi;
planificare [bcurriculum;
proiectare;

activitate independentllindividuall}
activitate pe grupe.

Misiunea profesorilor nu este simplGlei trebuie s(nléleagacest lucru s
adopte o atitudine pozitivifalltle acest tip de MvIIMnt, [A favoare  a copiilor:
clasele trebuie s(fie bine organizate, dotate din punct de vedere al resurselor
educalibnale, sOsugereze activitll antrenante prin collrile tematice
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organizate. Unit{le [Golare [0 care predau oameni dedicaliimeseriei vor fi
eficiente.

Mmbuniirea MvIMtului simultan prin diverse proiecte O i
programe europene

Anii 2000 au adus noi perspective asupra acestui tip de MvIIhmt. El nu a
displtut , pentru cCva constitui mereu o realitate a [@vIn[Atului mondial.
Numeroase proiecte cu finanldre europeanau vizat [lacest tip de [@vIIhnt,
proiecte accesate prin Programul Lifelong Learning (Comenius). Proiectele
Comenius se adreseaz[nstitulillor de MvIIhnt preuniversitar de stat [il
private (de la grldinilla [doli postliceale) tuturor membrilor comunit(ii
educalibnale care [MdesfIBar[activitatea 4 acest sector [elevi, personal
didactic, autoritlillocale, asocialil de plrin(l Prin aceste proiecte se sprijin[]
financiar realizarea de parteneriate [dolare, proiecte de formare a personalului
didactic, reléle de parteneriat [Golar, precum [Dparticiparea la stagii de formare
iniibl0 continuOpentru crelferea calit[l [0 consolidarea dimensiunii
europene 0 educalie.

[ lipsa unei perfeclibn(r a cadrelor didactice ce lucreaz[In mvIIhmtul
simultan, cele mai multe proiecte au vizat formarea personalului didactic [
participarea la stagii de formare inifial(IilcontinuCpentru crelferea caliti [
consolidarea dimensiunii europene [ educalié. Impresii cu privire la participarea
la aceste stagii de perfeclibnare au fost hplrtiite la Annual Conference of
European Distance and E-Learning Network CEDEN (Conferin[a anualCdin
spaliul european a Programelor de [v{&re pe Tot Parcursul Vie[il) (Helsinki,
2005. Programe ce au vizat [@vIImhmtul simultan sunt: NEMED [Network

of Multigrade Education, ZEUS [Battelite Network of Remote Schools, RURAL
WINGS, MUSE [Multigrade School Education. [@ principal, aceste proiecte
au urm[rit perfeclibnarea profesorilor I ceea ce privelie utilizarea mijloacelor
multimedia [Ifolosirea TIC-ului [@ activitatea didacticllm lipsa unor clilde
metodicllspeciale pentru MvIIhmt simultan, aceste mijloace sunt foarte
benefice, ele suplinind costuri financiare [ide timp.

Costas Tsolakidis a argumentat de ce TIC-ul a devenit indispensabil
activitatea didacticCl @ general, TIC poate oferi mijloacele dinstrumentele
necesare MvIhmtului pentru a reduce timpul pierdut [Mpentru a crelie
timpul de MvI&re pentru tolilelevii. Aspectele identificate sunt:

A. Criteriul organizalibnal: TIC este util [@ administrarea instituliei de
MvIIm(nt, @ asigurarea relaliei [GoaldOmediul educalibnal exterior, @
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majoritatea serviciilor cadrului didactic. [dolile simultane existIntr-o zon
izolatGlcu un numi@redus de elevi lun num(dredus de cadre didactice; de
aceea, de cele mai multe ori, [@v[iorul delihe [funclia de director. Mdeplinirea
sarcinilor specifice funcliei manageriale este indispensabil legatltle tehnicile
informatizate.

B. Criteriul pedagogic: [ predarea simultanCexisttdoultendinlé  Ode
[hbun(lte a practicilor pedagogice vechi [i de inovare prin utilizarea
mijloacelor TIC. Folosit [A rezolvarea sarcinilor manageriale, va simplifica timpul
profesorului pe care [iva folosi [ vederea preg(irii leclilor pentru a doua zi.
TIC va transforma materialul educalibnal Mtr-unul accesibil [dinamic.

C. Criteriul social: TIC va ajuta la consolidarea relaliei [doal[(Ttomunitate
locallJMijloacele multimedia nu vor fi folosite doar pentru elevi. Cu ajutorul
institulillor locale ce va sprijini financiar achizilibnarea de echipamente,
profesorul [va organiza sala multimedia pentru a organiza cursuri pentru
adulli] va prezenta piese de teatru [iva organiza competilii [d care [iiva implica
[Ipe localnici. Aceste mijloace pot fi folosite [pentru comunicare, dacl1n
zonCexist[familii de emigranflsau stabilite temporal @ zonCIpentru a munci.
Ele vor putea [ihe mai uldr leglfura cu rudele lor, vor avea acces la elemente
ce [ih de etnia Mcultura lor.

NEMED [Network of Multigrade Education O a reunit specialilfi [A educalie
[icercetlibri din 10 [Ifi europene, aviid preocuplri comune [ cercetarea,
intensificarea [Isprijinirea educaliei simultane, at@n [file de origine, cil
la nivel european: ORIENE [Observatorul cercetlrilor @ inovarea educaliéi
(Austria), Universitidin Cipru, Lisabona, Barcelona, Politehnic[TBucureli,
Lecce Otalia, Londra.

Proiectul a urmfrit sCstimuleze efortul de a aduce MvIImtul cu predare
simultan(n aten(ia politicilor [@ domeniu [sCtontribuie astfel la [hbun(litea
educaliei simultane, sOrealizeze o analiz[ldetaliatCa problemelor
v [tului simultan, [ termeni de predare-hvIAre, dar [Ma condililor
caracteristice MvImmtului simultan [@ Europa, sdaclfecomandi privind
[hbun(litea MvIImhDtului simultan la nivel european, sCbfere suport [
asisten(IspecializatCprofesorilor, sCevalueze aplicarea metodologice (I
practicilor bazate pe TIC referitoare la [AvIArea simultan(]

Fiecare institulie partenerCa realizat o analizUa nevoilor v [tului
simultan [ a celor mai bune practici. NEMED a oferit sprijin permanent
profesorilor [dolilor cu predare simultanCtonectate la Internet, asigurid [
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paralel comunicarea mtre [olile cu predare simultanCgreu accesibi le. La
final, s-a realizat un raport asupra v Gtului cu predare simultand care
include [Drecomandlri cu privire la [fbun(liea acestui tip de educalie la
nivel european. Prin acest raport, proiectul devine accesibil tuturor celor care
pot aclibna [@ domeniul [MvIh Gtului simultan, cu scopul hbun (it calit(i
educaliei primare [ Europa.

Activitlile proiectului sunt structurate metodologic (@ jurul concept elor centrale
aprofundfidu-se diferite aspecte ale [hvIImtului cu predare simultan(l
Grupurile lucreazlindependent, [AsCperiodic se reunesc, fldlAd schimb de
idei, opinii [ rezultate astfel Mc{ sOvalorifice cl@ mai bine rezultatele
cercetlilor Mtreprinse. Subiectele avute [0 vedere au fost: TIC pentru [doli cu
predare simultan[;]Managementul clasei cu predare simultanf]Societate,
cultur(IlAvIimt simultan, Modalitlilde Mvare [ clasele cu predare
simultan(]Dezvoltarea resurselor educalibnale pentru [MvIIn(t simultan,
Politici pentru [MvIIh [t simultan.

MUSE [Multigrade School Education [a avut drept scop mlrirea capacitil i
profesionale a cadrelor didactice din [doli cu predare simultan(lidezvoltarea
competenlélor acestora de a utiliza TIC-ul ca un instrument util [G pregfirea
de zi cu zi, dar [0 dezvoltarea comunit(i locale. Mtrucll se adreseaz]
[@olilor simultane, aflate [d zone defavorizate, se urmie e nu doar atragerea
spre [@oallll preocuparea fallllde mediul [dolar, dar sl dovedeascl
standarde [Malte [0 ce priveie fundamentul Qiin[ific [Mmetodic al activitTilor
de predare-vlTare. Coordonat de aceealiluniversitate din Grecia, proiectul a
urm(it implementarea sa [@ [doli din Grecia, Finlanda, Spania [l Marea
Britanie.

Beneficiile aduse de TIC [ activitatea didacticCsunt multiple: Mcurajeaz]
profesorul sCreflecte atent la propriul stil de predare, stimuleaz[cadrele
didactice sClopereze cu noi concepte [ilsOexperimenteze noi situali, le
dezvolt[d gidire critic(ille ofer[prilejul de a lucra [ grupuri, colabormd

cu alte cadre didactice [ldezvoltiddu-astfel abilitTide comunicare. (Pincas,
2005)

[AvIm[Btul simultan va constitui mereu o realitate a [AvIIm [Btului din Europa
ildin lume. Rim@e lupta dintre autorit{ll (il cadre didactice cu privire la
[Mchiderea acestor [doli. 4 acest sens este interesant[observalia profesorului
grec Costas Tsolakidis: vIImindtul simultan fie nu existl]fie existCdar
este invizibil, fie existOndeval dar nu creeaz[probleme, fie este recunoscut
cafiind problematic dar fliTtezolvare [ilde aceea mai bine sChu fie menlibnat [
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(Tsolakidis, 2005, pp. 75-82) El rihe la convingerea clacest tip de
[AvIhht va dihui datoritffaptului cCsatisface nevoi sociale [Ipedagogice;

el constituie un aspect al MvIh(dtului  cu o nevoie urialllde cercetare:
statistica funclibnarea claselor simultane [@ Europa, identificarea modului
[@ care autoritlle educalibnale le controleaz((l [AcearcOsCle rezolve
problemele cu care se confruntlJsfidentifice tendin(@ [itotodat[s[sugereze
politici [practici pentru profesor [Mautoritlle statului.

Concluzii

ultimii ani, MvIIm[dtul simultan a fost privit ca o povarCa MvIIhGtului,

[@ ansamblul sd. Cu toate acestea, el continulsfie o realitate a zilelor
noastre. [ Rom(dia, 0 rganizarea acestui tip de [AvIIm it este reglementat]
prin Legea Educaliei Nalibnale 1/2011 [ Ordinul MECTS 3062/19.01.2012.
Sunt antrenalilatfvTiorii, c@iprofesorii de religie, limbi strihe 0  ieducalié
fizic[Jidcadralilpe ore de specialitate la aceste clase. Din nefericire, nu exist(]
suficiente mijloace Ctursuri de perfecCionare, schimburi de experienlllla
[Adema cadrelor didactice pentru a prelftimpina cu succes dificultdl ile
aplfute pe parcursul desflrii orelor la aceste clase.

