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career guidance and career education activities at schools, it is not entirely
clear how useful these tools are. In 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
equivalent to 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).
In recent 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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employers� preferences, 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 idea raises, 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
correspondent to NUT III 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, in the 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
one�s 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



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�, interpret 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 � foundational 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 (BiWi) and
BerufsInfoZentren (BIZ), Austria � complementarity 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
�orientation 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 parents� evenings, 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
na�ve 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 BiWi
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 � there 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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Inspira�ie didactic� pentru o �nv��are autentic�

� sugestii de aplicare a noilor programe de cls. a III-a �

Institutul de �tiin�e ale Educa�iei a dezvoltat �n cadrul unui� proiect de
cercetare�aflat �n derulare un set de sugestii de activit��i de �nv��are �n
sprijinul�profesorilor care aplic� noile programe de clasa a III-a.

Aceste activit��i invit� la un spa�iu de inspira�ie, creativitate �i inovare �n
proiectarea unor demersuri didactice ce�stimuleaz� achizi�ia�competen�elor
descrise��n noul curriculum �colar pentru �nv���m�ntul primar. Sugestiile
didactice�propuse stau sub semnul principiului centr�rii pe elev, pe nevoile
acestuia�si pe formarea de noi nevoi �n era tehnologiilor mobile.

Exemplele de activit��i de �nv��are sunt u�or de aplicat de c�tre orice profesor
la clas� �i vizeaz� toate disciplinele din noul curriculum de clasa a III-a, cu
excep�ia limbilor �i literaturilor materne, a religiei �i a dezvolt�rii personale. �n
decursul acestui an, vor fi finalizate �i sugestiile de activit��i de �nv��are pentru
aplicarea programelor �colare de cls. a IV-a.

Toate exemplele de activit��i de �nv��are pentru cls. a III-a pot fi descarcate� la
http://programe.ise.ro/Actuale/Noutati.aspx
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Rezumat
Abord�rile teoretice �i rezultatele studiilor empirice arat� c� decizia voca�ional�
este o sarcin� important� �n dezvoltarea identit��ii, maturitatea decizional�
relev�nd totodat� func�ionarea optim� a personalit��ii. Situa�ia decizional�
este dep��it� cu success de cei cu op�iuni clare, �n acela�i timp fiind perceput�
ca surs� de stres major de c�tre cei nesiguri de op�iunea lor, sau fa�� de
alegerea uneia dintre alternativele voca�ionale (nedeci�i) �i de c�tre cei f�r�
alternative sau dezinteresa�i de actul deciziei voca�ionale (indeci�ii) deopotriv�.
O parte a cauzelor inadaptabilit��ii �n fa�a confrunt�rii cu sarcinile dezvolt�rii
psihosociale au fost identificate �nc� demult, acestea fiind de ordin informa�ional,
aptitudinal ori emo�ional. Perspectiva psihologiei existen�iale propune un model
explicativ viabil �n decodarea indeciziei voca�ionale persistente. Articolul de
fa�� prezint� aportul acestei perspective existen�ialiste aduse psihologiei
voca�ionale.
Cuvinte-cheie: adolescen��, indecizie voca�ional�, teoria existen�ial� .
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.
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Introducere

Oamenii ��i iau primele decizii legate de carier� �n timpul adolescen�ei. Astfel
de decizii pot avea consecin�e pe tot parcursul vie�ii asupra carierei
profesionale, dar �i asupra succesului psihosocial �i bun�st�rii psihologice
deopotriv� (Brassai, 2012; Mann, Harmoni �i Power, 1989). De�i pentru unii
dintre adolescen�i decizia luat� �n vederea continu�rii studiilor dup� absolvirea
gimnaziului este un lucru relativ u�or, mul�i se confrunt� cu dificult��i de luare
a deciziilor. �n fa�a dificult��ilor, adolescen�ii pot avea reac�ia de a transfera
responsabilitatea pentru luarea deciziei altcuiva, de a �nt�rzia sau chiar de a
evita luarea unei decizii. Acest lucru poate duce la decizii eronate. �n plus,
modul �n care elevii la aceast� v�rst� se raporteaz� la decizia voca�ional�
poate avea un efect negativ asupra modului �n care se vor lua viitoarele decizii
legate de carier�. �n cele din urm�, stresul provocat de situa�iile decizionale
privind voca�ia poate afecta diferite aspecte ale vie�ii de zi cu zi a adolescen�ilor
(McIlory, 1979).

Adolescen�ii raporteaz�, �n general, un nivel ridicat de stres asociat cu
explorarea carierei �i de luare a deciziilor �n carier�. Comparativ cu eustresul
(stresul facilitator) resim�it �n fa�a provoc�rilor apreciate de c�tre individ ca
fiind gestionabile, distresul reflect� lipsa resurselor de ordin informa�ional,
aptitudinal, emo�ional �i existen�ial, necesare dep��irii cu succes a situa�iilor
problem�. Pentru a sus�ine pe elevi �n luarea deciziilor privind cariera, consilierii
�colari trebuie s� localizeze dificult��ile cu care ace�tia se confrunt� �i s� le
ofere �ndrumare cu privire la modul de dep��ire a acestora. Scopul acestui
articol de abordare teoretic� este tocmai de a identifica multiplele cauze ale
indeciziei voca�ionale �i de a expune cititorului noi sensuri �i semnifica�ii ale
acesteia.

Indecizia voca�ional�: aspecte socio-cognitive, considerente existen�iale

Dificult��ile decizionale au reprezentat un subiect clasic de dezbateri teoretice,
ca mai apoi s� fie incluse �n cercetarea psihologiei voca�ionale (Gordon, 1998;
Holland �i Holland, 1977; Jones, 1989; Kimes �i Troth, 1974; Osipow, 1999;
Sepich, 1987; Wanberg �i Muchinsky, 1992). Ini�ial, problemele decizionale
au fost concepute ca fiind un construct dihotom (deci�i/ indeci�i). Cu toate
acestea, �ncep�nd cu mijlocul anilor 1960, unii autori au �nceput s� sus�in�
ideea conform c�reia indeci�ii prezint� diferite profiluri (Gordon, 1981; Fuqua
�i Hartman, 1983; Larson et al., 1988; Lucas �i Epperson, 1988; Santos,
2001). O mare parte a acestor studii s-a axat pe formularea unei tipologii �n
func�ie de problemele �i dificult��ile cu care indeci�ii/ nedeci�ii voca�ionali se
confrunt�. �n 1982, Salomone a publicat un articol de referin�� �n care lanseaz�
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ideea conform c�reia conceptualizarea dificult��ilor decizionale s� se realizeze
de-a lungul a dou� axe: deci�ii/ nedeci�ii, respectiv indeci�ii/ indeci�ii cronici.
Dup� autor, aceste dou� axe sunt independente �i reprezint� dou� categorii
distincte ale indivizilor cu dificult��i �n decizia voca�ional�. Prima ax� semnific�
dificult��i de ordin cognitiv-ra�ional, fiind o stare normativ� de tranzit a procesului
decizional, �n timp ce a dou� ax� reflect� dificult��i de ordin emo�ional, ancorate
�n disfunc�ii ale dezvolt�rii personalit��ii. �n consecin��, acestea persist� �n
timp �i opun rezisten�� �n fa�a unei consilieri voca�ionale standard. Ca r�spuns
la tipologia lansat� de c�tre Salomone, Van Matre �i Cooper (1984) intervin
cu �ncercarea de a rafina teza autorului prin delimitarea dificult��ilor ce �in de
motiva�ia pentru decizie, respectiv de dificult��i care vizeaz� nivelul de preg�tire
(informa�ional-aptitudinal-emo�ional) al individului pentru o decizie voca�ional�
optim�. Astfel, se contureaz� dou� axe principale: cei cu op�iuni decizionale
clare �i cei care alterneaz� �ntre diferite op�iuni voca�ionale, respectiv cei
interesa�i �ns� lipsi�i de alternative �i cei neinteresa�i de situa�ia decizional�.
�n scopul unei analize aprofundate asupra naturii indeciziei voca�ionale
Heppner, Ham �i Dugan (1988), baz�ndu-se pe trei factori de influen�� major�
asupra problemelor decizionale (nivelul de informare, nivelul de dezvoltare a
aptitudinilor decizionale �i nivelul preg�tirii emo�ionale) printr-o analiz� cluster,
stabilesc trei categorii de indeci�i: tipul evitant din motive de dezinteres
motiva�ional, tipul informat �ndeajuns, dar indecis, tipul preg�tit pentru decizii,
dar neinformat.

Analiza factorilor indeciziei voca�ionale este o preocupare constant� a
cercet�torilor, iar rezultatele adunate �n timp au reliefat un concept complex
� i plurideterminant (Gati � i Saka, 2001; Osipow, 1999). Taxonomia dificult�� ilor
indeciziei voca�ionale ilustreaz� bine cele afirmate. Elaborat de c�tre Gati,
Krausz � i Osipow (1996) �i validat� empiric de c�tre Osipow � i Gati (1998)
prin intermediul Chestionarului Dificult��ilor privind Decizia �n Carier� pe
popula�ia adult� � i de c�tre Gati � i Saka (2001) pe popula�ia adolescent� ,
deopotriv� , Taxonomia de baz�  a lui Gati � i colaboratorii (1996) devine suficient
de cuprinz�toare pentru a sintetiza 11 subcategorii de dificult�� i indecizionale,
dup� cum urmeaz�: viziune pesimist� asupra procesului (marcat de un nivel
sc�zu t al autoeficien�ei, perceput referitor la gestionarea cu succes a
procesului decizional); viziune pesimist� asupra c�mpului muncii (marcat�
de �ndoieli legate de faptul c� profesiile pot reprezenta valen�e semnificative);
viziune pesimist� asupra controlului personal exercitabil asupra pie�ei muncii;
anxietatea legat�  de proces (manifestat prin prezen�a crescut� a anxiet�� ii
legate de situa�ia decizional�); anxietatea provocat� de incertitudinea existent�
�n actul alegerii (care include anxietatea fa�� de viitor, anxietatea provocat� de
chiar starea de a fi indecis, � i anxietatea provocat� de toleran�a sc�zut� fa��
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de incertitudine); anxietatea provocat� de situa� ia alegerii (�i care �ncorporeaz�
anxietatea cauzat� de perfec�ionism, provocat� de teama c� odat� f�cut�
alegerea se pierd oportunit�� ile alternative; teama de a nu alege gre� it provocat�
de responsabilitatea personal� pentru alegerile f�cute); anxietatea asociat�
cu rezultatele a�teptate (provocat� de teama ca alegerile f�cute s� nu cumva
s� nu valideze promisiunile); auto�ncredere �i autoevaluare sc�zut�, anxietatea
ca tr�s�tur�, identitate necristalizat� (�n sensul lacunelor �n definirea propriilor
valori � i scopuri, nevoi � i aspira�ii), ata� ament parental deficitar (exprimat�
prin autocritic� excesiv�, dispozi� ie de insatisfac�ie � i incapacitatea de a profita
de suportul interpersonal) � i separare parental� deficitar� (exprimat� prin nevoia
aprob�rii parentale , nevoia de a deservi pe al�ii, autoculpabilizarea, ocolirea
conflictului cauzate de diferen�e de opinii, atitudini, valori).

Dup� cum se observ� , stresul � i anxietatea, problemele legate de
autocunoa� tere-auto�ncredere-autoapreciere �i necristalizarea identit�� ii sunt
dificult�� i de ordin emo�ional omniprezente �n tipologia general� a indeciziei
voca�ionale. Totodat� , �n analizele teoretice � i empirice, aceste dificult�� i
emo�ionale sunt catalogate ca fiind caracteristice unei categorii aparte de
indecizie voca�ional�, denumit� ini�ial de c�tre Fuqua � i Hartman (1983)
indecizia cronic�  sau, ulterior, de c�tre Saka � i Gati (2007), indecizia
persistent�. Aceast� categorie a i ndeci� ilor �prezint� incapacitate de a
specifica o op�iune educa�ional� ori ocupa�ional�� (Kelly � i Lee, 2002, p. 322),
incapacitate care apare ca o nesiguran�� general� � i care este prezent� � i �n
alte domenii ale personalit�� ii individului dec�t cel voca �ional (Santos, 2001).
S-a demonstrat empiric faptul c� stresul, nesiguran�a �n propriile resurse � i
subdezvoltarea aptitudinilor de rezolvare a conflictelor sunt principale cauze
care se reg�sesc �n profilul psihologic al nedeci� ilor, c�t � i al indeci� ilor
voca�ionali deopotriv� , �ns� la fel de adev�rat este �i faptul c� problemele
asociate cu o identitate difuz� sunt predictori specifici ai indeciziei cronice
(Tokar et al., 2003).