Un risc al MvImn(ntului simultan este tratarea elevului doar dintr-o singurd
perspectivl] cea intelectuall] ignoriidu-i personalitatea, temperamentul.
Cunosclnid fiecare elev [potenlial [aspiralil Ctadrul didactic reulélie sO
alclfuiasclcolective omogene pentru fiecare clasCorganic [@chegatn
colectivul mai mare al claselor care desfllBar[&activitatea simultan(]

Esenlial pentru acest tip de [MvIIh @t este utilizarea a ceea ce [iu [Ipot
deja face elevii, sprijinindu-se unul pe altul, Impltdihdu-@ unul altuia
experien(@, cunofin(@é, mod de lucru pentru a [Av[A ceva nou. Activitlile la
care sunt antrenaliltolilelevii sunt, de asemenea, foarte importante @ cazul
pred[di simultane, deoarece contribuie la sudarea colectivului de elevi, ceea
ce [iva face sCtomunice liber. Pot fi organizate momente comune m cadrul
activitii (colare Ode exemplu, [Mtlhirea de diminea [ sau activitIi
extraltolare.

Sunt opinii ale cadrelor didactice Mcadrate pe norme didactice, la aceste
clase, printre care mChumd O i eu, dar O concluzii ale unor pedagogi, dintre
cei romMi eviden findu-se Vasile Molan, prin studiile Managementul
[MvIm[tului simultan  (disponibil pe site-ul www.ruralwings-project.net),
Activitatea didacticdm@ condilii de lucru simultan cu doulsau mai multe

clase (publicat [ revista OAvIImiat prim  arClnr. 1-2, 1995) 00 Emil Moise,
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prin studiul Activitatea didactic(In condiliile pred(di simultane (publicat
revista (AvIm Dt primar  [Inr. 6-7, 1994 [ nr. 1-2, 1995).
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Abstract

The right to education is a social right guaranteed by both European and
wider international legal tools such as the the European Convention on Human
Rights and the Universal Declaration of Human Rights. The hypothesis of this
research was that the right to education evolves constantly, influencing
educational policies. An interview-based study with officials, judges and policy-
makers from UNESCO, OECD, ILO, CoE, ECHR and CJEU was mobilised in
order to check this hypothesis. The thematic analysis demonstrated that the
right to education encompasses, not only margin of appreciation and
subsidiarity, but also axes concerning compulsory education and
alphabetisation, mobility and non-discrimination.

Keywords: right to education, political analysis, International Organisations,
United Nations Education, Science and Culture Organisation (UNESCO),
Organisation for Economic Co-operation and Development (OECD),
International Labour Organisation (ILO), Council of Europe (CoE), European
Court of Human Rights (ECHR), European Union (EU), Court of Justice of the
European Union (CJEU).

Rezumat

Dreptul la educalié este un drept social garantat de clire ambele instrumente
juridice internalibnale mai largi, cum ar fi Convenlia European(& Drepturilor
Omului [IDeclaralia Universalla Drepturilor Omului. Ipoteza acestei cercetlri

a fost c[dreptul la educalie evolueaz[dn mod constant, influenid politicile
educalibnale. Pentru a testa aceastlipotez[]a fost realizat un studiu bazat
pe interviuri cu funclibnari, judec(ibri [ifactori de decizie de la UNESCO,
OCDE, OIM, CoE, CEDO IICJUE. Analiza tematic[a demonstrat cCdreptul
la educalié cuprinde nu numai marja de apreciere [ide subsidiaritate, dar [l
aspecte referitoare la MvIIhntul obligatoriu [alfabetizare, mobilitate (i
non-discriminare.

Cuvinte-cheie: dreptul la educalig, analiz[tle politici, organizalilinternalibnale,
Organizalia Naliunilor Unite pentru Educalie, fin[ICulturl{UNESCO),
Organizalia pentru Cooperare Economic[ilDezvoltare (OECD), Organizalia
InternalibnalCa Muncii (OIM), Consiliul Europei (CoE), Curtea EuropeanCa
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Drepturilor Omului (CEDO), Uniunea European{UE), Curtea de Justilie a
Uniunii Europene (CJUE).

1. Research framework, purpose and working hypothesis

(In the current world economy, educational deprivation has dire
consequences for human welfare[{Spring, 2000, p. 1).
Globally speaking, the right to education comported compulsory education
and higher education for all, including minorities and disadvantaged groups.
Legally, claims regarding the right of education look at language rights, religion
classes and religious symbols, schooling in special classes or corporal
punishment at school (Berger, 2014). From a pedagogical point of view, the
right to education must respect pluralism and diversity (Davis, 2013).

For Tomasevski (2004), taking a right-based approach to education involves
making education [@vailable, accessible, acceptable and adaptable
(Tomasevski, 2004, p. 1). However, the right to education has not always
been formulated in this way, but there are a multiple conceptualisations of the
right to education. Consequently, the right to education is guaranteed by
national, European and international legislation which administer the right to
education in different ways: free and compulsory education, vocational training,
full development of human beings and the scope of parental conviction to
educate their child. When discussing the right to education and its implications
on educational policies, some current terms are frequently used: [dase law[]
lihternationall] [Supranationall] [fhargin of appreciation(] [principle of
subsidiaritydand [discriminationl] These terms will be briefly defined to
familiarise the reader.

It would be important to highlight that the right to education is guaranteed for
each learner given that all forms of discrimination are prohibited. The Convention
on Discrimination in Education, 1960, defines discrimination as [any
distinction, exclusion, limitation or preference which, being based on race,
colour, sex, language, religion, political or other opinion, national or social
origin, economic condition or birthdJ(Convention against Discrimination in
Education, Art. 1). All decisions taken in the field of education must respect
the margin of appreciation. This principle [heans that the state is allowed
a certain measure of discretion, subject to European supervision, when it
takes legislative, administrative or juridical action in the area of a Convention
rightO(Harris, OBoyle & Warbrick, 2009, p. 11). The margin of appreciation
doctrine underscores the principle of subsidiarity, that is to say that
European or International conventions supervise the states which have the
primary responsibility in the protection of human rights. In other terms, the
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principle of subsidiarity means that [States have the primary duty to secure
human rights and they are allowed a degree of freedom of choice[{Davies,
2009, p. 131). In ordinary language, case law defines the totality of the
decisions taken by the court of appeals or other national and supranational
courts which will generate new interpretations of the law. The term
linternational 0 describes the action involved in two or more countries while
the term [Supranationald qualifies the control beyond the oversight of one
country.

Out of hand, it is important to mention that the research presented in this
article draws from a larger study, jointly organised between political and
educational sciences. The aim of this article is to enrich the existing juridical
and theoretical contributions by nuanced and meaningful claims concerning
the involvement of the right to education not only for a law-specialist audience,
but also for an education-specialist audience. Researchers and lawyers have
analysed the right to education rather under legal methodology. For that reason,
the present purpose is to conduct an investigation combining theory with
practice in the field. The motivation was to discover the major developments
concerning the right to education and to cross the legal and pedagogical
framework with testimonials provided by the legal actors. As a result, the
following research problem is formulated:

In the light of current case law, in what manner could the evolution of the right
to education and its implications for the educational policies at the
supranational level be described?

The main goal is to analyse the discourse of the legal actors regarding the
right to education. On this basis, the research was has tried to provide
innovative and interdisciplinary fieldwork to enhance legal and pedagogical
analysis concerning the right to education. In connection with the research
problem and the principal goal, a research hypothesis has been formulated:
Founded on the principle of subsidiarity and the margin of appreciation, the
right to education is constantly evolving to enrich its significance for educational
policies by guarantying non-discrimination, compulsory and vocation training,
as well as involvement in the labour market.

In this research project, | seek to examine if and how the right to education
has evolved in the last XX years, and in what ways it has influenced educational
policies. In order to check this hypothesis, legal framework and discourse
analysis on the right to education will be corroborated. Firstly, juridical tools
governing the right to education will be presented and secondly, several
practical arguments regarding the case law will be provided.
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2. Theoretical and conceptual framework regarding the right to
education

Education has become a significant debate in all societies. The concept is
forinstance, defined as @ll learning activity undertaken throughout life, which
results in improving knowledge, know-how, skills, competences and/or
qualifications for personal, social and/or professional reasons[{Tissot, 2004,
p. 123). Educated could be assimilated to the development process of the
human being at all ages and involves children, young people, adults and
seniors. In order to complete the meaning of this term, researchers defined
the learning process as [@ change in the ability to perform a task under the
effects of interaction with the environment[{Van Zanten, 2008, p. 16).

Pedagogically speaking, the universal right to education is linked to the
recognition of multiple forms of education - formal, informal and non-formal.
Legally, education is included among the social rights guaranteed to everyone
inhabiting the planet and has become a condition for exercising and the
enjoyment of other political and economic rights. The current mission of
researchers and educational actors is to guarantee the right to education, not
only in legal texts but also in daily practice. Judicially, at an international
level, there are some treaties under which education is governed, primarily
the Universal Declaration of Human Rights and the Convention on the Rights
of the Child. At the European level, there is the European Convention on
Human Rights and Fundamental Freedoms, and the European Social Charter
and the Charter of Fundamental Rights. At a national level, constitutions and
legal instruments created by the Ministries of Education govern the right to
education. A scheme which summarises the main articles and characteristics
of the right to education guaranteed by these legal tools will be furnished in
the practical part of this paper. In the field of education, States are free to act
by virtue of the margin of appreciation and principle of subsidiarity. Supranational
organisations interpose to assist national intervention only respecting these
two principles, even if in the European Union situation seems changing.

2.1. Right to education at the international level

Concretely, beyond its approach regarding core competencies, UNESCO refers
to the right to education as a social right through two legal instruments,
namely the Universal Declaration of Human Rights (Art. 26), and the
International Covenant on Economic, Social and Cultural Rights (art. 13).
Based on the Universal Declaration of Human Rights (1948), Article 26
guarantees the right to education. In view of this article, the reference to all
forms of education [primary, secondary and technical [is present. Paragraph



Revista de Pedagogie (L X1V [2016 (1) 75

2 provides an additional element making reference to the [full developmentlof
the human personality. The right of parents to choose the education of their
children has been included in the European Convention on Human Rights and
Fundamental Freedoms, but also in the Charter of Fundamental Rights. Later,
the International Covenant on Economic, Social and Cultural Rights adopted
in 1966 recognises the right to education as a socio-cultural right and in
article 13 provides a detailed explanation of that.

The United Nations Convention on the Rights of the Child (1989) is another
legal instrument guaranteeing the right to education worldwide. Article 28 of
this Convention covers certain general elements referring to the right to
education. There are some statements about primary education which must
be free and compulsory, but also information about the organisation of
secondary and higher education, without neglecting the importance of school
counselling. As a further matter, article 29 defines the purpose of education.
The variety of educational goals is highlighted and the human dignity of every
child is proclaimed. These statements are extremely important for teachers
because the learning process must entirely respect the right of learners and
students and to contribute to their full development. Additionally, the Child
Rights Committee has interpreted the educational purposes of Article 29 in a
broad sense, integral development being linked to the special needs of the
child: identity, socialisation and interaction.

2.2. Right to education at the European level

At European level, the European Convention on Human Rights and
Fundamental Freedoms of 1950 is the legal instrument jointly recognised by
the Council of Europe and the European Union. In 1952, the Additional Protocol
1 to the European Convention on Human Rights, under article 2 guarantees
the right to education. In its terms, education is closely linked to the right of
parents to educate children given their religious and philosophical convictions.
In most cases, the right to education is interpreted in close conjunction with
article 8 concerning respect for private and family life; article 9 proclaiming
freedom of thought, conscience and religion, and article 14 regarding the
prohibition of discrimination. Thus, [@rticle 2 extends to all forms of education
provided or permitted by the state-primary, secondary and higher education
(Harris, OBoyle & Warbrick, 2009, p. 698) while states are obliged b ensure
that the religious and philosophical convictions of parents over the education
of their children are respected{Davis, 2013, p. 463).

Furthermore, the European Social Charter is a legal instrument of social rights
created in 1961 in order to meet the needs of society. The European Social
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Charter was revised as the result of social changes on May 3, 1996. Article
9 guarantees [the right to vocational guidanceand Article 10 [fhe right to
vocational trainingCproclaiming education as a fundamental socio-cultural
right of a democratic society. The right to vocational guidance has become
more important given the lifelong learning approach and involves all vulnerable
and disadvantaged groups.

Finally, in article 14, the Charter of Fundamental Rights of the European
Union (2000) guarantees the right to education. Paragraph 1 of article 14
covers education at all ages and paragraph 2 guarantees free compulsory
education for all European Union[citizens. Similarly with the European
Convention on Human Rights and the Universal Declaration which guarantee
the right of parents to educate children in conformity with their religious or
philosophical beliefs, paragraph 3 of article 14 regulates the right to education
in the same terms. This short presentation of the legal instruments concerning
the right to education informs readers allowing them to take advantage of the
juridical foundations of the educational and pedagogical process which has
been developing daily all around the world in kindergartens, schools,
universities, training centres.

3. Research methodology and analysis of scientific data

In order to check and interpret the work hypothesis, the qualitative method
was used. Semi-structured interviews (Lessard-HBert, Goyotte & Boutin,
1997; Dlpelteau, 2002) completed with a participative observation, were in
coherence with the research question which tried to identify pedagogical
implications of the right to education extended by testimonials from European
and international actors. Interviews were chosen to enrich the analysis of the
right to education since research was based on direct apprehensions of judges
or policy-makers. Thus, the research presented in this article focuses on the
discourse analysis of the interviews conducted with officials, judges and policy-
makers from international organisations, European institutions and Courts of
justice like the European Court of Human Rights and the Court of Justice of
the European Union.

In the begining, measures on education were organised at the European
Commission on the EACEA [Education, Audiovisual and Culture Executive

Agency - Eurydice in Brussels and at the Council of Europe in the European
Social Charter Division in Strasbourg. This professional experience was useful
to conduct [@xplanatory interviews[{Tessier, 1993), to become familiarised
with the legal work of these institutions and to meet specialists in the field of
education. Additionally, research fellowships at the United Nations Education,
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Science and Culture Organisation (UNESCO) in Hamburg, Organisation for
Economic Co-operation and Development (OECD) in Paris, International Labour
Organisation (ILO) in Geneva, European Centre for the Development of
Vocational Training (CEDEFOP) in Thessaloniki and European Training
Foundation (ETF) in Torino were awarded.

Next, the interview guide was prepared. The relevant questions of this guide
focused on European Court case law, the principal features of the right to
education and its pedagogical implications, the evolution of the right to
education linked to the improvement of lifelong learning policies. After testing
the interview guide, a letter of invitation was sent to different officials, judges
and policy-makers from the above institutions. Coming up with the sampling
was an arduous element of the research given that international and European
officials are difficult to meet as well as bound by professional secrecy. Based
on the hock-up principleCand [purposive sampling[{Van der Maren, 1995),
an essential sampling was identified. Thus, interviewees were people who
are:

Officials, judges and policy-makers familiar with the right to education at

European and international levels

People granting interviews as part of this academic research.

Once these criteria selected, preference was given to [face to facelinterviews
(Mucchielli, 1991). For this purpose, visits were organised on each site 0
Brussels, Geneva, Hamburg, Paris, Luxembourg, Strasbourg, Thessaloniki
and Turin. Almost fifty interviews in French, Italian, Romanian and English
with policy-makers, officials and judges and from UNESCO, OECD, ILO, CoE,
the European Parliament, the European Commission, CEDEFOP, ETF, the
European Court of Human Rights and the Court of Justice of the European
Union. According to the agreement with the interviewees, interviews was
recorded (Kaufmann, 1996) and subsequently, translated (Albarello, 2003)
and interpreted, whilst respecting confidentiality.

Semi-structured interviews allowed the opportunity to obtain useful and manifold
information (Quivy & van Campenhoudt, 2006). The content analysis
(Bouillaguet & Robert, 1997) was the core element of this qualitative method.
In order to ensure the proportionality of the sampling, twenty-one interviews
with interlocutors from international organisations and twenty-one with staff
working in European institutions was conducted. In all, forty-two interviews
were analysed and interpreted. An @nalysis gridCwas developed for the
interpretation of the interviews (Guittet, 2002; Quivy & van Campendhoult,
2006; Schemeil 2010). Each thematic-unit was dissected in several variables.
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Afterwards, after encoding and decoding the content, scientific data was
analysed. The main results concerning the right to education will be presented
below.

4. Results analysis OThe right to education between margin of
appreciation and international priority

The debate concerning the right to education is increasingly present at the
national and supranational levels. Researchers, policy-makers and civil society
representatives pay attention to education. The aim of this article is to enrich
the current debate about educational policies by interviewing people involved
in the legal work concerning the right to education. In this way, several
testimonials [Cpresented in italicized characters [provided by the officials,
judges and policy-makers interviewed will be analyzed.

Firstly, it is noted that educational discourse of interviewees is focused on
the activities of two legal institutions: the European Court of Human Rights
and the Court of Justice of the European Union. Secondly, some main axes,
namely the [@mergence of legal framework in educationl] the hargin of

appreciationCand the [right of parents to choose their children(s education
are developed during the interviews.

4.1. International emergence of a legal framework in the right to
education

As for the emergence of the legal framework in international education the
field of education at the international level, the interlocutors mentioned the
international instruments governing the right to education. Internationally,
recognition of education as a social right seems to be an [@normous gainfor
humanity. The XX century was extremely rich in contributions for the right to
education because humanity passed from adult education to education for
every learner [ifelong learning for all. At legal and theoretical levels, education

seems to have become an important social right. For the international
organisations, [irstly, education is a fundamental right. In principle, everyone
must have access to a good education. Secondly, education is the instrument
for combating social exclusion. These are the two relevant social sides because
education is important for everyonel{Interview with policy-maker from an
international organisation). In particular for UNESCO, the right to education is
advocated as a [right for allll The same discourse was upheld by the

interlocutors: [Ih education, the most important is education for all. For us, of
course, the most pertinent are the goals of literacy{Interview with a policy-
maker from an international organisation). The right to education is declined
in several core goals such as inclusive education, holistic education, adult
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education, reading skills and professional qualifications. UNESCO is also
involved with the alphabetisation given that this organisation carries out work
in developing countries. Literacy is crucial to the labour market.

For almost all international organisations, the right to education is translated
as [he right of every individual to have access to a good education and to
develop lifelong learning, but it is also a necessity in the world of work, in
order to avoid the wastefulness of human resources[{Interview with a policy-
maker). Employability, competence, flexibility in the labour market, but also
competition, economic growth and adaptability are words used to describe
the variety of aspects declined by the right to education. One international
interlocutor called attention to the fact that the right to education for all reflects
[functional literacy, sometimes learners can do it but they need some support,
they need basic techniques. It is not just to know how to read and write, but
they need techniques to understand medication instructions or town plansd
(Interview with policy-maker from an international organisation). Thus, the right
to education should cover labour market skills, but also social and personal
competence. The right to education became an important preoccupation to
prepare for professional mobility. After proclaiming the right to education in
legal instruments at the end of the Second World War, the responsibility was
to pass from theory into practice. In this way, from 1960 we started to take
care about education. At that time, the idea was to get equivalence of degrees,
mobility among teachers, students and pupils[{Interview with lawyer from an
international organisation).

International organisations cooperated with one another in order to help
Members States in their educational policies. There was even mutual
inspiration between these organisations. The European Union was interested
in education later in comparison with the other international organisations.
Nonetheless, under one interlocutor, its actions seem to inspire global activities
and, at the same time [the European Union draws heavily on the work of
UNESCO and the OECD. But the others are also inspired much of the European
Union. Because, for example, Confintea was focused on the work of the
European Union which is a model for other countries and for other regions]
(Interview with policy-maker from an international organisation). Despite these
similarities in the right to education, there also was a great difference reported
by the people interviewed. In institutional approaches [Whether economically
or socially centred [Zhere remains a gap. For example, WNESCO emphasizes
the right to education, the education as important right for every individual,
while for the European Union the concept is related to the concept of economic
development[{Interview with lawyer from an international organisation).
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4.2. European legal changes concerning the right to education

At the same time, at a European level, the people interviewed referred chiefly
to the evolution of case law provided by the Court of Justice of the European

Union in Luxembourg. Historically, at the beginning of the European

construction, education was not specified. Article 128 of the Rome Treaty
only mentioned Mocational training(from a common market point of view.

Little by little, education became a concern at the European level and in

1985, through the Gravier judgement, a springboard for vocational training to

education was realised. Briefly, in this case Gravier, a French student who

wanted to study in a Belgian Acadlhie Royale des Beaux-Arts is forced to

pay a bigger enrolment fee than the Belgian students. She filed suit in the
European Court of Justice of the European Union which decided that there
was discrimination in education because of nationally. At the European level,

the Gravier judgement was an important moment in the legal development of
education given that [For the first time, the Court was faced to the principle of

equal treatment and of non-discrimination on the basis of the student(s
nationality regarding the access to education and the vocational training
(Interview with judge at the Court of Justice of the European Union). After that,

education was introduced in the Maastricht Treaty in 1992 under Article 149
and included in the Lisbon Treaty in Article 165.