De� i �n psihologia voca�ional� discursurile legate de dificult�� ile decizionale
sunt dominate de curentul sociocognitiv (Krumboltz, 2005; Lent et al., 1994;
Peterson et al., 2002), respectiv cel cognitiv-motiva�ional (Hidi & Renninger,
2006; Eccles, 2005), studii importante atest� deopotriv� veridicitatea abord�ri i
existen�iale. Perspectiva existen�ial� cu r�d�cini solide �n psihologia voca�ional�
(Collin �i Young, 1986; Tyler, 1971; Yalom, 1980) �i expus� tot mai pregnant
�n discursurile cotidiene (Cohen, 2003; Miller �i Rottinghaus, 2014 ) propune
un model explicativ �n decodarea semnifica�iei str�nsei corela�i i dintre
anxietatea �i identitatea difuz� pe de o parte , � i indecizia voca�ional� , pe de
alt� parte .

26 ABORD�RI TEORETICE



Aportul abord�rii existen�iale aduse psihologiei voca�ionale

�n context educa�ional, pe m�sur� ce trec de la un an � colar la altul, elevii
devin tot mai preocupa�i de modul �n care se definesc pe sine �i de m�sura �n
care se identific� sau nu cu anumite aspecte ale vie� ii lor � i realizeaz� o serie
de alegeri (fie c�  ��i asum� propriile alegeri, fie c� ader� la alegerile a ltora) cu
privire la educa�ia lor (exemplu: specializarea/ profesia de urmat). Situa�ia
decizional� este dep��it� cu success de cei cu op� iuni clare, �n acela� i timp
fiind perceput� ca surs� de stres de c�tre cei nesiguri de op� iunea lor, sau
fa�� de alege rea uneia dintre alternativele voca�ionale (nedeci� i) �i de c�tre
cei f�r� alternative sau dezinteresa� i de actul deciziei voca�ionale (indeci�ii)
deopotriv�. �n timp ce problemele de angajament voca� ional reliefeaz� dificult�� i
�n men�inerea identit�� ii, problemele de explorare voca�ional� predefinesc
dificult��i �n formarea identit�� ii (Meeus, 2011).

Nesiguran�a decizional� poate fi cauzat� de ezitarea dintre mai multe alternative
voca�ionale viabile, ori de lipsa unei op�iuni specifice, prin urmare a renun��rii
la o op�iune care explorat�  �n ad�ncime nu mai satisface aspira �iile �i/sau
posibilit�� ile personale. Modelul procesual dezvoltat de Meeus �i Crocetti
subliniaz� faptul c� dezvoltarea identit��ii implic� alegerea � i revizuirea unor
angajamente pe care tinerii le de�in deja prin explorarea �n ad�ncime a
angajamentelor curente � i prin reconsiderarea lor (Crocetti et al., 2008).

�n contrast, problemele explor�rii voca� ionale, � i anume: am�narea din lips�
de ini�iativ�, explorare superficial� , explorare de lung� durat�, explorarea
ruminativ� , semnific� o criz� identitar� (Erikson, 1968), ori , cum mai define� te
Marcia (1966), identitatea difuz�. �n timp ce integritatea identitar� reprezint�
statusul �n care adolescentul dep�� e� te stadiul de dezvoltare al copil�riei
prin identificare cu idealuri contemporane autodefinite, criza identitar� este
caracterizat� prin lipsa unei direc�ii clare de dezvoltare a personalit�� ii.
Problemele de autocunoa� tere, de autoevaluare �i stim� de sine, lipsa
aptitudinilor � i deprinderilor sociale, instabilitatea emo�ional� �i social� sunt
simptome care �mpreun� formeaz� sindromul identit�� ii deficitare (Goth et
al., 2012). Dincolo �ns� de sfera emo�ional� , lipsa reperelor valorice, lipsa
inten�ionalit�� ii, a scopurilor personale de via�� � i incertitudinea sensului vie�ii
denot� �i o criz� manifestat� �n sfera existen�ial� a personalit�� ii, eviden�iat�
�nc� de primele �ncerc�ri de conceptualizare a indeciziei voca� ionale (Salomone
et al. 1984; Heppner et al., 1988), reconfirmat�  de eminentul teoretician Holland.
�n consecin��, �ntruc�t persoanele nedecise sufer� mai mult de lacune de
ordin informa�ional, �n spatele indeciziei voca�ionale persistente se reg�se� te
un deficit de func�ionare a sferei afectiv-volitive, dar � i axiologic-existen�iale.
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�n concep�ia lui Erikson (1968), sarcinile dezvolt�rii psihosociale nu pot fi
dep��ite cu succes f�r� ca individul s� formul eze un r�spuns personal la
acestea. Confrunt�nd u-se individual cu �ntreb�rile esen�iale ale propriei
existen�e, aceste tipuri de decizii sunt etichetate de c�tre existen�ialistul
Yalom (1980) ca fiind decizii limit� �n contextul caracterului analizei decizionale
profunde, �n teme existen�iale precum singur�tatea, libertatea,
responsabilitatea, sensul vie�ii. Miller �i R ottinghaus (2014), privind decizia
voca�ional� ca o decizie limit�, confirm� empiric veridicitatea cadrului teoretic
existen�ialist privind asocierea dintre anxietate �i indecizia voca�ional�,
eviden�iind rolul experien�ei sensului vie�ii ca factor mediator.

Pe l�ng� cuno� tin�e � i aptitudini pe de o parte, � i motiva�ie pe de alt� parte,
ca valoare ad�ugat�, curentul existen� ialist aduce �n vizor importan�a valorilor
pe tot procesul maturiz�rii profesionale. �n m�sura �n care deciziile voca� ionale
sunt bazate pe valori, exersarea profesiei reprezint� un mijloc al autoexprim�rii,
autoafirm�rii personale (Waterman et al., 2003; Yeager �i Bundick, 2009). Pe
de alt� parte , �ns�, �n m�sura �n care prof esia are valen�� pentru individ, devine
� i angajamentul tot mai puternic, asigur�nd stabilitate � i perseveren�� �n carier�
(Dik, Duffy � i Eldridge, 2009). Valorile reprezint� , deci, o verig� important� a
coresponden�ei dintre individ � i profesie. �n alt�  ordine de idei, tocmai
importan�a scoaterii �n eviden��  a sferei axiologice este cea care a readus �n
prim planul dezbaterilor �n psihologia voca�ional� autenticitatea �n raport cu
autoexprimarea � i autorealizarea, ca marc� a  psihologiei umaniste. �n general
(Hicks et al., 2010; Schlegel et al., 2009), precum � i �n psihologia voca�ional� ,
�n special (Bott � i Duffy, 2010; Duffy et al., 2011), s-au adunat un num�r
consistent de rezultate empirice prin prisma c�rora stabilirea � i men�inerea
unei str�nse conexiuni cu sinele �ncarc� op� iunile noastre profesionale cu
sens � i semnifica�ie. Individul �n devenire este axat pe o pist� de lansare
propice dezvolt�rii sale personale doar �n m�sura �n care este ghidat  de valori
intrinseci � i orientat c�tre valori sarcin�, acest ea din urm� �nsemn�nd in i�iative
percepute de c�tre indiv id (cauze/misiuni) cu profund� semnifica�ie personal�
(Wong, 1998). Dup� cum apreciaz� Sheldon � i Kasser (1998), respectiv
McGregor � i Little (1998) doar urm�rirea acelor scopuri ne confer� beneficii
psihologice care sunt �n concordan�� cu propri ile noastre sisteme de valori.
Totodat� , c�nd profesia este privit� ca o chemare, ca o misiune, doar �n
aceste cazuri putem vorbi de voca�ie (Dik et al., 2009).

Aprecieri sintetice

Societatea contemporan� bazat� pe consum , �n lipsa unor modele clare de
socializare, ofer�  idealuri centrate pe construirea for�at� a unui eu social ( �look�)

28 ABORD�RI TEORETICE



f�r� ca aceasta s� aib� repere personale bine �ntemeiate (C �t�, 2002) , fenomen
care �mpinge adolescentul aflat �n construirea identit��ii �ntr-o explorare
acompaniat� de anxietate crescut�, idei ruminative �i sl�birea �ncrederii �n
sine (Luyckx et al., 2008). Lacunele autocunoa� terii, slaba dezvoltare a vie�ii
personale, inexisten�a unui sistem de valori cristalizat, dominan�a unei atitudini
centrate pe exterior, sunt men�ionate ca principalele cauze ale distresului
perceput (Milgram � i Tenne, 2002; Waterman et al., 2003). Pe fondul resurselor
personale nefunc�ionale, al gestion�rii procesului tranzitului psihosocial ,
nep�sarea, evitarea ori am�narea implic�rii emo�ionale apar ca reac�ii
maladaptive �n contextul confrunt�rii situa�iilor decizionale. O parte a cauzelor
inadaptabilit��ii �n fa�a confrunt�rii cu sarcinile dezvolt�rii psihosociale a fost
identificat� �nc� de mult, acestea fiind de ordin informa�ional, aptitudinal ori
emo�ional (Heppner et al., 1988; Saka �i Gati, 2007; Salomone et al., 1984).

Discordan�ele � i incoeren�a dintre eul real �i eul ideal, dintre sfera personal�
�i cea social� a personalit�� ii, des constatat de cercet� tori (Wong, Reker � i
Peacock, 2006), respectiv str�nsa asociere a atitudinii centrate pe valori
(Kasser � i Ryan, 1996; Sheldon � i Kasser, 1998), a valorilor intrinseci
(Waterman, 2007), a proceselor emo�ional-intuitive ale autopercep�iei
(Heintzelman � i King, 2004; Hicks et al., 2010; Schlegel et al., 2009) cu
func�ionarea optim� a personalit�� ii, au readus �n prim plan veridicitatea abord�rii
existen�iale �n conceptualizarea � i interpretarea fenomenului indeciziei
voca�ionale. Aportul adus de orientarea existen�ial� �n reconsiderarea
fenomenului indeciziei voca�ionale reprezint�  importan�a acordat� dezvolt�rii
sferei valorice, ca mijloc de contrabalansare a lacunelor �n dezvoltarea
personalit�� ii.

Din perspectiva psihologiei existen�iale, criza decizional� exprim� o criz� a
autenticit�� ii (Waterman, 1990). Drept urmare, criza nu poate fi dep��it� f�r�
a g�si r�spuns personal la � ntrebarea: Cine sunt? Care �mi sunt nevoile,
trebuin�ele, dorin�ele? Care sunt scopurile mele personale? Am misiune �n
via��? Simt chemare pentru a sus�ine o cauz�? Cine doresc s� devin? Ocolirea
sau am�narea deciziilor voca� ionale ascunde incapacitatea de asumare a
responsabilit��ii personale, component� esen�ial� a autoexprim�rii, autoafirm�rii
(Waterman et al., 2003). Teama de libertate, care reflect� lipsa responsabilit�� ii
(Schwartz, 1990), trebuie �ntr-un final s� fie gestionat� pentru ca individul s�
fie st�p�n pe  propria via��. Dificult��ile asum�rii responsabilit�� ii deseori sunt
cauzate de probleme de ata� ament fa�� de p�rin� i (Tokar et al., 2003). De aici
poate fi dedus� � i lipsa ini�iativei �n explorare, am�narea angajamentului. Curajul
de a fi tu �nsu�i �n procesul devenirii personale (Hacker, 1994) se bate cap �n
cap cu frica de separare de spiritul culturii valorice a familiei.
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Angajamentul fa�� de scopuri le personale semnificative este postulat teoretic
(Frankl, 1963), c�t � i demonstrat empiric (Emmons, 2003) ca fiind o surs�
veritabil� a experien� ei sensului vie�ii p�n� � i la v�rsta adolescen �ei (Steger,
Bundick, Yeager, 2011). C�utarea sensului vie� ii, �n viziunea psihologiei
existen�iale, trebuie privit� ca o trebuin�� profund uman� , mobilul �ntregului
proces de deconstruc�ie � i reconstruc�ie al identit�� ii (Frankl, 1963), care
izvore� te din profundul caracter spiritual al fiin�ei umane � i ne �mpinge spre
�ndeplinirea a ceea ce ne este propriu. Reconfirmat� mai nou , din perspectiva
psihologiei cognitive, nevoia emergent� a fiin� ei umane pentru coeren�� � i
sens se poate deduce din caracterul specific al func�ion�rii cog nitive umane
(Heintzelman � i King, 2014). Scopurile � i coeren�a luate �mpreun� reprezint�
componentele principale ale experien�ei sensului vie�ii (Steger, 2012), nucleul
dur al unei vie�i �nfloritoare (Seligman, 2015).
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Rezumat
Dezvoltarea rezilien�ei educa�ionale este o necesitate �n societatea noastr�,
av�nd �n vedere c� elevii se confrunt� cu o multitudine de condi�ii  adverse � de
la factorii de risc individuali p�n� la cei de si stem �, care le afecteaz�
dezvoltarea �colar� �i profesional�. Elevii cu rezilien�� educa�ional� sunt cei
care ��i p�streaz� o motiva�ie de �nv��are �i o performan�� �colar� ridicat e �n
ciuda influen�ei condi�iilor de risc care �i fac vulnerabili e�ecului �colar.
Consilierea �colar� are un rol activ �i semnificativ �n dezvoltarea rezilien�ei
educa�ionale a elevilor, at�t prin interven�iile adresate direct acestora , c�t �i
prin programele adresate profesorilor �i p�rin�ilor, al�turi de activit��ile de
promovare a colabor�rii �coal�-comunitate.
Cuvinte-cheie: rezilien�� educa�ional�, elevi, consiliere �colar�, resurse .
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� educational 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 rezilien�� a reprezentat o tem� a cercet�rii �tiin�ifice �n ultimii
60 de ani, fiind o no�iune frecvent utilizat� at�t �n psihologie �i �tiin�ele educa�iei,
c�t �i �n economie, inginerie, ecologie �i medicin�. �n esen��, rezilien�a
reprezint� capacitatea unui sistem dinamic de a rezista sau de a-�i reveni �n
urma unor provoc�ri semnificative care �i amenin�� stabilitatea, viabilitatea
sau dezvoltarea (Masten, 2011).
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�n psihologie �i �tiin�ele educa�iei, cercet�rile asupra conceptului de rezilien��
psihologic� �i educa�ional�  au cunoscut o mare proliferare �n ultimele decenii
(Luthar, Cicchetti & Becker, 2000; Ahern, 2007; Sandoval-Hernandez & Cortes,
2012), fiind investigat modul �n care unele persoane reu�esc s� se adapteze
pozitiv �n ciuda adversit��ii, a traumelor �i factorilor de risc. Studiul rezilien�ei
corespunde unei schimb�ri actuale de paradigm�, focalizarea mut�ndu-se
de la negativ la pozitiv, de la reducerea simptomelor la promovarea s�n�t��ii
(Masten, 2011), de la factorii de risc la resursele care ajut� la dep��irea
efectelor negative ale acestora (Rutter, 2012).