With this judgement, thanks to changes from vocational training to education,
some changes were possible. One of the interviewees provides evidence about
what happened with the creation of a [$8liding doorCby the judgment: [The

profound philosophy of Gravier judgement was the non-discrimination on the
basis of nationality in connection with the article 128 concerning the vocational
training. As a principle, non-discrimination based on nationality is applicable
only in the substantive scope of the treaties on which the European Union is
founded. In 1985, the only point of real connection with the Treaty was an
article - that seems quite vague - on the vocational training[{Interview with
judge at the Court of Justice of the European Union). At the same time, there
was the principle of non-discrimination to ensure the common market. The
combination of these two elements has changed the case law in the field of
education.

Later, other elements were developed, such as foreign languages acquisition
and the European dimension of education. More precisely, [This law helped
understanding that teaching and education are a fact picked up by the Union
law, not in its generality, but in many of these important aspects: mobility of
children, teachers and researchers, learning of foreign languages, but also
matters such as the European dimension of education[{Interview with policy-
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maker at the European Union level). Moreover, following this case law, changes
were made in the Treaties and the right to education appears in the Lisbon
Treaty. In a certain way, with the evolution of European case law, a willingness
to move from a [dommon labour marketio a [@Gommon space of education
occurred among European policy makers. These explanations could help
teachers and professors to better understand the evolution of the right to
education in the European context.

4.3. Theright to education [between juridical subsidiarity and parental

convictions

As for the right to education linked to the right of parents to choose an education
for their children, the discussion has also been animated. As mentioned above,
the right to education mentioned by the Universal Declaration on Human Rights
(art. 26), by the Charter of Fundamental Rights of the European Union (art.
14) and by the European Convention on Human Rights (art. 2 of Protocol 1)
makes explicit reference to the right of parents to raise their children in
accordance with their [philosophical, religious or educational convictions[lIn
the beginning, the introduction of education in the legal international and
European instruments sparked a great debate. The argument was to avoid
the extension of Nazi ideology through education. For this reason, at the
European level, education was not included among the initial articles of the
Convention, but only in the first Protocol. Finally, the dispute was settled in
1952 with the ratification of Protocol 1 of the European Convention on Human
Rights.

Concerning the case law issued by the European Convention on Human Rights,
Lautsi v. Italy (2009) the judgement deals with the right of parents to choose
education their child. Briefly, in the case Lautsi, the applicant, mother of two
sons, claims that the presence of a crucifix in the classrooms violates the
right to educate children in conformity with her convictions since she is agnostic.
European Court of Human Rights decided that there is no violation of the
article 2 of Protocol 1 because the presence of crucifix, cultural symbol of the
Italian society, is inoffensive and consequently, without any implications in
the development of the children(s applicant. Thus, the right to education in
European bodies appealed to the margin of appreciation. Regarding national
specificity, a country(s history becomes the central factor in the treatment of
these affairs. In a general sense, it [is a particular history and each state has
a story about the relationship between religion and state. There is a little, a
specifically reason{Interview with judge at the European Court of Human
Rights).
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In the Lautsi judgement, the European Court of Human Rights made reference
to the national margin of appreciation, but, as stated by one interlocutor, this
has not been the central point of the case: [The Court has spoken about the
margin of appreciation but in the context of its argumentation. The idea of the
national margin of appreciation was rather marginal. You have to think to this
expression in the sense that the Court is animated by a specific context
rather scholastic. The Court has said that it did not want to address the issue
outside this context. It had mentioned that, due to the passive nature of the
symbol of the crucifix, this one was no impact{Interview with judge at the
European Court of Human Rights). The scope of this judgement is enormous
for current case law on the European and international landscape. The right of
parents to educate children conforming to their convictions is guaranteed by
the European Convention of Human Rights, but also by the Universal
Declaration of Human Rights.

In this way, there is a continuity with previous case law and consequently, as
highlighted by one of the persons interviewed, it is difficult to delineate a
(before[aand an [&fter(Lautsi judgement: Miconfess that | see some continuity.
I do not see an interruption that would be presented by the Lautsi judgement.
I hope the Court will come to be coherent in its approach: to protect, of
course, the religious freedom as well as to respect the principle of neutrality
which is a principle of its action in the context of the article 9 of the Convention
and in the context of the right to education, which is the guaranteed in the
Protocol number 1. There, the Court strives to be coherent even if this
consistency can be problematic for some commentators. Itis quite legitimate
to see inconsistencies in that context[{Interview with judge at the European
Court of Human Rights). Consequently, there is continuity in the case law
concerning the right to education at the European and universal level, given
that this mention appears in European and international legal tools.

The [thargin of appreciation(is a legal concept under which, jurisdiction is declined
in favour of the Member States because of the complexity of the affair. Each
country, being closer to the reality on the ground, is able to make the best
decision, taking into account the national, social, cultural and religious aspects.
Linked with the national margin of appreciation, there are the principles of
subsidiary. Understanding the evolution of the right to education helps educational
actors pay more attention to the education policies which are not a common
competence in the European Union. Legally, member States of the European
Union are responsible for educational measures since education remains a
national competence. At the same time, the example of this case law shows
the complexity and the finesses of decisions taken in the field of education.
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4.4. The right to education at the universal level [fich diversity @ll in
onel]

The right to education is governed by some international and European legal
frameworks. These different legal tools are complementary and monitor
adherence of the right to education for each learner, in all countries and in all
continents. When thinking about better understanding educational policies
and the foundations of the activities developed in the classrooms, teachers
have to refer to all these instruments. Thus, the right to education is guaranteed
as a [Social right(Témbellished with some features by the Universal Declaration
of Human Rights (article 26), the International Covenant on Economic, Social
and Cultural Rights (article[13), the United Nations Convention on the Rights
of the Child (article 29), the European Convention on Human Rights (article 2
of Protocol 1), the European Social Charter (articles 9 and 10) and the Charter
of Fundamental Rights of the European Union (article 14). Summing up these
legal instruments, the juridical variety could be described in the following
table:

RIGHT TO EDUCATION

Nr. | Legal Instruments | Articles Characteristics

Free and compulsory elementary education

Full development of the human personality

Universal
Declar ation of Art. 26 | Rights of parentsto choose the education of
Human Rights their children in conformity with their
pedagogical, religious and philosophical
convictions
Free and compulsory elementary education
i e Full development of the human personality
Covenant on
Economic, Social Art. 13 | Rightsof parents to choose the education of
and Cultural their children in conformity with their
Rights pedagogical, religious and philosophical

convictions

United Nations Development of the personality

Convention on the Art. 29 | Talents, mental and physical abilities

RlEEiEEEd Non-discrimination
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Nr. | Legal Instruments | Articles Characteristics

Rights of parents to choose the education of
Art. 2 of | their children in conformity with their

Prot. 1 pedagogical, religious and philosophical
convictions

European
Convention on
Human Rights

Eur opean Social Art. 9 and | Vocational training
Charter 10 Vocational guidance

Vocational and continuing training

Charter of Free and compulsory education
Fundamental . .
Rights of the Art. 14 | Rights of parents to choose the education of

their children in conformity with their
pedagogical, religious and philosophical
convictions

Eur opean Union

Picture 1: Legal international and European instruments
concerning theright to education

The picture demonstrates the interrelation and the reciprocity of legal tools not
only at an international but also at a European level. Some features are common
to several instruments. In this way, education could be remembered as the right
to free and compulsory education, the full development of human being and the
scope of parentsCpedagogical, philosophical and religious convictions in the
education of their children. As mentioned by the interviewees, it is relevant to
keep in mind the importance of education case law as well as the weight of
some legal principles such as margin of appreciation or principle of subsidiarity.

5. Conclusions

In conclusion, combining theoretical elements and practical findings collected
from judges, lawyers and policy-makers from International and European
Organisations interviewed, provides a clear view of the educational architecture
in the 21 century. All components concerning the right to education can be
illustrated in the ensuing picture.

The picture gives explanations about the right to education which is subject to
juridical tools and, at the same time, enriched by various elements due to the
case law formulated by different Courts of Justice at international and European
levels. The picture shows the junction between legal and pedagogical approaches
concerning the right to education. Conclusions can be drawn that the working
hypothesis was entirely confirmed. Aside from the legal principles such as
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Principle of
Margin of idiari r
appreciation \ subsiiaxity Case law
Non- / |
discrimination ! :Ific::sg:f:i::;‘l
and mobility and religious
convictions
~ Labour
Free and Vocational market and

compulsory 5 . |
guidance and lifelong

ol continual learning

- training

Picture 2: Right to education in the mirror of legal instruments and
case law

subsidiarity, some educational points for current global pedagogy have been
raised. Thereby, the right to education encompasses the personal conviction of
parents, the principles of non-discrimination, but also the mobility and professional
competencies for the labour market, compulsory education, but also vocational
training and lifelong learning. Thus, judges, policy-makers, parents, researchers
and pedagogists have the mission to oversee, for now and in the future, the
respect of the right to education in all its legal and pedagogical variety given that
[the right to education also has an important role to play as a linkage and as a
key to the unlocking of other human rights Ceconomic, social and cultural as

well as civil and political ones[{Koch, 2009, p. 149).
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TEACHERSLOUSE AND PERCEPTIONS OF DIGITAL SCHOOL
TEXTBOOKS IN ROMANIA

Dr. Diana Cojochean*

Abstract

The current study presents the case of the Romanian education system
adopting digital textbooks in primary school. The study is based on the data
collected from a one-question online survey conducted within the online
teachersCtommunity, didactic.ro, and on qualitative data collected from two
sources, firstly, a netnographic source, namely, teachersCbnline comments
to the one-question survey and secondly, English teachersCanswers to an
online open ended questionnaire. The data from these sources were
triangulated in order to render a better picture of the use and perceptions of
digital textbooks in the Romanian education system. The main aim of the
study was to investigate the way primary school teachers use the available
digital textbooks but also to examine the extent to which these textbooks are
perceived as useful or not by primary school teachers and to identify the
possible faults and positive aspects related to the use and content of digital
textbooks.