Majoritatea defini�iilor rezilien�ei se focalizeaz� pe acele pattern-uri adaptative
ap�rute �n contextul unor adversit��i semnificative (Luthar, Cicchetti & Becker,
2000; Masten & Obradovi�, 2006), aceasta presupun�nd  existen�a a dou�
condi�ii: expunerea la factori de risc semnificativi �i ob�inerea unei adapt�ri
pozitive �n ciuda atacurilor majore la adresa procesului de dezvoltare.

Actualmente, cercet�rile pe aceast� tem� sunt focalizate pe procesul adaptativ,
rezilien�a nemaifiind �n�eleas� ca un set de competen�e individuale utilizate �n
condi�ii de stres, ci ca o calitate a interac�iunii dintre persoane �i mediul lor de
via��, o func�ionare optim� �n rela�ie cu mediul (Ungar, 2013). Rezilien�a implic�
deci un proces dinamic care presupune interac�iunea dintre procesele de risc �i
cele protective, interne �i externe, care pot modifica efectele unui eveniment de
via�� negativ (Ahern, 2007). Ea poate fi caracterizat� ca o abilitate a individului
de a-�i utiliza resursele, precum �i o capacitate a mediului de a furniza resurse
care s� protejeze persoana. Astfel, teoria rezilien�ei se transfer� �ntr-un context
ecologic, dep��indu-se conceptualizarea acesteia ca tr�s�tur� individual�.

Rezilien�a educa�ional�
Rezilien�a educa�ional�, academic� , a primit mai multe defini�ii de-a lungul
timpului, printre care �probabilitatea ridicat� de a ob�ine succes �colar �i alte
realiz�ri �n via�� �n pofida vulnerabilit��ilor personale sau a circumstan�elor
adverse provocate de experien�ele �i condi�iile de m ediu� (Wang, Haertel &
Walberg, 1994, p. 46), capacitatea de a atinge performan�a �colar� �n condi�iile
confrunt�rii cu factori de risc care amenin�� succesul �colar (Alva & Padilla,
1995) sau abilitatea de a face fa�� provoc�rilor �i presiunilor mediului �colar
(Fallon, 2010).

Succesul �colar este interpretat at�t ca un indicator al unei rezilien�e
psihologice ridicate (Kumpfer, 1999), c�t �i al acestui tip distinct de rezilien��,
cea educa�ional�. �ns� dac� succesul �colar poate fi identificat �i m�surat cu
u�urin��, circumstan�ele �i experien�ele adverse �i efectul lor asupra elevilor
nu pot fi conceptualizate, recunoscute �i evaluate �ntr-un mod unitar.
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�n literatura de specialitate, aceste condi�ii adverse care amenin�� succesul
�colar al elevilor sunt  numite factori de risc, �i anume acele caracteristici
genetice, biologice, demografice, comportamentale �i socioculturale care
influen�eaz� probabilitatea evolu�iei �colare eficiente a elevilor. Principalele
categorii de factori de risc identificate prin intermediul studiilor �tiin�ifice sunt
s�r�cia, violen�a comunitar� �i �colar�, bolile cronice, familiile monoparentale,
consumul de droguri, conflictele familiale, pierderea unei persoane dragi,
apartenen�a la o minoritate etnic� etc. (Masten & Powell,  2003; Waxman,
Gray & Padron, 2003; Cefai, 2008; Williams, 2011). Prezen�a factorilor de
risc nu garanteaz� apari�ia problemelor �colare sau comportamentale, �ns�
cresc probabilitatea manifest�rii unor astfel de dificult��i academice.

�n general, conceptul de rezilien�� educa�ional� nu este considerat drept un
atribut fix, ci o caracteristic� ce poate fi dezvoltat�, prin focalizarea pe factorii
modificabili, care au un impact asupra succesului �colar al elevului (Waxman,
Gray & Padron, 2003). Ace�ti factori sunt cunoscu�i �n literatura de specialitate
drept factori protectivi, implic�nd resurse personale, familiale �i institu�ionale,
iar cunoa�terea lor are o importan�� foarte mare pentru construirea unor strategii
eficiente de interven�ie �n vederea dezvolt�rii rezilien�ei educa�ionale a elevilor.
Un model reprezentativ al rezilien�ei educa�ionale este cel construit de Silas
Casillas �n 2008, �n cadrul c�ruia autorul a identificat patru mari categorii de
factori protectivi, care sprijin� elevii afla�i �n situa�ii de risc pentru atingerea
succesului �colar  (Sandoval-Hernandez & Cortes, 2012):
1) factori personali � �ncrederea �n sine �i motiva�ia pentru �nv��are;
2) factori familiali � sprijinul emo�ional, sprijinul material �i modelul personal

de rezilien�� educa�ional�;
3) factori �colari � sprijinul emo�ional/recunoa�terea social�, sprijinul logistic/

managementul administrativ, rela�ia profesor-elev/modelul personal oferit
de profesori;

4) factori comunitari � infrastructura necesar� procesului educa�ional .

Conform autorului, resursele personale au cea mai mare importan�� �n atingerea
�i men�inerea rezilien�ei educa�ionale, acestea fiind esen�iale �i obligatorii �n
procesul de adaptare eficient� la condi�iile adverse. Astfel, chiar dac� ar exista
celelalte trei categorii de factori protectivi, ace�tia nu ar favoriza atingerea
succesului �colar �n lipsa celor de natur� personal�.

�ncrederea �n sine, prima resurs� personal� men�ionat� de Casillas, implic�
�n special procesul prin care elevul ��i �nt�re�te ima ginea de sine ca persoan�
rezilient� din punct de educa�ional, fiind asociat� cu experien�ele �colare
anterioare. A doua resurs�, motiva�ia pentru �nv��are, are la baz� valoarea
acordat� educa�iei �i se manifest� prin implicarea perseverent� �n activit��ile



considerate a conduce la succesul �colar. De asemenea, factorii personali
influen�eaz� �i modul �n care sunt accesa�i factorii familiali, �colari �i comunitari,
dar �n acela�i timp ace�ti a conduc la configurarea resurselor personale.
Al�i autori au accentuat importan�a factorilor protectivi proveni�i din mediul
familial, �colar �i comunitar asupra rezilien�ei elevilor, reg�si�i �n special �n
specificul interac�iunii elevului cu aceste resurse (Bronfrennber, 1979; Tufi�,
2008; Cunningham & Swanson, 2010). Sunt men�iona�i factori adi�ionali:

familiali � prezen�a unei rela�ii suportive cu cel pu�in un adult, consilierea ,
comunicarea, respectul �i monitorizarea din partea p�rin�ilor, existen�a
unui mediu familial reglementat �i a unor a�tept�ri �nalte , dar realiste, �n
leg�tur� cu performan�ele �colare ale elevului, coeziunea familial�,
responsabilizarea copilului;
�colari � atitudinea suportiv� a profesorilor, existen�a oportunit��i lor de a
participa la activit��i extra�colare semnificative , mediul clasei organizat,
sigur �i pozitiv, profesori bine preg�ti�i din punct de vedere psihopedagogic,
curriculumul relevant �i riguros, �n concordan�� cu interesele elevilor,
existen�a unor servicii de suport �i consiliere;
comunitari � existen�a unor facilit��i recrea�ionale, educa�ionale �i medicale
accesibile �i sigure, re�ele de organiza�ii care ofer� consiliere �i sprijin:
biserici, organiza�ii nonguvernamentale etc., ocazii de implicare activ� �n
via�a comunit��ii  (Williams, Greenleaf, Albert & Barnes, 2014).

Relevan�a factorilor de mediu familial, �colar �i comunitar este direct
propor�ional� cu percep�ia subiectiv� a elevilor �n leg�tur� cu ace�tia, precum
�i cu capacitatea acestora de a accesa resursele externe disponibile. �n
acest sens, studiile au eviden�iat faptul c� elevii rezilien�i ��i percep mai favorabil
clasele din care fac parte dec�t cei cu un nivel sc�zut de rezilien��
educa�ional� , ei ��i percep profesorii ca av�nd a�tept�ri mai �nalte de la ei, ca
oferindu-le mai multe feedback-uri �i indica�ii eficiente  (Waxman, Gray &
Padron, 2003). Elevii rezilien�i ��i percep clasa ca fiind mai organizat� �i
activit��ile educa�ionale mai satisf�c�toare. Ace�ti factori au o natur� subiectiv�
�i se asociaz� cu ceilal�i factori protectivi specifici func�ion�rii psihice �i
personalit��ii elevilor rezilien�i, anterior men�iona�i. Prin urmare, modalitatea
�n care elevii experimenteaz� cognitiv �i afectiv realitatea �colar� are un impact
semnificativ asupra nivelului lor de adaptare �i de dep��ire a situa�iilor adverse.

Consilierea �colar�

Consilierea �colar� reprezint� una dintre cele mai eficiente activit��i
educa�ionale care promoveaz� �i dezvolt� rezilien�a educa�ional� a elevilor
afla�i �n diverse situa�ii de risc. Ea este definit� drept o rela�ie interuman� de
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asisten�� �i suport dintre o persoan� specializat� �n psihologia �i consilierea
educa�ional� (profesor) �i grupul de elevi , �n scopul dezvolt�rii personale �i
preven�iei situa�iilor problematice �i de criz� (B�ban, 2003). Consilierea �colar�
reprezint� un demers calificat, organizat pe principii �tiin�ifice, care permite
acordarea unei asisten�e de specialitate acelor persoane implicate �n procesul
educa�ional (elevi, studen�i, cadre didactice, p�rin�i, dirigin�i) ( Dumitriu &
Dumitriu, 2004).

Conform lui B� ban (2003), scopul fundamental al consilierii �colare este
func�ionarea psihosocial� optim� a persoanei/grupului, ace asta fiind realizat�
prin atingerea urm�toarelor obiective:
1. promovarea s�n�t��ii �i a st�rii de bine � somatic, mintal, emo�ional, social

�i spiritual;
2. dezvoltarea personal� � cunoa�terea de sine, imaginea de sine, rela�ionare a

interpersonal� armonioas�, tehnici de �nv��are eficiente, op�iuni voca�ionale
realiste;

3. preven�ia dispozi�iei afective negative, a ne�ncrederii �n sine, a
comportamentelor de risc, a conflictelor interpersonale, a dificult��ilor de
�nv��are, a dezadapt�rii �colare �i sociale.

Consilierea �colar� este o modalitate de interven�ie educa�ional� prin care
pot fi dezvolta�i factorii protectivi care asigur� o rezilien�� educa�ional� crescut�
a elevilor. Obiectivele consilierii �colare enumerate mai sus implic� �n mod
indirect �i dezvoltarea capacit��ii elevilor de a dep��i diversele situa�ii adverse
cu care ace�tia se confrunt� . �ns� este necesar s� fie construite planuri �i
programe centrate �n principal pe dezvoltarea rezilien�ei educa�ionale a elevilor,
av�nd �n vedere c� exist� multiple �i diverse situa�ii de vulnerabilitate �i risc
educa�ional. Principalul argument al acestei necesit��i rezid� �n superioritatea
interven�iei preventive �n detrimentul celei reparatorii. Este vorba despre
schimbarea de paradigm� amintit� anterior , despre centrarea pe formarea
competen�elor care asigur� succesul �colar, f�r� a se ignora �ns� strategiile
eficiente de remediere a e�ecului �colar.