Keywords: e-learning, digital textbooks, digitization policy, computer assisted
language learning (CALL), mobile assisted language learning (MALL).
Rezumat

Studiul de fallprezintOmodul @ care sunt folosite manualele digitale @
[@vIImhntul primar din Rom(dia [Iperceplia cadrelor didactice asupra folosirii
manualelor digitale. Studiul se bazeaz[pe date culese dintr-un sondaj de
opinie propus pe comunitatea online a cadrelor didactice, didactic.ro, [pe
date calitative culese din dou$urse. [@ primul riid, este vorba de comentariile
cadrelor didactice care au riSpuns la sondajul propus pe didactic.ro [ide
riSpunsurile la un chestionar cu Mtreb(ri deschise trimis online profesorilor
de englezdin jud. Cluj. Astfel, datele culese din cele trei surse au fost
triangulate pentru a descrie modul [A@ care profesorii din MvIIm@Atul primar
folosesc manualele digitale [ilperceplia lor legat[de folosirea acestor manuale.
Principalul scop al studiului a fost investigarea modului @ care manualele
sunt folosite la clasflanaliza m(Surii (@ care ele sunt considerate utile de
clire cadrele didactice, dar [Didentificarea anumitor puncte forte lslabe
legate de modalitatea de prezentare [lconlihut a acestor manuale.

* English Language Teacher, [doala Gimnazial(nternalional(BPECTRUM, Cluj-Napoca, Romania
diana.cojocnean@cluj.spectrum.ro
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Cuvinte-cheie: e-learning, manuale digitale, politica de digitalizare, [dv{Iare
asistat[de calculator, MvIAre asistat[te tehnologiile mobile

1. Introduction

Technology integration along with a recently introduced primary education
curriculum which is currently based on integrated knowledge, skills, values
and problem-solving, have accelerated the digitization process of primary
school textbooks in Romania. Therefore, following a very brief analysis of the
pedagogical reasons and other merits of digital textbooks, they were expected
to add value to the new improved primary school curriculum in the Romanian
education system.

The Romanian experience with digital textbooks started in May 2013 (Barza,
2013) when the Ministry of Education proposed to the Publishers Union to
offer along with the printed version of the textbooks for grade I, also the digital
component. Therefore, in the academic year 2014-2015, students received a
traditional textbook and a CD/DVD with the digital format of the textbook.
Teachers and parents were also able to access an online platform,
www.manualedigitiale.ro, where they could find the digital format of the
textbooks along with the pdf version. The difference between the two is that
the online platform also contained a set of interactive activities whereas the
pdf version did not contain interactive activities. Although there was a public
debate in the media (@imfAescu, 2015) and within the online teacher and
parent communities related to the introduction of digital textbooks mostly
suggesting that the Romanian education system was not ready for digital
textbooks, listing the negative aspects of the digitization policy, the Ministry
of Education has carried on its plans and the digital textbooks for grade |
were first introduced in the academic year 2014-2015.

2. Legislative review

The Romanian government stated in its strategic national governmental plan
for 2013-2016 Open Educational Resources, the integration of IT in learning
and teaching. The governmental plan pointed out that the Ministry of Education
would incorporate and support the introduction of web 2.0 educational resources
as well as open educational resources in the learning process (Pavel, 2013).
Moreover, the National Education Law (2011) states the potential existence
of a virtual library and an e-learning platform. Therefore, before the introduction
of digitial textbooks, there were some legislative texts that directed policy-
makers in the process (Pavel, 2013).
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Aiming to meet the goals of the digitization policy, the Ministry of Education
disclosed the draft of pilot-schoolbooks for grade I, both in printed and digital
format. Due to insufficient time to produce these textbooks, they were not
introduced in the academic year 2013-2014. However, in the academic year
2014-2015, the Ministry of Education introduced the new digital textbooks for
grade | for Romanian language, Maths&Science and English or French. These
textbooks were available and given to students in printed format together with
a CD/DVD. Also, they were freely available for use online and download in
PDF format on the www.manuale.edu.ro website.

3. Teachersllise of digital textbooks

According to the public opinion (Voinea, 2014), given the lack of ICT
infrastructure, Romanian schools were not ready to shift from traditional
textbooks to digital textbooks. Arecent research conducted by Intuitext (2016)
showed that only 59% of teachers use digitial textbooks. Their research had
as objectives teachers[perception as to the use of digital textbook, the extent
to which digital textbooks are considered useful in the teaching activity and
the extent to which these textbooks are actually used in the classroom.
Also, their study identified the reasons for which some teachers do not use
digital textbooks.

Their results indicated that 80% of the school teachers considered that digital
textbooks are useful and represent a good idea. As to the content of digital
textbooks, 44% of the teachers consider that it needs improvement whereas
44% stated that the content was reasonably acceptable. Also, only 41% of
the teachers stated that they use the digital textbooks daily. As to the content
of digital texbooks, 73% of the teachers prefer the interactive activities and
games. The study also revealed that one of the main impediments in using
digital textbooks is lack of technology equipped classrooms, as 50% of the
teachers stated.

4. Research methodology

In order to collect data for the current study, | used the following data collection
methods:
A one-question online survey available on didactic.ro (636 answers)
Teachers[¢omments to the one-question online survey on didactic.ro (33
comments)
An open ended online questionnaire sent to English language teachers in
Cluj county (14 respondents who teach English in primary schools)
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Therefore, | combined an online survey, which provided quantitative data, with
qualitative data provided by the teachersC€omments to the survey and English
teachersCanswers to the open-ended questionnaire. Combining the data from
the online survey with the qualitative data accomodates both the strengths
and weaknesses of each method (Dhyei, 2003). Each method of data
collection complemented one another and enriched the quality of the results.
Accordingly, | integrated and discussed the results from all sources within
the Results discussion section.

4.1 Data analysis procedure

The questionnaire items in the open ended questionnaire were entirely written
by myself whereas the one-question online survey was proposed by myself
but slightly tweaked by the administrators of the website, didactic.ro. The
content analysis of the participants[ktatements have been used to analyze
the qualitative data. Following the data processing, several themes emerged
which represented the basis for the content categories to be analyzed. Atotal
of 33 comments were analyzed and 14 answers to the online open ended
guestionnaire. Finally, | triangulated the data from these three sources in
order to render teachersCuse and perceptions of digital textbooks within the
Romanian education system.

The research sample was formed by 14 English teachers from Cluj county
whereas the online comments were provided by both primary and secondary
teachers. In both cases the anonimity of the participants was ensured. The
participantsCanswers to the online questionnaire were given letters from Ato
N (14 participants) whereas the respondents who commented online were
coded with numbers. The results section shows the main themes which
emerged following the data analysis procedure and also relevant quotes from
the participants in order to support the themes.

Thus, the study is based on a mixed methodology blending traditional
qualitative research methods, such as an open ended online questionnaire
and netnographic research (Kozinetz, 2010) with a one-question online survey.
The data collection stage consisted of two phases. During the first phase, the
data were collected from the one-guestion online survey available on didactic.ro
from March 2016 to April 2016. During the second phase, | sent the open
ended online questionnaire to the Google group of English teachers in Cluj
county. It was completed by 14 English language teachers.
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5. Results and Discussion

5.1. TeachersCgeneral views on the use of digital textbooks

The one-question survey on didactic.ro had four possible answers focusing
on teachersCperceptions as to the use of digital textbooks with primary school
children as in Figure 1.

Survey results

B Yes | used Lthe digilzl lexlbouolks
avzilable and | consider them
useful.

B | would use Lhe digilzl
textbooks but we lack the
necessary equipment in
srhools.

There is no digilal lexlbook Tor

the subject | teach but | woud
use it if there was.

B | don’l consider Lhe digila
texthooks useful, | wouldnt use
them.

MNr of respandents: 636

Figure 1. Teachers[se and views of digital textbooks

The survey was completed by 636 teachers and figure 1 shows the outcomes.
The results indicate that 42,6 % would use digital textbooks but they lack the
necessary equipment in the classroom, 22% have used digital textbooks and
they consider them useful, 20,3% do not consider digital textbooks useful
and they would not use them and 15,1% stated that there is no digital textbook
available for the subject they teach, which is the case of teachers in secondary
school or high school.

The results above show that the lack of ICT infrastructure in schools is the
main impediment in the use of digital textbooks. It is usually the case of
schools located in rural areas, but not necessarily. The procentages of teachers
who consider digital textbooks useful and the ones who do not consider them
useful are very similar, which suggests that in general there are teachers who
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are always open to new educational challenges and there are teachers on the
other side who are reluctant to approach new digital dimensions in education.
Based on my personal experience in an educational institution, the digital
textbooks are used along with the traditional textbooks and primary school
teachers are not under the pressure of using them more than they feel they
should be using them. Although in general all primary school teachers have
at their disposal digital textbooks, given the fact that not all schools have the
necessary ICT infrastructure, teachers cannot be blamed in any way for
choosing not to use them to a great extent. Likewise, there is another aspect
which has been overlooked before introducing the digital textbooks in schools,
namely the need of teacher training in the use of digital textbooks. In my
opinion, learning how to properly use a digital textbook with a class of students
should be different from simply displaying the digital content on a projector. In
the Romanian context the digital textbook could only be used frontally by the
teacher, leading the teaching process, without encouraging interaction and
collaboration between students. Accordingly, the design of the current digital
textbooks does not necessarily seem to meet some of the studentsOearning
needs.

Following the thematic content analysis of teachersCcomments and answers
to the open ended questionnaire, the following themes were identified.

5.2 The content of online digital textbooks

The results of the general survey described above indicated that 20,3% do
not consider the digital textbooks quite useful. Therefore, as the data suggest,
there are some issues with the content of digital textbooks. Participant 3
stated in the comment section: [What we have at this point, can hardly be
considered digital.CAlthough participant 3 did not justify the statement,
participant 4 commented, [probably participant 3 means the poor quality of
the content found in digital textbooks, the mistakes found in some of them.O
Likewise, participant 5 responded, [What we received as digital textbooks
cannot be called that way. Also | believe the academic level of these textbooks
is below the level required by the school curriculum.[Moreover, the following
comment by participant 6 is again related to the poor quality of the content in
the digital textbook, [$eeing the quality of digital textbooks | wonder: will the
publishing houses come up with auxiliary digital textbooks as well in order to
supplement what is in the actual digital textbook?JAlthough the respondents
did not state what exactly in the content they found inadequate, more
comments reflect on the content of digital textbooks, such as the following
by participant 9, [The purposes of a digital textbook have not been achieved
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by what the Minister has provided as digital textbooks.[IThe teachers who
responded above did not mention which textbooks they meant in particular or
what specific wrong content they meant, therefore a more detailed content
analysis of digital texbooks per individual subject would be more pertinent.
However, these general comments indicate the fact that the content of digital
textbooks is below what teachers expected to find in the new textbooks
approved by the Ministry of Education.