�n acest sens, profesorii consilieri �colari au un rol esen�ial �n sprijinirea elevilor
afla�i �n situa�ii de risc, interven�iile put�ndu-se realiza la toate palierele activit��ii
specifice � �n consilierea individual�, de grup sau la clas� a elevilor, �n
consilierea p�rin�ilor, a cadrelor didactice sau �n adaptarea organiza�iei �colare
la nevoile educa�ionale ale elevilor, �n construirea unor parteneriate �coal�-
familie-comunitate care s� ofere oportunit��i de dezvoltare elevilor vulnerabili.
Interveniile de cre�tere a rezilienei educaionale trebuie adaptate profilului
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specific al elevilor, �in�ndu-se cont de caracteristicile psihologice �i
educa�ionale, de vulnerabilit�� i �i resurse, de motiva� ia de �nv��are, de
particularit�� ile clasei de elevi, ale familiilor de provenien�� �i ale comunit�� ii.
Rolul consilierii �colare �n dezvoltarea rezilien�ei educa�ionale a elevilor  poate
fi reliefat prin trecerea �n revist� a obiectivelor specifice ale activit�� ii.

Consilierea �colar� centrat� pe dezvoltarea rezilien� ei educa�ionale a elevilor
trebuie s� aib� �n vedere urm�toarele direc� ii:

a. Dezvoltarea �i promovarea caracteristicilor individuale care faciliteaz�
rezilien�a educa�ional� a elevilor
A�a cum am men�ionat anterior, rezilien�a educa�ional� este sus�inut� puternic
de factori protectivi individuali, de tr�s�turi cognitive, afective �i de personalitate
care influen�eaz� pozitiv modul �n care un elev abordeaz� activitatea �colar�
�n condi�iile existen�ei factorilor de risc. Pe l�ng� importan�a �ncrederii �n sine
�i a motiva�iei pentru �nv��are , identificat� de Casillas �n 2008 (Sandoval-
Hernandez & Cortes, 2012), �n literatura de specialitate mai sunt men�ionate
�i alte resurse personale, precum nivelul de inteligen�� �i abilitatea dezvoltat�
de rezolvare a problemelor, locul intern al controlului, optimismul, perseveren�a
�i stabilitatea emo�ional� (Tiet, Huizinga & Byrnes, 2010; Ungar & Liebenberg,
2011), asertivitatea, creativitatea, flexibilitatea, autonomia, adaptabilitatea,
abilit��ile de via��, sim�ul umorului  (Henderson, 1999).

Multe dintre aceste caracteristici individuale de tip resurs� pot reprezenta
obiectivul at�t al unui program de consiliere  individual�, c�t �i a l unor programe
de consiliere de grup sau la clas�. Consilierii �colari sunt specializa�i �n
proiectarea �i implementarea unor programe de interven�ie centrate pe
dezvoltarea majorit��ii tr�s�turilor enumerate , �n urma evalu�rii specificului
psihopedagogic al fiec�rui elev/grup de elevi. Dezvoltarea rezilien�ei
educa�ionale poate reprezenta obiectivul principal sau cel secundar al
interven�iilor de consiliere �colar�, �n ambele cazuri fiind util ca elevii s� fie
ajuta�i s� ��i cunoasc� propria rezilien�� �i resursele pe care se pot sprijini.
Este important de subliniat faptul c� astfel de interven�ii psihopedagogice au
at�t efecte pozitive imediate asupra dezvolt�rii elevilor, c�t  �i efecte pe termen
lung, prin consolidarea rezisten�ei la e�ec, la stres �i la situa�ii problematice.
�n literatura de specialitate se eviden�iaz� importan�a centr�rii pe resurse �i
pe punctele tari, �n detrimentul abord�rii vulnerabilit��ilor (Williams, Greenleaf,
Albert & Barnes, 2014). �n acela�i timp , �ns�, este nevoie de o cunoa�tere
aprofundat� a factorilor de risc care amenin�� traseul educa�ional al elevilor,
care poate fi ob�inut� prin construirea unei rela�ii autentice cu ace�tia, cu
familiile lor �i cu actorii comunitari reprezentativi.
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b. Facilitarea unei colabor�ri c�t mai str�nse �ntre familie-�coal�-
comunitate, �n vederea accesibiliz�rii resurselor oferite de acestea
Profesorul consilier �colar �ndepline�te de multe ori o func�ie de mediator �i
de liant �ntre cele trei entit��i, �nlesnind comunicarea nevoilor, a�tept�rilor sau
a ini�iativelor. Consilierul �colar poate cunoa�te �ndeaproape condi�iile de via��
�i de �nv��are ale unui elev/grup de elevi, poate interveni �n vederea optimiz�rii
rela�iei elev-p�rinte, poate intermedia rela�ia elev-familie-institu�ie �colar� prin
abordarea situa�iilor concrete �mpreun� cu educatorii, �nv���torii, profesorii
dirigin�i �i consiliul clasei. A�a cum am men�ionat anterior, rezilien�a
educa�ional� este v�zut� at�t din perspectiva resurselor personale, dar �i din
perspectiva abilit��ii de accesare a suportului familial �i institu�ional, �n caz
de nevoie. �n sprijinul succesului educa�ional al elevilor, consilierea �colar�
este activitatea predilect� prin care:

p�rin�ii sunt ajuta�i s� identifice cele mai potrivite modalit��i de rela�ionare
eficient� cu copiii, de a-i cunoa�te, de a-i sprijini dar �i de a crea un cadru
educativ cu limite clare, de a aplica disciplinarea pozitiv�;
p�rin�ii sunt ajuta�i s� ��i formeze re�ele de suport la care s� apeleze
atunci c�nd ei sau copiii lor trec prin momente dificile sau atunci c�nd
rela�ia lor are de suferit � grupuri de p�rin�i, servicii sociale, servicii de
specialitate, organiza�ii non-guvernamentale;
profesorii de la clas� sunt ajuta�i s� identifice nevoile educa�ionale ale
elevilor �i s� ��i adapteze �i s� ��i individualizeze interven�iile educa�ionale
pentru a eficientiza actul de predare-�nv��are-evaluare;
profesorii de la clas� ofer� suport emo�ional �i moral elevilor, ajut�ndu-i s�
��i dezvolte o personalitate armonioas� ;
profesorii de la clas� �i profesorii dirigin�i sunt ajuta�i s� construiasc�
mediul de �nv��are optim pentru nevoile educa�ionale ale elevilor;
profesorii dirigin�i sunt ajuta�i s� construiasc� activit��ile de consiliere �i
orientare �i activit��ile extracurriculare care s� creasc� disponibilitatea
elevilor de a accesa �n mod eficient resursele institu�ionale �i comunitare
necesare succesului lor �colar �i profesional.

Profesorul consilier �colar poate interveni �n vederea adapt�rii institu�iei �colare
la nevoile educa�ionale ale elevilor prin sus�inerea �i promovarea unor valori
organiza�ionale bazate pe grij� �i suport pentru fiecare elev, a unor programe
�i proiecte care s� implice familia �n activit��ile �colare �i care s� creeze
oportunit��i de experien�e pozitive �i hr�nitoare pentru beneficiarii serviciilor.
Pot fi implementate strategii care s� amelioreze climatul �colar �i care s�
transforme �colile �n locuri �n care elevii pot rela�iona autentic cu adul�i implica�i,
dedica�i, suportivi. �n acest sens, trebuie reamintit faptul c� mediul �colar
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care sprijin� rezilien�a educa�ional� este un mediu cu reguli �i norme clare,
bazat pe disciplin� �i siguran��.

De asemenea, profesorul consilier �colar se poate implica activ �n atragerea
�i ini�ierea de proiecte educative �n parteneriat cu diverse institu�ii locale,
na�ionale �i interna�ionale, organiza�ii non-guvernamentale, institu�ii culturale
sau al�i actori sociali, prin care elevii s� poat� cunoa�te  activitatea unui num�r
ridicat de profesii, s� con�tientizeze disponibilitatea �i accesibilitatea acestora
�n solu�ionarea diverselor situa�ii problematice �i s� aib� experien�e educative
non-formale variate.

c. Adoptarea unui model general de consiliere centrat pe dezvoltarea
rezilien�ei
Activitatea de consiliere �colar� este realizat� �n mod direct de c�tre profesorul
consilier �colar �i de c�tre profesorii dirigin�i, �ns� to�i actorii educa�ionali pot
adera la un model de sprijin al rezilien�ei educa�ionale a elevilor, fie c� vorbim
de personalul didactic auxiliar sau de cel nedidactic. Toate persoanele care
intr� �n contact cu elevii vulnerabili sau expu�i factorilor de risc trebuie s�
cunoasc� �i s� implementeze principiile sprijinirii capacit��ii acestora de a
face fa�� dificult��ilor prin care  ei trec. Astfel, consilierea �colar� poate fi utilizat�
pentru promovarea modelului de contact �i ac�iune centrat pe dezvoltarea
rezilien�ei, precum �i pentru antrenarea diver�ilor factori �colari �n sus�inerea
unei rela�ii de suport cu elevii.

�n acest sens, Henderson �i Milstein (2003) au construit un model centrat pe
dezvoltarea rezilien�ei educa�ionale �n �coli numit �Roata rezilien�ei �n �ase
pa�i �. Acesta descrie at�t atitudinile pe care profesorii �i tot personalul �colar
trebuie s� le adopte �ntr-o �coal� care sprijin� rezilien�a educa�ional�, c�t �i
structura �colii, necesar� construirii unui mediu suportiv �i  sigur, astfel:

Pasul 1 � �ncurajarea rela�iilor emo�io nale apropiate.
Elevii au nevoie de persoane �n care s� aib� �ncredere �i c�rora s� le poat�
cere ajutorul atunci c�nd au nevoie, evit�ndu-se astfel izolarea  �i sentimentul
de alienare.Av�nd �n vedere c� rela�iile emo�ionale apropiate au la baz� criterii
complexe �i variate, cu c�t sunt implicate mai multe persoane �n sprijinirea
rezilien�ei educa�ionale a elevilor, cu at�t exist� mai multe �anse ca ei s� se
simt� suf icient de confortabil pentru a-�i �mp�rt��i dificult��ile �i pentru a cere
ajutor. Elevii au nevoie de activit��i multiple �i variate, at�t �n �coal� , c�t �i �n
afara ei, pentru a-�i dezvolta re�eaua social� de suport. �n acest sens sunt
indicate activit��ile sportive, muzicale, comunitare, dar �i activit��ile care implic�
�n mod direct participarea p�rin�ilor.
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Pasul 2 � stabilirea unor reguli �i limite clare �i constante.
Elevii vulnerabili au nevoie de un mediu sigur �i previzibil, iar acesta nu poate
exista f�r� o reglementare riguroas�. Este bine ca regulile s� fie cunoscute �i
�n�elese de c�tre to�i actorii �colari, iar stabilirea lor s� implice �n mod direct
elevii, inclusiv alegerea comportamentelor nepermise �i a consecin�elor
administrate. De asemenea, se recomand� activit��i periodice de con�tientizare
a utilit��ii regulilor asumate �i de sprijinire a elevilor care au dificult��i �n urmarea
lor. Sistemul de reguli nu trebuie s� pun� accent pe sanc�iuni, ci pe asistarea
elevilor �n evitarea comportamentelor nocive.

Pasul 3 � dezvoltarea abilit��ilor de via��.
Principalele abilit��i de via�� asociate cu rezilien�a sunt autocunoa�terea �i
gestionarea emo�iilor, luarea deciziilor �i rezolvarea de probleme, comunicarea
eficient� �i integrarea social� �i profesional�. Formarea acestor abilit��i de
via�� reprezint� obiective adiacente actului instructiv-educativ, �ns� ele pot fi
dezvoltate activ prin implementarea unor tehnici de �nv��are �i a unor activit��i
educative non-formale centrate pe cooperare �i lucru �n echip�, pe exprimare
de sine �i pe asumarea deciziei. Cercet�rile au demonstrat faptul c� elevii
�nva�� cel mai bine aceste abilit��i de via�� de la cei de aceea�i v�rst� (Botvin
& Botvin, 1992), �i de aceea elevii sunt cei mai buni mesageri ai strategiilor
de preven�ie �i de interven�ie.

Pasul 4 � acordarea de grij� �i suport.
Conform lui Henderson �i Milstein (2003), acest pas este cel mai important
pentru dezvoltarea rezilien�ei educa�ionale �n �coli, presupun�nd focalizarea
aten�iei educative pe fiecare elev �n parte. Este vorba de cunoa�terea nevoilor
educa�ionale ale tuturor elevilor �i construirea activit��ilor de �nv��are potrivite
�i pentru cei mai pu�in activi, mai nesiguri sau poate mai opozan�i. To�i elevii
au nevoie de succes �colar pentru a fi motiva�i s� �nve�e mai mult �i pentru a-
�i �nt�ri stima de sine, iar acest lucru se ob�ine �n mod autentic prin
individualizarea sarcinilor de lucru conform nivelului �i poten�ialului fiec�ruia.
Grija �i suportul presupun crearea cadrului �n care fiecare elev s� fie provocat
s�-�i descopere motiva�ia de a �nv��a �i de a se dezvolta.

Pasul 5 � stabilirea �i comunicarea unor a�tept�ri �nalte.
A�tept�rile �nalte din partea adul�ilor s-au dovedit a fi un factor semnificativ �n
promovarea rezilien�ei educa�ionale a elevilor, aduc�nd o motiva�ie �n plus �n
dep��irea dificult��ilor  �nt�lnite . A�tept�rile �nalte nu presupun atingerea
acelora�i standarde de c�tre to�i elevii, ci individualizarea acestora �n func�ie
de aptitudini, tip de inteligen��, stil de �nv��are �i interese specifice. Strategiile
educa�ionale care comunic� a�tept�ri �nalte trebuie bazate pe cooperare �i
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nu pe competi�ie �i trebuie s� formeze responsabilitatea elevului de a �nv��a,
de a se implica activ �n propria dezvoltare �colar� �i profesional�, bazat� pe
motiva�ie intrinsec� �i interes ul pentru anumite domenii.

Pasul 6 �  asigurarea unor oportunit��i de participare semnificativ�.
Fundamentul acestui pas este reprezentat de atitudinea conform c�reia elevii
au resurse pentru a se dezvolta educa�ional �i trebuie identificat� combina�ia
potrivit� de factori pentru a-i sprijini s� aib� succes �colar. Elevii �nva��
implic�ndu-se �n activit��i �i experien�e diverse, iar �coala �mpreun� cu familia
�i comunitatea le pot oferi alternative �i �anse de a-�i reg�si pasiunile �i
aptitudinile prin organizarea unei palete c�t mai variate de activit��i educative
formale, non-formale �i informale.

Concluzii

Rezilien�a educa�ional� este o necesitate �n societatea noastr�, av�nd �n
vedere c� elevii se confrunt� cu o multitudine de condi�ii care le afecteaz�
dezvoltarea �colar� �i profesional� � de la factorii de risc individuali p�n� la
cei de sistem. Elevii cu rezilien�� educa�ional� sunt cei care ��i p�streaz� o
motiva�ie de �nv��are �i o performan�� �colar� ridicat e �n ciuda prezen�ei
condi�iilor de risc care �i fac vulnerabili e�ecului �colar. Din p�cate , �ns� , o
multitudine de elevi nu reu�esc s� dep��easc� adversit��ile cu care se
confrunt� �i abandoneaz� sistemul educa�ional care nu le ofer� mediul, ajutorul
�i oportunitatea de a �nv��a cum s� aib� rezultatele scontate.

Consilierea �colar� are un rol activ �i semnificativ �n dezvoltarea rezilien�ei
educa�ionale a elevilor, at�t prin interven�iile adresate direct acestora, c�t �i
prin cele adresate profesorilor, p�rin�ilor �i prin activit��ile de promovare a
colabor�rii �coal�-c omunitate.Av�nd �n vedere existen�a unui num�r ridicat
de elevi care au nevoie s� ��i dezvolte rezilien�a educa�ional�, este nevoie ca
tot mai mul�i speciali�ti s� se familiarizeze cu acest concept �i cu modalit��ile
concrete de promovare a acestuia �n mediul �colar.

�n literatura de specialitate se reg�sesc multiple programe construite �n vederea
dezvolt�rii rezilien�ei prin intermediul consilierii �colare (Cefai, 2008; Williams,
Greenleaf, Albert & Barnes, 2014), acestea organiz�ndu-se cu participarea
tuturor actorilor educa�ionali: elevi, profesori, p�rin�i, comunitate. �ns� , trebuie
�inut cont de faptul c� �colile �i clasele sunt sisteme sociale complexe,
programele de promovare �i dezvoltare a rezilien�ei trebuind adaptate la
particularit��ile specifice contextuale. Prin urmare, proiectarea unei interven�ii
centrate pe dezvoltarea rezilien�ei educa�ionale a elevilor trebuie s� �in� cont
de v�rst�, de provenien�a socio-cultural�, de particularit��ile psihologice, de
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aspira�iile, a�tept�rile, temerile, valorile �i modelele elevilor. �n acest sens,
este nevoie de studii �i cercet�ri aprofundate pentru a fi identificate modalit��ile
specifice care se dovedesc eficiente �n sprijinirea educa�ional� a elevilor rom�ni.
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Rezumat
Din perspectiva valorilor, educa�ia implic� dou� laturi complementare, una
antropologic� �i cealalt� ac�ional� . Atitudinile � i valorile religioase apar�in
domeniului afectiv. Acestea sunt unit�� i decompozabile, greu de evaluat.
Matricea cu nivelurile date de rezultatele �nv���rii este o propunere pentru o
posibil� gril� de evaluare apreciativ-calitativ� pozitiv� propus� spre utilizare �n
educa�ia religioas� . Fiecare dintre niveluri este definit printr-un set de descriptori
care indic� rezultate  ale �nv���rii relevante pentru competen� ele
corespunz�toare nivelului respectiv.
Cuvinte-cheie: evaluare, educa�ie religioas�, rezultatele �nv���rii,  niveluri de
apreciere, matrice.
R�sum�
L��ducation comprend deux parties compl�mentaires, l�une anthropologique
et autre expressive (manifeste). Les attitudes et les valeurs religieuses sont
font partie du domaine affectif. Le table avec les niveaux donn�es des r�sultats
d�apprentissage est une proposition pour une possible grille d��valuation
appr�ciatif-qualitative positive (pour montrer ce qu�il faut corrig�) dans
l��ducation religieuse. Chaque niveau est d�fini d�un ensemble de descripteurs
quels indiquent les r�sultats d�apprentissage rel�ve pour les comp�tences
apropri� du niveau respectif.
Les mots-cl� : �valuation, �ducation religieuse, r�sultats d �apprentissage,
niveaux d�appr�ciation, table des niveaux.

Educa� ia religioas�  �n rela� ie cu poten� ialit�� ile ereditare � i cu
influen�ele mediului

Din perspectiva idealului asumat, educa�ia urm�re� te formarea unei
�personalit��i integral-voca�ionale �i creatoare, capabil� s� exercite �i s� ini�ieze
roluri sociale �n concordan�� cu propriile aspira�ii � (Nicola, 1996, p. 17),
implic�nd  dou� laturi complementare, una antropologic� �i cealalt� ac�ional�
(mafinest�) .
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Prima se refer� la des�v�r�irea personalit��ii, la dez voltarea acesteia prin
asimilarea valorilor culturale fundamentale �i stimularea pe aceast� baz� a
calit��ilor general-umane ( competen�e, aptitudini, atitudini, interese, motiva�ii
etc). Este latura care faciliteaz� conturarea individualit��ii uman e � i contribuie
la accentuarea �personaliz�rii� sale. Din aceast� perspectiv�, evaluarea
urm�re� te transformarea, cre� terea. Cealalt� latur� urm�re� te implicarea �n
mod creator �i cu un randament sporit  (autonomie � i responsabilitate,
interac�iune social�, dezvoltare personal� �i profesional�). �n aceast� privin��
evaluarea asigur� certificarea, confi rmarea, atingerea standardelor. Dac�
referen�ialul este dat de obiectivarea orient�rilor valorice ale educa�iei (finalit�� ile
educa�iei), evaluarea cap�t� valen� ele necesare finalit��i lor de tip proiect
(scopurile pedagogice, obiectivele generale ale sistemului de �nv���m�nt ) sau
ale finalit��i lor de tip produs (obiectivele specifice procesului de �nv���m�nt,
obiectivele opera�ionale).

Procesul de dezvoltare uman� , �n general, este un proces complex, de trecere
de la inferior la superior, de la simplu la complex, de la vechi la nou, printr-o
succesiune de etape, de stadii, fiecare etap� av�nd, dincolo de acumul�ri
cantitative, un specific calitativ propriu. Pe cale genetic� este transmis un
complex de predispozi�ii sau poten�ialit��i. Din aceast� perspectiv�,  educa�ia
religioas� este constituit� din transferuri � i �nsu� iri ale valorilor � i atitudinilor
p�rin� ilor, familiei, acestea exprim�ndu-se �n diferite momente ale vie �ii sau
r�m�n �nd  �n stare latent�, �n absen�a unor factori activizatori . Unele aspecte
ale vie�ii psihice sunt puternic determinate ereditar (temperament, aptitudini,
emotivitate), iar altele mai pu�in (caracter, voin�� , atitudini).

Mediul, ca factor al dezvolt�rii psihice, este �i mai profund implicat �n devenirea
psihic� uman�, oferind materialul de construc�ie. �n sens larg, mediul cuprinde
ansamblul elementelor naturale, sociale, culturale ce ne �nconjoar� �i cu
care omul este �n interac�iune permanent�, pe tot parcursul vie�ii sale. Factorii
de mediu ac�ioneaz� �n anumi te contexte sau cadre sociale � grupurile
familiale, de joc, de �nv�� are � care constituie �i ele tot at�tea medii  cu
caracteristici proprii. Dintre ace� tia, planul factorilor de ordin social (proximal
sau distal) este, al�turi de educa�ie, foarte important �n dezvotarea psihic� a
omului (familia, grupul de prieteni, contextul cultural al existen�ei persoanei �i
sistemul rela�iilor sociale �n general). �n ceea ce prive� te educa�ia religioas� ,
accentul se pune nu pe simpla prezen�� sau absen�� a factorilor de mediu, ci
pe m�sura �i modul de interac�iune al elevului cu ace�tia .

Din perspectiva contextului cultural � i social �n care tr�ie� te persoana,
devenirea uman� este privit� din dou� direc�ii: una apar�ine behaviorismului,
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care sus�ine ideea c� dezvoltarea omului este �n cea mai mare m�sur� un
rezultat al influen�ei mediului, iar cea de-a doua este nativismul, ai c�rei
sus�in�tori considerau c� dezvoltarea urmeaz�, �n principal, ac�iunii genelor
�i cromozomil or.

�ntr-o interac�iune �i unitate corelat�, ereditatea �i mediul promoveaz�
dezvoltarea omului, realizat�, nu la modul spontan, ci �ntr-o structur� cu func� ie
con�tient� , un factor determinant �n formarea omului: educa�ia. �n cadrul
acesteia, educa�ia religioas� abordeaz� integrativ multe dintre poten�ialit�� ile
� i dispozi�iile persoanei umane.

Educa�ia religioas�  din perspectiva taxonomic�  a domeniului afectiv

Aspecte specifice
Latura ac�ional�, manifest� , a educa�iei conduce spre o evaluare dat� de
finalitatea de tip produs (obiectivare, opera�ionalizare, atomizare). Vorbind
despre taxonomii/taxologii, sunt remarcabile ��ncerc�rile de integrare a
diferitelor taxonomii, mai �nt�i �n�untrul fiec�rui domeniu, iar apoi  �n ansamblu�
(De Landsheere, 1979, p. 198) � i este de dorit realizarea idealului de �taxonomie
unic�, polivalent�� (Stanciu, 2003).

Pe l�ng� interesul major alocat dezvolt�rii cognitive, este de comun acceptat
c� exist� o �nv�� are de tip afectiv, care const� �n dezvoltarea caracterului � i a
con� tiin�ei. Dificultatea abord�rii domeniului vine din faptul c� aceste achizi� ii
�nu permit detalieri �n unit�� i decompozabile, observabile direct � i exprimabile,
(...) neput�nd fi surprinse u � or dinamica �i fenomenologia form�rii credin�ei
religioase la o persoan� � (Cuco� , 2009, p. 233), �tiut fiind faptul c� obiectivele
comportamentale constituie adev�rate simboluri care ar trebui s� pun� �n
eviden�� anumite capacit��i dinamice (manifestate).