On the other side, the English teachers who completed the online gquestionnaire
stated some positive aspects related to the content of English language digital
textbooks. Namely, all the participants considered that the best activities in a
digital textbook are the animations, role play activities and the interactive
exercises. However, the English teachers also observed that the activities in
the digital textbooks for English language are below studentsCactual level
and not challenging enough. Also, according to participant D, [There is little
variety in the interactive tasks and the number of interactive activities is
quite limited in certain textbooks.OParticipant F also noticed the fact that
writing skills are not necessarily encouraged in these textbooks and that the
result is that students have begun to lose interest for what is not digital.
[These textbooks donflencourage writing skills and therefore students are
likely to lose interest for what is not digital({Participant F).

Also related to the content, participant B stated that [fthe textbooks should
contain more grammar exercises and more dialogues to practise.O0This
indicates that the online digital textbooks may not contain enough practice
activities. Furthermore, also participant E considers that dictation exercises
would be very useful in the online digital textbook. Participant G identified a
critical point as to the pronunciation aspect, namely [fhere are two types of
pronunciation within the same textbook (British and American) and the students
often get confused as to how to pronouncellLikewise, digital textbooks do
not contain external links to online dictionaries or further online practice
activities.

5.3 Positive approaches of digital textbooks

As the results show, 22% of the respondents considered the digital textbooks

as quite useful in the classroom. The participants identified the following

strenghts of the digital textbooks. Firstly, they consider them attractive for

students creating a different dynamic in the classroom as stated by participant

G, [digital textbooks are very attractive and the lessons are more dynamic.[]
Also participant H considers that [fhey are user friendly and most importantly
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they give instant feedback.[CAnother advantage as identified by participants A
and D is the fact that [they are accessible anywhere provided there is Internet
connectionlJParticipant H pointed out the following: [These textbooks combine
auditory with visual information enabling thus a better learning of vocabulary
items[IFrom this perspective they add value to teachersvork and students
enjoy their use in the classroom. Participant 11 stated, (I like the fact that |
can use several alternative digital textbooks and | can choose activities from
several textbooks to do with my students.O0This suggests, that although
teachers have at their disposal one traditional paper based textbook, the
online platform allows them to use more than one textbook for their subject
supplementing thus the lesson with extra activities. Also related to this
comment, participant 18 mentioned the fact that: [Any start up is difficult and
will have drawbacks and of course there are students who may not benefit
from it. But then, shall there not be any start up, even wrong, from which we
can draw some conclusions? Honestly, | favor the paper based traditional
textbooks but | also favor the digital ones, they are complementaryl] This
comment shows that although there are several drawbacks associated with
the current digital textbooks, that does not mean we have to stop using them,
not at least before we have had enough time to see whether they are effective
or not.

Likewise, participant 15 commented, 0 think we always like to criticize the
new and totally ignore the full side of the glass. | use digital textbooks, the
children like the interactive activities and they can also access them at home
and learn with pleasure. Yes, | agree that some students donfhave access
to Internet, donfflhave their own PCs, but that doesnlfichange the fact that
humanity progresses.[TThe comment clearly shows that indeed there might
by faults with the digital textbooks, but still, they represent a step forward in
our education system and we must not ignore the fact that students actually
like using them. Moreover, participant 17 also stated that [@ombining the
modern with the traditional makes the lesson more interactive and dynamic.
| use the digital textbooks because the studentsOparents equipped my
classroom with the necessary technology . The students nowadays are very
familiar with digital tools, they use them on a daily basis, they are attracted
by sound and image. | am sure that we can have nice lessons with a traditional
textbook as well, but with a low level of attention on the part of the students,
unfortunatelylJParticipant 17 indicates that we need to integrate the digital
component in the lesson because digital tools are part of students(ife and
their learning needs. It also suggests that learnersCattention in the classroom
is somehow determined by the use of digital tools. The results of the open
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ended questionnaire showed that 12 teachers noticed a positive change in
students[attitudes towards learning when using the digital textbooks.

5.4 Lack of ICT infrastructure in schools

The results of the survey clearly indicated that 42,6% of the respondents
would use digital textbooks if their classrooms were technologically equipped.
Apparently, the data in the survey showed that this is one of the main
impediments in the use of digital textbooks. Some of the responses reflect
the differences between students studying in rural and urban areas and the
equality of chances between students. One of the main criticisms brought up
is the fact that not all students can benefit from the digital textbooks in the
classroom given the lack of IT resources. Participant 6 commented, 0 use
the textbook but | have to use my personal laptop so that students can do
the listening tasks. Local authorities forget that there are schools which lack
basic facilities, such as tap water in the building or acceptable toilets, let
alone computers and projectors.[Likewise participant 1 stated, (We canfil
really talk about digital textbooks as long as the ICT infrastructure and some
students(standards of living are very poor, therefore there is no equality of
chances between students.[0These comments suggest the fact that there
are discrepancies between the ICT infrastructure found in rural areas and the
one found in urban areas. Likewise, although some classrooms are equipped
with a projector and a PC, still, students canlfldo the interactive activities
individually or at least in small groups but only as a class with the teacher,
featuring the same frontal classic teacher-students scenario as participant 8
indicates, [t is very difficult to manage the classroom, they all want to do the
activities, but there is one PC in the classroom only.O

The digitization policy as presented by the Ministry of Education would have
included the equipment of schools with tablets for students to use. Although
this aim has not been achieved, based on personal experience of using digital
texbooks in the classroom, they are not optimized for all mobile devices
(tablets, iPads, smartphones). Therefore, in an ideal type of classroom, where
the Bring Your Own Device (BYOD) policy could be implemented, as | have
attempted in the institution | work, it would still not be douable to use the
current digital textbooks given the technical issues associated.

6. Conclusions

The current study analyzed data from a one-question survey followed by
teachersCcomments to it and from an online open ended questionnaire
completed by 14 English language teachers.
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Although the Ministry of Education has addressed the need to integrate
technology in the process of teaching and learning, however, based on the
data analyzed in the current study, there are some critical issues related to
the use of digital textbooks which teachers have identified. The main issues
addressed by teachers are: the lack of technology equipped classrooms,
making the digital textbooks not easily accessible anywhere; some teachers
also noticed that there are issues related to the content of digital textbooks,
claiming that the activities in some of them are below the level required by the
curricula provided by the Minstry of Education. In terms of form and content,
the e-learning specialists stated that the digital textbook should not be a
duplicate of the printed one (Manasia et all, 2013). Digital textbooks are
considered to be useful when they create a learning experience different from
the one created by a traditional textbook. In terms of learning outcomes
following the use of digital textbooks, the data in the comments provided by
teachers on didactic.ro reflect the fact that the majority of the participants do
not think that digital textbooks might improve in any way studentsCearning
outcomes. However, digital textbooks are not designed to generate better
learning outcomes but to improve all in all studentsOearning experience and
determine their involvement in the lesson in a positive way.

On the other side, the teachers participating in the study also identified positive

aspects as to the use of digital textbooks. Some respondents considered

that digital textbooks enhance a different dynamic in the classroom and

students[attitudes have changed since using digital texbooks. The fact that

digital textbooks can be accessed anywhere provided there is Internet

connection and the fact that teachers can use more than one digital textbook

for their subject are considered strong points. Also, the digital texbooks

represent a step forward in the digitization policy which reflects learnersd
current needs and interests.

In conclusion, the integration of technology into the teaching and learning of
foreign languages was made possible in Romania through the introduction of
digital textbooks being also in line with the strategic European Commission
framework for the digitization of the education systems in the member states
(Manasia et all, 2013). The situation presented in the current study reflects a
shift that has taken place in the Romanian education system, from traditional
printed materials to digital resources. This initiative has been considered a
way forward for the Romanian education system by the educational authorities
but as the study indicated, teachersCluse and views on digital textbooks are
still quite varied among different teachers.
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RELATONAREA ELEVILOR CU CERINE EDUCATONALE
SPECIALE (CES) CU COLEGII LOR DIN PERSPECTIVA
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Rezumat

Componentele principale ale educaliei incluzive sunt accesul la educalie [
[Anse egale pentru tolilelevii. Acestea creeaz[in mediu prietenos unde se
poate manifesta starea de bine a elevului [lunde acesta [ poate atinge
[Atreg poten(ialul. Tranzilia de la educalia incluzivldepinde de disponibilitatea
[Ideschiderea falllle elevi ca resursCuman(din [@olile incluzive. Aviid [
vedere cdd Romiia nu existOncdoli incluzive, ci doar [doli integratoare,
ne-am propus sCévidenliem posibile elemente/ direclii spre educalia incluzivl]
care s[vin[In [hBtimpinarea bun(st(i [dolare a elevilor cu CES integralilin
[Golile de mas(]

Prezentul studiu face parte dintr-o cercetare mai amplln acest articol vom
prezenta doar aspecte care influen@azlstarea de bine a elevilor cu CES,
raportat(la relalibnarea la nivelul clasei integratoare.

Cuvinte-cheie: incluziune, integrare, stare de bine, cerinlé educalibnale
speciale, toleran(l

Abstract

The main components of inclusive education are access and equal
opportunities. This creates a friendly environment where the student can feel
good and reach his full potential. The transition to inclusive education depends
on the willingness and openness to diversity of a number of components of
the educational process, as well as of the students as a human resource
from inclusive schools. Seen as in Romania there are no fully inclusive schools,
but only integrating schools, we point out possible directions for inclusive
education to take which will improve conditions for students integrated in
normal schools. This study is part of a larger research project. Here we focus
on aspects that improve the wellbeing of students with special educational
needs (CES acronym in Romania) with respect to relations with the other

pupils.

* Universitatea Bucurelffi, [Goala Doctoral(3 domeniul: fiin(é ale Educaliéi, Facultatea de
Psihologie (il fiinlele Educaliéi, Romdia, profesor de sprijin, [doala Gimnazial[(Special(l
Nr. 1, Ploieffi, Jud. Prahova, Romia. nicol_adet@yahoo.co.uk

*|nstitutul de fin[e ale Educaliéi, Bucurelfi, Rom(dia,
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Keywords: inclusion, integration, wellness, special educational needs,
tolerance.

Introducere

[Boala incluzivse centreaz[Imai ales, pe cunoalterea modului de [vAre
a strategiilor necesare rezolv(di problemelor de vialltotidianfJunde procesul
de predare [lnv{are este simultan, unde fiecare elev poate [S[Invele cum
se [Mvallllunde exper ienf@ celuilalt MseamnltesursCpentru [AvIare, unde
spiritul respectului [acceptlii celor din jur este prezent.