Taxonomia lui D. R. Krathwohl pentru domeniul afectiv adopt� drept criteriu
de clasificare interiorizarea. Dificult��ile de elaborare a taxonomiilor acestui
domeniu sunt legate de imprecizii conceptuale (caracterul s�u abstract,
general), de distinc�iile dintre domeniile cognitiv �i afectiv, de anumite obstacole
de ordin cultural (zona sentimentelor este considerat� drept cea mai tainic� a
personalit��ii), de ignorarea achizi�iilor �n domeniul procesului de �nv��are
afectiv�, de insuficien�a instrumentelor de m�sur� (conceptul de interiorizare
nu este deloc opera�ionalizat, se recurge, de obicei, la probe indirecte).
Aprecierile pot fi f�cute din perspect iva criteriului/ principiului de clasificare:
principiul interioriz�rii este folosit pentru a explica clasificarea legat� de acest
domeniu; s-a propus un paralelism �ntre domeniile cognitiv �i afectiv; se cunosc
�i  �ncerc�ri de opera�ionalizare (Metfessel et al., �n Kibler, 1970). Atitudinile � i



valorile religioase sunt cuprinse �n domeniul afectiv, acela al �obiectivelor care
pun �n relief un sentiment, o emo�ie, o idee de acceptare sau refuz. Obiectivele
afective variaz� de la simpla luare �n considera� ie a fenomenelor de alegere,
p�n� la calit�� ile complexe, dar coerente, ale caracterului sau con� tiin�ei.
Trecerea �n revist� a intereselor, a atitudinilor, a aprecierilor, a valorilor, a
emo�iilor �i a prejudec��ilor ne furnizeaz� numeroase obiective de acest ordin�
(Bloom � i Kratwohl, 1970, p. 7).

Aceasta nu �nseamn� c� asist�m la o separare artificial� a obiectivelor cognitive
de cele afectiv-emo�ionale ale �nv���rii, ele � mpletindu-se mereu unele cu altele
(Gingras, 1975). �n opinia lui J.-M. Gingras, fiecare dintre cele cinci niveluri
ale taxonomiei obiectivelor pedagogice din domeniul afectiv-emo�ional
identificate de B. Bloom �i colaboratorii s�i comport� nuan� e.

�n acela� i sens, despre schema lui Bloom, C. Cuco�  face men�iunea c�
fiecare etap� presupu ne subcategorii (Cuco� , 2009). Primul nivel presupune
receptarea sau concentarea asupra valorii oferit� de diverse fenomene sau
stimuli (de exemplu, con� tiin�a experien�ei poetice sau a substratului religios
dintr-o icoan�, fragment muzical ori alt stimul religios).  Al doilea nivel este cel
al r�spunsului afectiv con� tient, activ �i deliberat la un fenomen (asentimentul);
�n acest stadiu, elevul dep�� e� te simpla percep�ie �i se angajeaz� �n activitatea
propus� � i simte treptat satisfac�ie �n a face (de exemplu, dorin�a de r�sp uns
� i satisfac�ia r�spunsului � n plan emo�ional, vibrarea).

Nivelul al treilea se refer� la evaluarea, valorizarea prilejuit� de un fenomen
sau comportament. Este momentul �n care, interioriz�nd, elevul d� valoare
personal� la ceea ce a primit (accept� valoarea, se angajeaz� , ��i asum� s�
apere �i s� promoveze ceea ce devine pentru el o valoare integrat� ). La al
patrulea nivel este cel al organiz�rii /aranj�rii valorilor interiorizate; pe m�sur�
ce, de-a lungul �nv���rii, valorile sunt acceptate � i asumate, ele contribuie,
preval�nd asupra altora, la construirea sistemului de valori personal. La acest
punct de discu�ie se remarc� faptul c�, pe m�sur� ce se ajunge la nivelurile
superioare ale taxonomiei obiectivelor pedagogice din domeniul afectiv, elevul
are con� tiin�a clar�  a faptelor �i un sistem de valori coerent, f�c�ndu-se din
ce �n ce mai mult apel la procese cognitive complexe de analiz�, sintez� � i
evaluare. Domeniile cognitive � i afective sunt astfel legate, �nc�t acestea devin
greu de separat (Kratwohl et al., 1964).

Cel din urm� nivel, cel al caracteriz�rii printr-o valoare sau un sistem  (ansamblu)
de valori, este etapa �n care valorile interiorizate de elev ajung s�-l caracterizeze
pe acesta. Elevul ajunge la atitudini, comportamente � i viziuni de via�� proprii,

50 ABORD�RI TEORETICE



care �i definesc existen�a, modul de a fi � i filosofia de via��  (de exemplu,
filosofia existen�ial� religioas� ) (Gingras, 1975; Cuco� , 2009).

Dup� taxonomia lui Louis D� Hainaut, considerat� de 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
con� tient de o situa�ie socio-afectiv�; a da o explica� ie propriului
comportament socio-afectiv; a generaliza o experien�� socio -afectiv� ;
a aplica o valoare/convingere socio-afectiv� prin capacitate a de: a aplica
pasiv valori � i convingeri; a aplica poten�ial valori � i convingeri; a aplica
efectiv valori � i convingeri;
a combina � i ierarhiza valori/convingeri socio-afective prin capacitatea de:
a combina � i a ierarhiza valori compatibile; a rezolva conflicte �ntre valori
incompatibile.

Pentru domeniul afectiv se au �n vedere etapele implicate de interiorizarea
unei recept�ri (recunoa�terea �i �nsu�irea unei reguli, norme sau atitudini de
comportare, de raportare la frumos sau adev�r), promovarea unei reac�ii
adecvate (comportarea, conform� cu o regul�) , a unei aprecieri sau valoriz�ri
pozitive (s� disting� �n mod concret faptele bune  de cele rele, frumosul de
ur�t), organizarea sistematic�  a diferitelor norme, atitudini �i valori  �ntr-un
sistem mai cuprinz�tor , pentru a ajunge �n stadiul de expresie �i caracterizare
a propriei persoane �n lumina normelor asimilate.

Analiza taxonomiilor din domeniul afectiv eviden�iaz� o serie de aspecte care
pot constitui obiective � i arii de interven�ie ale domeniului educa�iei religioase:
interesele, atitudinile, aprecierile, valorile � i receptarea lor (con� tientizare,
dorin�a de a le accepta), st�rile emo�ionale, prejudec�� ile, predispozi�iile,
respectarea regulilor, gradul de acceptare sau respingere a acestora. Este
important de g�sit instrumente de evaluare a acestor obiective.

Evaluarea �n func�ie de nivelurile date de rezultatele �nv���rii. Aplica�ii
posibile la ora de Religie

Premisele propunerii legate de evaluarea formativ�, apreciativ-calitativ�, prin
utilizarea aprecierii multinivelare a rezultatelor �nv���rii la disciplina Religie ,
pot fi identificate la urm�toarele niveluri: con�inuturile educa�iei religioase,
finalit�� ile propuse prin demersul educa�ional al acestei discipline de �nv���m�nt
(devenire, transformare prin interiorizare), practica european�  a definirii nivelurilor
de st�p�nire a diferitelor domenii de competen��  (�ce �tii s� faci�), o scar� de
evaluare transpozabil�, general aplicabil� cu o gril� de conversie (�nv�� are,
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Predare, Evaluare � Cadrul European Comun de Referin �� pentru Limbi).

�n conformitate cu �Recomandarea Parlamentului �i a Consiliului European
privind stabilirea Cadrului european al calific�rilor pentru �nv��area de-a lungul
�ntregii vie�i� (p. 4), competen�a reprezint� �capacitatea dovedit� de a selecta,
combina �i utiliza adecvat cuno�tin�e, abilit��i �i alte achizi�ii (valori �i atitudini),
�n vederea rezolv�rii cu succes a unei anumite categorii de situa�ii de munc�
sau de �nv��are, precum �i pentru dezvoltarea profesional� sau personal� �n
condi�ii de eficacitate �i eficien��� .

�n viziune european� , ceea ce promoveaz� competen� a, este autonomia,
fiecare tip de rezultat al �nv���rii av�nd propria autonomie, indic�nd �inte
distincte ale form�rii (obiective), p rocese de instruire specializat� �i procese
specifice de evaluare (apreciere � i certificare).

�ntre cele trei tipuri de rezultate ale �nv���rii � cuno � tin�e, abilit�� i � i atitudini �
exist� o rela�ie de interdependen�� �i, �n acela�i timp, o ierarhie �n procesul
de atingere a acestor rezultate: anumite tipuri de cuno�tin�e fundamenteaz�
abilit��ile, iar un anumit ansamblu de cuno�tin�e �i abilit��i conduce la
dezvoltarea unei competen�e (Recomandarea Parlamentului � i a Consiliului
European, 23 aprilie 2008).

Competen�ele au variate valen�e: competen�e cognitive (care vizeaz�  utilizarea
cadrului conceptual, dar �i a capacit�� ilor de cunoa� tere dob�ndite informal
prin experien�� ); competen�e func�ionale (deprinderi sau capacit� �i de utilizare
a cuno� tin�elor �ntr-o situa�ie dat�, acele sarcini pe care o persoan� trebuie
s� fie capabil� s� le �ndeplineasc� �ntr-un context de �nv�� are); competen�e
personale (care vizeaz� capacitatea adopt�rii unei atitudini � i/sau
comportament adecvat �ntr-o situa�ie particular� ); competen�e etice (care
presupun demonstrarea anumitor valori personale).

Rezultatele �nv���rii , care descriu diferite niveluri de realizare, sunt aranjate
�ntr-o scal� progresiv�. Profesorii folosesc scalele de rezultate pentru a evalua
activitatea elevilor �i pentru a ob�ine informa�ii �n scopul de a-�i ghida modul
de predare, precum �i modul de organizare a �nv���rii la elevi. Aceste
instrumente sunt, de asemenea, utilizate pentru a furniza informa�ii despre
�progresele elevilor �i rezultatele �colare educatorilor, p�rin�i lor sau factorilor
de decizie� (Raport Eurydice, 2012, pp. 19-23). Ele exprim� comprehensiv
competen�ele, fie �ntr-un cadru mai larg (competen�ele generale), fie �ntr-unul
specific, restr�ns (competen �ele specifice), incluz�nd mai multe tipuri de
competen�e cu grade diferite de complexitate.
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Analiz�nd metodologia de realizare a Cadrului Na�ional al Calific�rilor din
�nv���m�ntul Superior  (CNCIS) re�inem urm�toarele concept e-cheie: rezultate
ale �nv���rii, cuno�tin�e, abilit��i, competen�e, descriptori, matrice. Rezultatele
�nv���rii exprim� ceea ce recunoa�te, �n�elege �i poate face elevul  �n timpul
procesului de �nv��are, iar din perspectiva profesorului �nseamn� a�tept�rile
fa�� de elevi la � ncheierea unui ciclu de studii la care ace�tia au participat �i,
totodat�, posibilitatea unui instrument de sprijin �n evaluarea progreselor pe
care le-au f�cut de-a lungul pro cesului de instruire. Descriptorii de nivel indic�
activit��i, rezultate �i performan�e a�teptate pentru fiecare nivel dat de
rezultatele �nv���rii. Ei permit descrierea competen�elor �i, totodat�, formuleaz�
repere necesare evalu�rii nivelului de atingere sau ob�inere a rezultatelor
�nv���rii.

Ca un instrument de eviden�iere � i monitorizare a competen�elor, abordate
integrat, este propus� matricea, oferind diverse perspective de analiz�. Ceea
ce eviden�iaz� matricea este autonomia pe care o are fiecare rezultat al �nv���rii ,
precum � i tipul de progres, intercondi�ionalitatea dintre achizi�ii �n cadrul
ciclurilor de �nv���m�nt (�un anumit rezultat al �nv���rii nu poate fi atins dac�
palierele subordonate nu au fost realizate �i consolidate�, �fiecare tip de rezultat
al �nv���rii, aferent celor trei ciclu ri de studii, integreaz� �n mod obligatoriu
nivelurile anterioare� (Metodologia de realizare a Cadrului Na�ional al Calific�rilor
din �nv���m�ntul Superior) .

�n cele ce urmeaz� prezent�m matricea cu nivelurile date de rezultatele
�nv���rii, ca propunere pentru o posibil� gril� de evaluare apreciativ-calitativ�
pozitiv� �n curriculumul �colar, cu aplicare la ora de Religie.  Fiecare dintre
cele �ase  niveluri este definit de un set de descriptori, care indic� rezultatele
�nv��� rii relevante pentru competen�ele �i autonomia corespunz�toare nivelului
respectiv. Niciunul din aceste niveluri nu este static, ci �n continu� schimbare
(Laz�r, 2015) .Avantajul utiliz�rii descriptorilor de nivel const� �n po sibilitatea
acestora de a indica mai precis aspectele asupra c�rora trebuie s� insiste
profesorul, �n demersul de predare, dar �i elevul, �n parcursul s�u de �nv��are,
pentru ca s� introduc� activit��i ameliorative .