Ainscow, Booth, Dyson [ilallii pledeaz[1n favoarea unei largi conceptualiz[ri

a v Dtului incluziv accentueazlideea conformcl  eia:
[Mvnbtul incluziv trebuie s[se adreseze  tuturor copiilor/ elevilor;
[@vInintul incluziv necesittimobilizarea pentru  eliminarea barierelor
din calea Mv({Irii [[Dare [0 vedere participarea oriclrui copil, elev sau
t@ nu doar a celor despre care se spune c[au nevoie de un sistem de
[AvIIn(Gt special;
incluziunea se refer(n egallm(Surlla  participareacu drepturi depline
indiferent de raslClclas[sociallsex sau condilie sociall Oprecum
sliidia (Ainscow & Booth, 1998).

Educalia incluzivCpresupune existen(a sprijinului, care sCegalizeze [@nsele
tuturor [Is[ke adreseze fiecliuia. Putem sintetiza cCeducalia pentru tolil
devine coerentfdaclse bazeaz[pe educalia incluzivildac[$e definelie

ca: [Bducalie de calitate, eficienJiresponsabilitate, pluridisciplinaritate, proces
complex, strategie de respectare a drepturilor, evidenliere a valorii individuale
umanel{Vrimal& VriSmall2012).

Satisfaclia elevilor poate fi intensificat[prin recunoalterea reultelor, at@n
public, c[@im particular, consolidiidu-se , astfel, comportamente [atitudini
care au asigurat obliherea succesului. Ulterior, elevii vor tinde sCprocedeze
[@ mod similar sau chiar mai elaborat, avind curajul [iscopul de a reulidin
nou.

Uneori satisfaclia elevilor este intensificattde comparalia care se face cu
reulitele colegilor, daclki Mregistreaz[progrese mai mari, dar profesorul
trebuie s(formeze capacitatea de raportare a propriilor reuite la alfeptlile
personale, la progresul personal.

Pornind de la aceste observali, am realizat o cercetare exploratorie la care
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au participat elevi, prin(i [Mprofesori. [[@ continuare vom prezenta o parte a
acestei cercetli, parte ce se refer(la aspecte care influen@azlstarea de
bine a elevilor cu CES, raportat[a relaCionarea la nivelul clasei integratoare.

Descrierea instrumentelor

La acest studiu au participat 250 de elevi din ciclul gimnazial. Dintre acef(ia,
20% au fost elevi cu CES [1180% elevi din clasele integratoare. Elevii au fost
selectalildin mediul urban [Idin mediul rural.
Cainstrument de investigare am folosit diferite tipuri de chestionare specifice
problemei cercetate. Pentru fiecare chestionar, respectiv pentru fiecare
dimensiune, am verificat consisten(a intern[a acestora cu ajutorul programului
SPSS (Chraif, 2012) [Dam calculat coeficientul Alpha Cronbach. Valorile
oblihute ne-au indicat consisten(internCpentru valori [&[0D,700.
1. Un prim chestionar aplicat (Cl) a fost inspirat din Indexul incluziunii [dolare
(Booth & Ainscow, 2003). Acest tip de chestionar a vizat evidenlierea percepliéi
asupra existen(@i elementelor specifice incluziunii A [@olile integratoare din
punctul de vedere al populaliei investigate. Chestionarul calibrat pe scala
Likert cu 7 valori are 3 subdiviziuni corespunz(ibare celor 3 dimensiuni: politicile
incluzive, cultura incluzivllpracticile incluzive.
2. Al doilea tip de chestionar pentru elevi (C3) cuprinde mai multe categorii
de itemi: cu variante de rSpuns multiplu, calibralilcu scala Likert cu 7 valori
sau cu riSpunsuri deschise [ilvizeaz[Imai multe aspecte dintre care vom
menlibna aici:
perceplia asupra termenului de incluziune;
perceplia privind diverse avantaje [ildezavantaje/ dificultillale integrrii;
perceplia asupra comportamentului elevilor I raport cu elevii cu CES;
perceplia asupra comportamentului elevilor cu CES [0 raport cu ceilalll
elevi;
perceplia privind oportunitatea integrrii elevilor cu CES (A v [ntul de
masLl]

Variabilele dependente la care vom face referire @ prezenta lucrare sunt:

1. constructul perceplia elevilor privind educalia incluzivlbperalibnalizat pe
dimensiunile: politici incluzive, culturlincluzivilpractici incluzive (Booth
& Ainscow, 2003);

2. dimensiunea relalibnarea elevilor cu CES cu colegii a constructului nivelul
stlri de bine [@ [doalCbperalibnalizat dupCtinci dimensiuni, dimensiuni
sugerate [ilde Konu [IRimpel[{2002, p. 84), astfel : relalibnarea cu colegii,
relalibnarea cu cadrele didactice, suport educalibnal, suport afectiv,
valorizare/ reulitlJcondilii materiale oferite de [@oall]
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Pentru prelucrarea statisticCa datelor am folosit SPSS, iar diagramele au
fost realizate cu ajutorul Excel.

Descrierea cercet[tii

Pentru Mceput am studiat modul [ care rezultatele [tolare influenléaz(
relalibnarea dintre elevi cu elevi cu CES integrali [d [Golile de masO. Am
realizat trei categorii de subieclilelevi [hp(dill [ funclie de mediile [tolare
anuale din anul [@olar anterior: 9-10; 7-8,99; 5-6,99. Rezultatele le redth [
tabelul de mai jos:

Medii Medii pe componente (atitudini/ comportamente)
(¢olare negative pozitive
06,99 3,04 4,44
7,00 - 8,99 2,17 4,33
9-10 1,98 4,66

Tabel 1. Mediile pe componente @ funclie de variabila rezultate [dolare

Aplicimd ANOVA unifactorialCam oblihut diferen(é semnificative [tre cele trei
categorii de elevi (p < 0,05), deci putem spune clrezultatele Ccolare
influenléazpercepiile elevilor asupra relalibn(rii dintre elevi.

Analizind valorile mediilor ob [ihute de cele 3 subcategorii pentru fiecare
dimensiune [0 parte observim cléle descresc similar, adicllcu crezultatele
Ctolare cresc, cu atlfipercep [ile asupra incluziunii (pentru cele trei dimensiuni)
sunt favorabile. Acest rezultat este datorat probabil faptului cla elevii cu
rezultate Ctolare slabe existfun nivel mult mai ridicat al frustr(fii cauzate de
[fratarea diferenliatCa elevilor cu CES[]

Sesizlh clntensitatea privind comportamentul indezirabil falltle elevii cu
CES crelte la elevii cu rezultate [dolare mai slabe, adicllelevii cu rezultate
Ctolare mai slabe relalibneazltu elevii cu CES mai deficitar declfcolegii lor.
A condiliile [0 care valoarea 3 reprezint[intensitate [H micCm(Sur@liar 4
reprezint{uneoril, putem sOafirm(th cCatitudinile negative se manifestCta
frecven(l intensitate aproape la fel precum cele pozitive, existlid o oarecare
[echidistan [Intre acestea.

Sesizlh cum frecven(a/ intensitatea atitudinilor negative descrelte [ raport
cu crelterea mediilor [tolare: cu crezultatele [Ctolare sunt mai bune, cu
atf atitudinile/ comportamentele indezirabile se manifestOmai pulin. Nu
acelad lucru M putem afirma despre atitudinile pozitive. Del frecven[@/
intensitatea manifest(ri acestora este foarte apropiat[pentru cele trei categorii
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de subiecl] sesizlth cCatitudini le/ comportamentele elevilor cu rezultate
foarte bune (medii Ctolare: 9-10) tind spre frecven(a Ih mare mOsur(, celelalte
doulktategorii fiind mai aproape de intensitatea [Mneori[], cu specificalia c
cei cu rezultate bune (medii [tolare: 7-8,99) manifest[tel mai pulin atitudini
pozitive falltle elevii cu CES.

Percepliile elevilor cu CES din clasele integratoare falllde atitudinile
colegilor

Pentru a studia perceplia asupra interacliunii dintre elevi [0 elevii cu CES,
elevii au fost Mtrebalil Cum apreciezi comportamentul tt falltle colegii cu
C.E.S.?, iar elevii cu CES au fost [Mtrebalit Cum apreciezi comportamentele
colegilor tlilfallde tine? Aceldi itemi au fost calibraliicu scala Likert cu 7
trepte de intensitate pentru fiecare din cele 21 de tipuri de atitudini/
comportamente posibile, dezirabile dar O indezirabile.

Perceplia asupra interaclilinii dintre elevi [ elevii cu CES

acceptare
violenta_ 60 7 comunicare

agresiune fizica

50

invidie

jignire/injurii ajutor
——elevi
egoism colaborare
-=—elevi
CES . .
respingere integrare

marginalizare toleranta

indiferenta mila

autorntate putere
efichetare valonzare

Figura 1. Comportamentul elevilor fallte elevii cu CES [atitudini [
percepli

Am calculat media pentru fiecare component{comportament). Mai Mtlila m
calculat pentru fiecare dintre cele 21 de atitudini posibile, pozitive [0 negative,
mediile atlpentru elevii din clasele integratoare, cfl [ pentru elevii cu CES
[lam aplicat testului t (pentru fiecare componentD) dar nu am obOinut diferen(e
semnificative [fitre mediile celor doulgrupuri. Apoi am ordonat, pentru fiecare
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grup de elevi, dupScoruri, cele 21 de a titudini. Astfel, am oblihut un clasament
pentru fiecare grup de elevi. Aceste clasamente le-am comparat cu testul de
comparalie a rangurilor, testul Spearmann. Deoarece am oblihut o corelalie
semnificativi{r=0,96; p = 0,00 < 0,05) MseamnlCt[tele doultlasamente
nu diferCsemnificativ, ceea ce a reprezentat o validare a rezultatelor oblihute
urma aplicii testului t. Faptul cChu avem diferen e semnificative se poate
observa [ din Figura 1.

Aceasta oglindete compatibilitatea dintre percepliile celor doultategorii de
subieclil[d raport cu acelall comportament, cu alte cuvinte, elevii cu CES,
integralll(n [@vIn(nhtul de masltesimt/  percep comportamentul colegilor
sllexact alla cum ace(ltia Mtransmit/ rCsfring.