O abordare nivelar� a evalu�rii �n E duca�ia religioas� este �n rela� ie cu
identificarea/definirea unor competen�e aflate �n rela�ie, compozite, ireductibile
la o component�, care pot fi integrate (�transcurriculare, crosscurriculare� ).
Modul de definire pentru asemenea competen�e trebuie s� aib� �n vedere
paradigma transdisciplinarit�� ii (a achizi�iilor transferabile � i nu strict
disciplinare). Evaluarea �n func�ie de nivelurile date de rezultatele �nv���rii
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propune o abordare �constructivist��, bazat� pe convingerea existen� ei
�construc�iilor�, a interdependen�ei dintre fapte � i valori, a importan�ei
interactivit��ii cu evaluatorul (surs� de coordonare, de oferire de r�spunsuri la
�ntreb�ri), cu actorii-cheie (surse de inf orma�ie, mediere, analiz�) �i care
genereaz� cunoa� tere. Cu relevan�� pentru domeniul educa�iei religioase,
aceasta urm�re�te schimb�rile pe termen lung �n sistemul de valori al elevului,
pornind de la rezultate specifice. Prin intermediul unei asemenea abord�ri se
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Nivelurile date de
rezultatele
�nv���rii

Cuno�tin�e
(teoretice �i/sau

faptice)

Abilit��i (cognitive sau
practice)

Competen�e
(autonomie � i

responsabilitate)

Rezultatele �nv� ��rii
Nivel 1

cuno�tin�e generale de
baz�

abilit��i  de baz� pentru a
executa sarcini simple

• studiul sub supraveghere
într-un context structurat

Rezultatele �nv� ��rii
Nivel 2

cuno�tin�e faptice de
baz�

abilit��i cognitive �i practice
de baz� necesare pentru
utilizarea informa�iilor
relevante în perspectiva
execut�rii sarcinilor �i
rezolv�rii problemelor
folosind reguli simple

• studiul sub supraveghere
cu un anumit grad de
autonomie

Rezultatele �nv� ��rii
Nivel 3

cuno�tin�e faptice,
cunoa�terea unor
principii, procese �i
concepte generale
dintr-un domeniu de
studiu

abilit��i cognitive �i practice
necesare pentru executarea
sarcinilor �i rezolvarea
problemelor prin selectarea �i
aplicarea de metode

• asumarea
responsabilit��ii pentru
executarea sarcinilor
într-un domeniu de
studiu

• adaptarea propriului
comportament la
circumstan�e pentru
rezolvarea problemelor

Rezultatele �nv� ��rii
Nivel 4

cuno�tin�e  teoretice �i
faptice în contexte largi

abilit��i cognitive �i practice
necesare pentru g�sirea de
solu�ii la probleme specifice

• auto-gestionare cu
ajutorul unor indica�ii în
general previzibile în
cadrul situa�iilor de
studiu

Rezultatele �nv� ��rii
Nivel 5

cuno� tin�e teoretice �i
faptice cuprinz�toare,
specializate într-un
domeniu de studiu �i
con�tientizarea
limitelor cuno�tin�elor
respective

abilit��i cognitive �i practice
necesare pentru conceperea
de solu�ii creative la probleme
abstracte

• gestionare �i autonomie
�n situa�ii de studiu �n
care schimb�rile sunt
imprevizibile

• revizuirea �i dezvoltarea
performan�elor proprii �i
ale altora

Rezultatele �nv� ��rii
Nivel 6

cuno�tin�e avansate
într-un domeniu de
studiu care implic�
�n�elegerea critic� a
teoriilor �i principiilor

abilit��i avansate, care denot�
control �i inova�ie,  necesare
pentru a rezolva probleme
complexe �i imprevizibile

• gestionarea de activit��i
sau proiecte complexe,
prin asumarea
responsabilit��ii pentru
luarea deciziilor

Sursa: Adaptare dup� �Recomandarea Parlamentului European �i a Consiliului
privind stabilirea Cadrului european al calific�rilor pentru �nv��area de-a lungul
�ntregii vie�i�
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pot analiza interac�iunile cu ceilal�i �i cu evaluatorul, se pot aprecia c�t de
relevante sunt m�surile de interven� ie � i �remediere� aplicate de evaluator, dar
� i c�t de importante sunt modific�rile  realizate (Tavistock, 2003, pp. 23-30).
O limit� a acestei abord�ri aplicate la nivelul educa�iei religioase este aceea
c� atingerea obiectivelor necesit� timp �i schimb�ri, interven�iile �i m�surile
adoptate trebuie s� fie interdependente, m�surile adoptate � i contextele pot
varia chiar �i atunci c�nd obiectivele sunt acelea�i, abordarea este f�cut� �n
baza obiectivelor unui context larg, de �nv�� are pentru via��, iar actorii-cheie
(familia, cultul, mediul, factorii educogeni) articuleaz� (influen�eaz�, determin�,
impun indirect) cerin�e �i priorit��i la nivelul elevilor. Avantajele oferite de o
asemenea abordare, sub aspectul metodologiei, �in de proces, context
(experien�ele religioase), �n�elegere inductiv�-analitic�  (de la particular la
general), de impactul interven�iilor profesorului asupra elevului �n demersul
evaluativ.

Instrumentul de evaluare propus este unul integrativ, accesibil � i din perspectiva
utilizatorului (cadrele didactice ale disciplinei) �i din cea a beneficiarilor (elevii,
p�rin�ii acestora, Cultul), dep�� ind eventualele distorsiuni din contextul
comunic�rii, reduc�nd fire� tile bias�ri  ale subiectivit�� ii �n evaluare. El este
flexibil, precum conceperea sa, �n sensul adapt�rii la elevi, la individualitatea
� i personalitatea acestora: sunt parametri diferi�i �n func�ie de configurarea
specific�/ l�untricul / interiorizarea elevului.

Modalitatea de a evalua diferit, nivelar, scalar propune o func�ionalitate diferit�,
independent�, dar integrat� , a con�inuturilor programei �colare. Este o
deschidere spre posibilitatea de a ad�uga instrumentului propus func�ionalit�� i
noi. Retroac�iunea este evident� at � t timp c�t proiectarea activit��ilor se face
integrat, din perspectiva variat�, transversal� a cuno� tin�elor, abilit�� ilor,
competen�elor, a abilit��ilor generice, a creativit��ii, pentru ca elevii s� progreseze
c�tre rezultatele �nv��� rii. Testele se vor baza pe evaluarea competen�elor �n
situa�ii reale de via��.

Este � i o oportunitate de a vedea procesul, de a fi con� tientizat acest proces
de c�tre cel care este evaluat, dar � i posibilitatea de a urm�ri ceea ce se
�nt�mpl�, �i interveni, pentru cel care evalueaz�. Faciliteaz� transparen� a � i
comparabilitatea dintre nivelurile de competen�e specifice Educa�iei religioase.
Aceast� posibilitate este asigurat� de demersul critic/evaluativ asupra normei
(arhitectur� curricular�, program� de �nv���m�nt), dar bazat pe eviden�e
(�arhitectur� curricular� complex construit� pe valori, credin�e, convingeri
exprimate, pe abilit��i manifeste, pe abord�ri intercurriculare�, Raport Eurydice,
2012).



Este o evaluare formativ�, pentru c� instrumentul propus �traverseaz� grani� ele
diferitelor activit��i de �nv�� are�. Coeren�a evalu�rii prin niveluri date de
rezultatele �nv���rii este realizat� de integrarea mai multor competen�e evaluate.
Ea minimalizeaz� diferen� ele de statut � i aduce consisten�� disciplinei R eligie,
pun�nd accent pe aplicarea cuno � tin�elor, f�c�nd abilit�� ile elevilor mai
relevante.

Evaluarea prin niveluri date de rezultatele �nv���rii �n Educa� ia religioas� ridic�
probleme/provoc�ri �i din perspectiva aplic�rii ei ca metod�/mijloc/instrument.
�Schimbarea practicii de lucru este dificil� datorit� tradi�iei�, produc�nd
modific�ri �n cultura �i organizarea �ntregului demers didactic, de la nivelul
curricular, p�n� la cel al cadrelor didactice, �specializate �ntr-o singur� disciplin�
academic��, �i p�n� la managementul cl asei de elevi �n timpul orei de Religie
� i, mai departe, la cultura � i organizarea � colii. O asemenea abordare a
demersului didactic al evalu�r ii la disciplina Religie este un proces colectiv,
��n care alocarea responsabilit��ilor pe parcursul procesului nu trebuie neglijat��
(Raport Euridyce, 2012).
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Institutul de

� tiin�e ale

Educa�iei

A XVIII-a Conferin��  na�ional�  Euroguidance cu participare
interna�ional�

Consilierea � i orientarea �n curriculumul � colar

6-7 Octombrie 2016

Bucure� ti, Rom�nia

Euroguidance Rom�nia � i Institutul de � tiin�e ale Educa�iei �n parteneriat cu
Universitatea Na�ional� de Muzic�   vor organiza la Bucure� ti, �n zilele de 6-7
octombrie 2016 a XVIII-a Conferin�� na�ional� Euroguidance cu participare
interna�ional�, pe tema Consilierea � i orientarea �n curriculumul � colar.

Conferin�a reprezint� o ocazie excelent�  pentru a face schimb de idei � i bune
practici cu exper�i � i practicieni din �ar� �i str�in�tate asupra modului �n care
ar trebui g�ndit� �i implementat� aria curricular� Consiliere �i orientare �n
�nv���m�ntul gimnazial din Rom�nia. Conferin� a va include sesiuni plenare � i
ateliere interactive de lucru.

Evenimentul se adreseaz� consilierilor �colari din �nv���m�ntul preuniversitar,
precum � i exper�ilor, cercet�torilor, factorilor de decizie din domen iul consilierii
�i orient�rii.

Pute�i g�si mai multe inf orma�ii pe web site-ul http://www.euroguidance.ise.ro/
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Rezumat
Orice copil are dreptul de a fi �n�eles �i sprijinit �n actul �nv���rii. Copiii sunt
diferi�i �n ritmurile de dezvoltare, stilurile de �nv��are, particularit��ile lor
individuale. �ntr-o clas� cu predare simultan� se adaug� �i faptul c� v�rstele
cronologice sunt diferite. Predarea simultan� �n �nv���m�ntul primar �nseamn�
lucru concomitent cu dou�, trei sau patru clase, �n func�ie de num�rul elevilor.
Procesul instructiv-educativ se realizeaz� dup� acela�i plan de �nv���m�nt �i
conform programelor � colare valabile pentru celelalte unit��i �colare.
�nv���m�ntul simultan continu� s� fie o realitate a zil elor noastre. Specificul
geografic al unor ��ri, situa�ia social� �i economic� a � inuturilor determin�
men�inerea lui. Este de datoria noastr� s�-i cunoa� tem specificul �i s�
asigur�m o resurs� uman�, material�, pe m�sur�.
Cuvinte-cheie: �nv���m�nt simultan, deprinderi de �nv�� are independente � i
individuale, achizi�ii cognitive, achizi�ii 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.

�nv���m�ntul simultan � o realitate istoric�

�nv���m�ntul simultan constituie o realitate a �nv���m�ntului european �i a
�nv���m�ntului din �ntreaga lume. Organizarea lui presupune acordarea acelora�i
�anse cu privire la accesul la educa�ie tuturor copiilor, �n special celor de

�NV���M�NTUL  SIMULTAN �N EUROPA
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v�rst� primar�, �i , totodat� , respectarea principiului �Education for all!� (Educa�ie
pentru to�i!).

Terminologia care define�te acest tip de �nv���m�nt este divers�: les �classes
multiniveaux�/ �les classes multigrades� (Fran�a), �smeseni paralelki�
(Bulgaria), �spojen� triedy� (Slovacia), �composite classes� (Marea Britanie) ;
literatura de specialitate folose�te �i termenii: �multilevel�, �multiple class�,
�composite class�, �vertical group�, �family class� , �unitary schools� � �colile
cu un singur post de �nv���tor. (Multigrade teaching, 1994)

Termenii aminti�i sunt folosi�i pentru a diferen�ia acest tip de �nv���m�nt de
�nv���m�ntul �mono-grade� � organizat pe clase �simple�  ce cuprind elevi de
aceea�i v�rst� �i cu acelea�i particularit��i sau grupuri organizate �orizontal�
�  � Horizontal Group�.

Cel mai des sunt folosi�i termenii de �multigrade� �i �multiage� , termeni care
sunt folosi�i ca sinonimi �n America de Nord. Simon Veenman, pedagog
american, precizeaz� �ns� c� ace�ti t ermeni nu sunt sinonimi. (Veenman,
1995)

Gruparea elevilor de clase diferite (multigrade) constituie o necesitate
administrativ� �i economic� . O necesitate �i nu o alternativ�, din cauza
sc�derii numerice a popula�iei �colare �n zone le izolate, aflate la distan�e
mari de alte localit��i, av�nd o popula�ie cu posibilit��i reduse din punct de
vedere financiar. De cele mai multe ori, acest tip de �nv���m�nt constituie
singura surs� de educa�ie din multe zone.

Gruparea elevilor de v�rste diferite  (multiage) constituie o alternativ�
educa�ional� �i se organizeaz� din motive pedagogice, modul de predare
simultan fiind considerat unul benefic. Elevii din aceste clase vor lucra cu
acela�i �nv���tor mai mul�i ani, de obicei trei.