Pentru a analiza percepliile reciproce ale atitudinilor am [ftrebat elevii
[Cum crezi cCapreciaztolegii tilcu CES comportamentul tid fallde ei?0
[elevii cu CES OCum crezi cCapreciazlTolegii tilcomportamentul t
fallde ei?lJAm calculat pentru fiecare dintre cele 21 de atitudini posibile,
pozitive [0 negative, mediile at@pentru elevii din clasele integratoare, cl 0
pentru elevii cu CES. Aplicarea Testului t (pentru fiecare component)lne-a
relevat coeficienilsemnificativi (p<0,05) pentru comportamentele: [putere
(medii: 3,24/4,12), illl{medii: 2,61/3,80), [dolegialitate[{medii: 5,05/5,82),
[prietenie[(medii: 5,21/5,98) (vezi Figura 2).

Comportamentul reciproc al elevilor si al elevilor cu CES - perceptii

(dif semnificative)

7.00

6.00

582 5.98
5.05 521
5.00
2.12 mECES
1.00 3.80 mE
.24
3.00 261
2.00
1.00
000 !

putere colegialitate mila prictenic

Figura 2. Percepl privind comportamentul reciproc al elevilor ial
elevilor cu CES
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Sesizlth [@ Figura 2 cCmediile [Mregistrate pe componente (fie pozitive, fie
negative) de elevii din clasele integratoare sunt mai mici, cu douCexcepdi.
Elevii cu CES au acordat cele mai mari scoruri comportamentelor indezirabile
[puterel(4,12) MMiIll{(3,80), adicLei cred cLtele doulatitudini ale lor sunt

cel mai des percepute de clire colegi (1-niciodatl] 7-totdeauna). Sunt
surprinzffbare aceste rezultate dar, dacltevedem r(Spunsurile acelorall ielevi
cu CES pentru itemul nr. 3 (Cum apreciezi comportamentele colegilor fallll
de tine?0lsesizh c[scorurile cele mai mari au fost evidenliate tot de mediile
celor douCtomponente: [putere({4,4) Mhil{3,6). Eleviicu CES resimt cel
mai pregnant atitudinile de (@ le fi millte eiTilde (A li se demonstra clki
sunt cei slabilJAceasta se datoreaz[frustrlri O i dorinléi de a se schimba
aceast[situalie. De aceea, acestor elevi le place sOcreadlclceilald i
percep ca fiind ei [dei puternicil] c[$e afllpe pozil ia de a-00 manifesta puterea
00 mila fallde colegii lor ([ficearcl]la nivel mental, sCinverseze rolurile).
Altfel spus, elevii cu CES McearcOsse transpunn locul colegilor (sC
schimbe statutul lor cu al colegilor).

Probabil, tot din dorinla de a fi percepulilca hembri cu drepturi depline [
clasl de a-0i demonstra valoarea/ poten[ialul, componentele pozitive
referitoare la [Golegialitate (iprietenie[&u [Mregistrat cele mai mari medii ale
scorurilor la elevii cu CES, adiclei cred c[sunt percepulilde clite colegi ca
avinid un comportament prietenos Oi de bun coleg. Pe aceleali componente,
dar referitoare la perceplia colegilor [f raport cu comportamentul lor fallde
colegii cu CES, s-au Mregistrat diferenlé semnificative: elevii din clasele
integratoare, spre deosebire de colegii lor cu CES, cred [tr-o mai miclmSur[]
cCbunt p ercepulilca buni colegi/ prieteni, probabil din cauza faptului cChu
pun accent pe acest aspect, lafecteaz[imai pulin modul [@ care imaginea lor
este perceputtle clire colegii lor cu CES.

Noi interpretlth aceste rezultate privind atitudinile dezirabile evidenliate de
clire elevii cu CES ca o dorinlide a-00 i demonstra [ calitlile, nu doar
neputinfa M@ domeniul cognitiv, de a fi apreciallpentru c[p ot fi buni colegi O
prieteni, imagine care are importan{ItleosebitCpentru ei.

Percepliile elevilor privind avantajele [l dezavantajele integrrii

Pentru itemul privind avantajele integrldii/ avantajele prezen(&i elevilor
cu CES [0 [kolile integratoare, calibrarea s-a realizat cu scala Likert cu 7
grade de intensitate pentru cele doultategorii de subiec[]: elevi cu CES [
elevidin clasele integratoare.
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Am calculat coeficientul de consisten[llAlpha Cronbach iar chestionarul, pe
dimensiunea [@vantajele integrfiil,)] Mdeplinelie condilile minime de aplicare
(Z=0,701).

Fiind unghiuri diferite de abordare a problematicii integr(ti, comparalia dintre
distribuliile riSpunsurilor elevilor O elevilor cu CES s-a realizat [@ urma
calculldi pentru fiecare elev a scorurilor date pentru fiecare variant[de riSpuns.
Pornim de la premiza cllcu clilscorul oblihut e mai mare, cu atfflelevul se
adapteaz[inai bine [btr-o claslintegratoare (elevi cu WfIICCES).

Altfel spus, elevii care se adapteaz[imai bine la o astfel de clas[obOin scoruri
mai mari. Pe de altlparte, propunem [Ointervale [0 funclie de frecven[é.
Consider clintervalelor frecven [elor le putem asocia intervale de apreciere
astfel:

12 - 35 [probleme de adaptare la clasa integratoare,

36 - 60 [hdaptare medie la clasa integratoare,

61 - 84 Dadaptare foarte bun{a clasa integratoare.

Calculld scorurile pentru fiecare elev [ frecvenlele pentru fiecare interval, [
urma aplicldi Testului chi-plirat am obCinut diferenlé semnificative (valoarea
p= 0,00 < 0,05) [tre cele doudgrupuri.

Daclbbservim Figura 3, majoritatea elevilor dovedesc majoritar o adaptare

Avantajele integrldi elevilor cu CES I [Goala de mas[]

61-84

Helevi Belevi cu CES

Figura 3. Comparalia Mtre elevi lelevi cu CES privind avantajele integrii
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medie la clasa integratoare unde sunt [tolarizalil(peste 62%) [ [ propor(ie
de 30% o adaptare foarte bun] ceea ce ar indica, credem noi, cChu exist(]
probleme mari de adaptare [Golar(Ini clasa incluzivD inici probleme deosebite
(0 raport cu elevii cu CES.

Privind mediile elevilor cu CES, sesizlth c[lacel] tia dovedesc o adaptare
foarte bunO [0 clasele integratoare (54%) ] completid cu cei 45% care
reprezintdJo adaptare medie, putem s[exprimih ideea clhici din partea
elevilor cu CES nu ar exista probleme @ grupul [tolar.

Scorurile oblihute sunt [Mcurajatoare [ ne indicdo perspectivdincluzivO
favorabilCpentru elevii cu CES [ totodat[lcu potenO ial, delilelevii din clasele
integratoare au exprimat intensitIlinferioare intensitilor elevilor cu CES
privind deschiderea clire experienle comune.

Componenta comunltu scoruri ridicate pentru ambele categorii de subiecli

este reprezentatlde avantajul socializhi: [Pot socializa/ relalibna cu allll

copii/ copii diferilil) ceea ce ar indica un context potrivit [ pentru incluziune.

Diferen(éle [Aregistrate se refer(a ierarhia On funclie de percepliile acestora:

O formarea elevilor din clasele integratoare [ spiritul toleran(@i depinde de
context [Ddtr-o mai miclm[SurCde [@v area din experien(a colegilor cu
CES;

O pentru elevii cu CES contextul integrator este favorizat de prezen(a cadrului
didactic de sprijin 0 mai pulih favorizat de primirea suportului/ sprijinului
din partea colegilor.

Clasarea componentei [Pot smi pun [ valoare calit{ile (@ cadrul O colarClcu
rangul 8 din 12 (privind media pe grup) de ambele categorii de subiec(i chiar
cu medii apropiate (4,48 [14,61), ne indicCfaptul cllatflelevii cu CES, clil

[ colegii lor percep calitatea contextului [Golar integrator ca fiind satisfldfbare
(4 =uneori, 5 = [@ mare mSur)J [ am adluga noi, ca fiind potrivnicleducaliéi
incluzive care promoveaz[Intreg potenlialul elevilor.

Am propus elevilor [lelevilor cu CES llitem ul care se referlla dezavantajele
integrii, rolul luifiind de a verifica veridicitatea riSpunsurilor date de subiec(d
la itemul privind avantajele integrl(rii.

De asemenea, coeficientul calculat Alpha Cronbach pe aceastldimensiune
[dezavantaje/ dificultlllale integr(diChe indicld bunCtonsistenintern  cu
> 0,700 (= 0,818 [i0,895).

Deoarece la elevii cu CES avem 15 componente (sublitreb(r) fallde 12
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componente la elevii fllCES, am calculat o medie pentru fiecare elev O |
apoi am calculat mediile mediilor pentru cele dou grupuri (media elevi =
2,78; media elevi CES = 2,77). Oblih[Ad valoarea p = 0,94 > 0,05 Mtre cele
doulimedii putem spune cChu avem diferen] e semnificative Mtre cele dou
grupuri pentru acest item. [@ plus, mediile celor dou categorii de subiecll
sunt cuprinse [dtre valorile 2 (0 foarte micCmSurl O i 3 (@ micCmISur(),
deci putem spune c[] [ general, elevii nu au dificultT i sau nemul@miri [#
[Goala integratoare decll @ micCOm(Surl] ceea ce ne-a indicat 00 i itemul
referitor la avantajele integr(tii.

De remarcat este faptul c[tlezavantajele/ nemulimirile cele mai mari, at{
pentru elevii cu CES, cll [ pentru colegii lor, se refera acelall aspect dar
privit din unghiuri diferite: deld elevii sunt nemullumilildeoarece consider[
clkolegii lor cu CES primesc [fratament diferenCiat[]elevii cu CES percep
acest [fratament diferenliat[ta fiind insuficient pentru a putea avea succes
Ccolar:
de obicei, [@levii cu CES Mvall dupCprograme [Icolare adaptate/ mai
ulbarelJtotud acelila consider(dprogramele O colare ca fiind dificile]
chiar daclTélevii cu CES primesc teme mai ulbare[Jace [fia considerd
clprimesc Oteme dificile/ teme cu multe exercilil]
cu toate c[Ieélevilor cu CES li se dau explicalii suplimentare/ pe mlélesul
lor[Jace [{ia considerCtIexplicall iile suplimentare lipsesc sau hu primesc
deloc explicalil pe hlélesul lorll

Cu care din afirmall suntellde acord?
diferenl@é semnificative

50 | 59
5.0
4,0
3,0
20 1,5
1.0
elevii cu CES trebuie inscrigi doar in scolile elevilor cu CES trebuie sa |i se dea sansa
speciale echitatii si a normalizérii

Figura 4. Compararea atitudinilor pentru integrare (elevi [Melevi cu
CES (C3-1t.6)