Acest tip de �nv���m�nt era dominant p�n� la apari�ia industrializ�rii �i
urbaniz�rii; secolul al XIX-lea aduce ca noutate �n �coli organizarea claselor
pe nivele de v�rst� �i cuno�tin�e. Ast�zi, predomin� �n nordul �i sudul Europei,
�n zone �n care condi�iile geografice sunt mai dificile � zonele rurale, insulele
mediteraneene, zona de nord cu popula�ie dispersat�, insulele din Marea
Nordului �i �n zone greu accesibile, �n deosebi, din cauza reliefului. Apare at�t
�n ��ri dezvoltate, c�t �i mai pu�in dezvoltate, at�t �n zone rurale , c�t �i �n zone
urbane, din motive sociale � pentru p�strarea popula�iei �n aceste zone, din
motive geografice � accesul �i transportul sunt dificile �n zon�, din motive
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pedagogice � deplasarea copiilor spre alte �coli este privit� negativ din cauza
oboselii �i a timpului pre�ios pierdut pentru deplasarea �n zone le respective.
�n Europa Central�, acest tip de �nv���m�nt este rar �nt�lnit.

�n anul 1959, �colile simultane cu un singur post de �nv���tor se prezentau
astfel: 47% Spania, 22,8% Luxemburg, 19,9% Fran�a, 9,7% Elve�ia, 3,6%
Sco�ia, 2,3% Irlanda de Nord, 0,7% Anglia �i �ara Galilor . (Multigrade teaching,
1994)

�n anii 1980-1990, situa�ia se prezint� asem�n�tor: 22% Fran�a, 35% Suedia,
Anglia num�ra peste 1 000 de �coli cu mai pu�in de 50 de elevi, iar �ara
Galilor 30% din num�rul total de institu�ii de �nv���m�nt . (ib.)

Problematica �nv���m�ntului simultan

�n ��rile vestice, �n special �n Regatul Unit al Marii Britanii �i al Irlandei de
Nord, acela�i studiu citat mai sus arat� lipsa de �ncredere �i chiar dispre�ul
unor pedagogi (Boyd, J., Understanding the Primary Curriculum, 1984) �i ,
implicit, profesori pentru acest tip de �nv���m�nt. �n ��rile nordice, atitudinea
este complet diferit�: pedagogi precum A. Malmros �i B. Sahlin �n Suedia �i
Laukkannen �i Selventoinen �n Finlanda privesc pozitiv acest tip de �nv���m�nt
�i v�d �n el un teren fertil pentru dezvoltarea unor noi idei curriculare pentru
toate �colile, nu doar pentru cele simultane. �nv���m�ntul simultan este
prezentat ca un puternic mijloc pedagogic pentru formarea/ consolidarea
deprinderilor de �nv��are independent�  �i individual� . Multe din aceste �tehnici�
obi�nuite pentru �nv���m�ntul simultan sunt adoptate tot mai mult �n stilul de
predare �i �n cazul claselor simple ori sunt organizate astfel de clase tocmai
din aceste motive �n �coli cu popula�ie �colar� mare.

Cei care promoveaz� acest tip de �nv���m�nt vin cu argumente pedagogice:
rolul �colii primare �n via�a comunit��ii �i beneficiile existen�ei acestei institu�ii
�n fiecare comunitate. Cei care �l combat vin cu argumente economice:
costurile ridicate pe care le implic� aceste institu�ii �colare, prefer�ndu-se
transportul copiilor spre alte �coli. Practica a demonstrat uneori c� argumente le
economice nu sunt �ntemeiate, cheltuindu-se mai mult pe transport dec�t pe
localul institu�iei. Din p�cate, motivele pedagogice sunt tot mai mult ignorate
�i exist� tendin�a de reorganizate a re�elei �colare prin �nchiderea �colilor
mici �i orientarea copiilor spre �colile din apropiere. De aceea, sunt promovate
studii �i rapoarte ale pedagogilor care prezint� aspectele negative �n detrimentul
celor care prezint� avantajele, ceea ce duce, inevitabil, la desfiin�area acestor
�coli.
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De�i faciliteaz� accesul tuturor copiilor la educa�ie �i ajut� comunitatea local�
s�-�i p�streze identitatea, bugetul de austeritate alocat acestor institu�ii este
amenin�at de sc�derea numeric� a popula�iei �colare, de �ngr�direa for�ei de
munc� ce implic� migrarea familiilor spre zone industrializate.

Personal, am cunoscut specificul �nv���m�ntului simultan din Rom�nia �n
timpul practicii pedagogice desf��urate ca elev� a Colegiului Na� ional �Mihai
Eminescu� Suceava, profil pedagogic, �n perioada 1995-2000. �n perioada
2005-2015, am predat Religia, cult ortodox, la clase simultane. Pe parcursul
timpului, am putut identifica problemele interne cu care se confrunt� acest tip
de �nv���m�nt :

profesorii nu sunt special preg�ti�i �i pentru un atare tip de �nv���m�nt, iar
posibilit��ile de perfec�ionare sunt reduse �n continuare; de obicei, sunt
profesori tineri, naveti�ti, f�r� prea mult� experien��;
nu exist� lucr�ri metodice de specialitate; profesorii care lucreaz� �n
�nv���m�ntul simultan folosesc acelea�i c�r�i de specialitate ca �i cei din
�nv���m�ntul simplu;
nu exist� recomand�ri  curriculare speciale pentru aceste clase; prin
activitatea lui, profesorul va urm�ri �ndeplinirea acelora�i obiective -cadru/
competen�e generale �i obiective de referin��/ competen�e precum cei din
�nv���m�ntul simplu;
exist� dou� moduri �n care profesoru l poate lucra �n clas� : o predare
sincronic� � prezint� teme asem�n�toare �n mod unitar, adapt�nd cerin�ele
de lucru particularit��ilor metodice ale disciplinei �i de v�rst� ale copilului ,
sau �mparte timpul �i se adreseaz� fiec�rui colectiv separat, activitatea
direct� altern�nd cu cea indirect�;
timpul este un factor crucial �n activitatea la clase simultane; lec�ia necesit�
o proiectare atent�, realist� pentru a se evita apari�ia �timpilor mor�i�  �n
timpul activit��ii; activitatea independent� va fi foarte bine alc�tuit�, cu un
timp de rezolvare egal cu activitatea direct� pe care profesorul o va
desf��ura cu cealalt� clas�.

Din cauza acestor probleme interne destul de dificile cu care se confrunt�
�nv���m�ntul simultan, mul�i profesori evit� s� lucreze �n aceste �coli; Costas
Tsolakidis, profesor la Universitatea Aegean din Grecia remarca �ntr-unul din
studiile sale c�, �n general, printre profesorii ce predau la clase primare
predomin� femeile; printre profesorii care predau la clase simultane predomin�
b�rba�ii. ( Tsolakidis, 2005) Situa�ia se datoreaz� distan�elor mari de parcurs
pentru a ajunge �n aceste zone, dar �i din cauza lipsei motiva�iei. Chiar profesorii
sugereaz� modalit��i de stimulare a cadrelor didactice de a lucra �n aceste
�coli: m�rirea salariilor, �mbun�t��irea condi�iilor din localurile de �coal�,
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finan�area lor adecvat�, dezvoltarea profesional� prin: schimburi de experien��
�ntre �coli, facilitarea progresului �n carier�, �mbun�t��irea ierarhic�.

Avantajele integr�rii elevilor �n �nv���m�ntul simultan

Totodat�, am putut identifica � i unele avantaje ale �nv���m�ntul simultan:
mediul natural �n care se afl� aceste institu�ii �colare, lipsit de poluare �i
zgomot constituie o surs� de s�n�tate, rela�iile dintre elevi sunt mai sincere,
rela�ia profesor � elev mai apropiat�, rela�ia �coal� � comunitate local� mai
puternic�.

�n 1967, M.A. Mycock, �n studiul s�u A Comparison of Vertical Grouping and
Horizontal Grouping in the Infant School, aprecia c�, �n cercet�rile sale
efectuate �ntre clase simple �i clase simultane, nu a �nregistrat diferen�e
semnificative �n ceea ce prive� te achizi�iile cognitive, dar apar unele diferen�ieri
�n ceea ce prive�te dezvoltarea socio-emo�ional� a copiilor. Elevii din clasele
simultane s-au dovedit a fi mult mai sociabili, de�in abilit��i de comunicare la
un nivel mai �nalt, au o rela�ie mai apropiat� cu profesorul, o atitudine mai
bun� fa�� de �coal� �i fa�� de munc�.

De-a lungul timpului, mul�i pedagogi au realizat studii cu privire la situa�ia
elevilor din clasele simultane. S-au distins, printre ace�tia, D. Pratt, On the
Merits of Multiage Classrooms � 1986, B.A. Miller, A Review of the Qualitative
Research on Multigrade Education � 1991, C. Thomas �i C. Shaw, Issues in
the development of multigrade schools �1992, studii ale UNESCO/APEID
(1982), Multiple Class Teaching and Education of Disadvantaged Groups,
studii realizate �n ��ri din Asia. Cercet�rile au avut �n vedere at�t achizi�iile
cognitive, c�t �i pe cele �noncognitive� ale elevilor de aceea�i v�rst�, cuprin�i
�n clase simple �i clase simultane. �n studiul Review of Educational Research,
Simon Veenman analizeaz� 56 astfel de cercet�ri �i concluzioneaz� c� nu
au ap�rut diferen�e majore �ntre elevi proveni�i din cele dou� tipuri de clase.
�n ceea ce prive� te achizi�iile cognitive, cercet�rile nu eviden�iaz� faptul c�
elevii din clasele simultane �nva�� mai mult sau mai pu�in fa�� de cei din
clasele simple. De aceea, profesorii, p�rin�ii �i comunitatea local�, �n general,
nu trebuie s� se �ngrijoreze. Aceste clase nu sunt mai rele sau mai bune
dec�t clasele simple � �These classes are simply no worse and simple no
better, than single-grade or single-age classes�. (Veenman, 1995, p. 1)

�n schimb, clasele simultane s-au deta�at �n privin�a achizi�iilor �noncognitive�.
Veenman a identificat � apte factori care explic� de ce nu exist� diferen�e
majore �ntre elevii apar�in�nd celor dou� tipuri de �nv���m�nt. Ace�tia sunt :
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1. Succesul �nv���rii este mai pu�in dependent de strategiile de organizare,
fa�� de calitatea actului pred�rii  (instructional practices). Cea mai des
�nt�lnit� form� de organizare a activit��ii este alternarea activit��ii directe
cu activitatea indirect�.

2. Tendin�a cadrelor didactice de a folosi drept criteriu de baz� �n alegerea
elevilor pentru clasele simultane criteriul � cunoa� terii�  (�conscious
criteria�) � probabil c� se evit� copiii cu cerin�e educative speciale, care
necesit� o aten�ie aparte.

3. Lipsa perfec�ion�rii �n predarea simultan� a profesorilor poate fi �i benefic�;
ei sunt preg�ti�i s� predea la clase simple �i, �n activitatea de la clase
simultane, se vor folosi de preg�tirea lor de baz� ; �n felul acesta nu apar
diferen�ieri.

4. Particularit��ile acestui tip de �nv���m�nt determin� o temeinic� preg�tire
zilnic� a profesorului, ce ea ce nu poate fi dec�t benefic pentru copii.

5. Num�rul o ptim de elevi trebuie s� fie �ntre 20 �i 25 �ntr-o clas�; num�rul
prea mare de elevi va avea un efect negativ asupra lor.

6. Utilizarea tehnicilor de predare specifice �nv���m�ntului simultan � �nv��area
prin descoperire (self-directed learning, self-study), �nv��area pe grupe ( peer
tutoring, peer learning), planificare �i proiectare atent alc�tuit e, varietate
de metode folosite �  cunoa�terea eficien�ei acestora �i aplicarea lor �i �n
cazul pred�rii la clase simple .

7. Predarea se desf��oar� prin dialog profesor-elev �i elev-elev. �n acest sens,
sunt utilizate tehnicile: reciprocal teaching � discu�ii pe baza unui text-
suport, urm�rindu-se �i dezvoltarea abilit��ilor de comunicare; cooperative
learning � se lucreaz� �n grupe suficient de mici ca fiec�rui elev s�-i fie
�ncredin�at� o sarcin� clar�, precis� , a c�rei rezolvare va determina
rezolvarea sarcinii colective a grupului.

B. A. Miller a identificat � ase chei esen�iale �n asigurarea succesului
�nv���m�ntului simul tan (cf. Veenman, 1995):
1. organizarea s�lii de clas�;
2. managementul clasei de elevi;
3. planificare �i curriculum;
4. proiectare;
5. activitate independent�, individual�;
6. activitate pe grupe.

Misiunea profesorilor nu este simpl�; ei trebuie s� �n�eleag� acest lucru �i s�
adopte o atitudine pozitiv� fa�� de acest tip de �nv���m�nt, �n favoare a copiilor:
clasele trebuie s� fie bine organizate, dotate din punct de vedere al resurselor
educa�ionale, s� sugereze activit��i antrenante prin col�urile tematice
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organizate. Unit��ile �colare �n care predau oameni dedica�i meseriei vor fi
eficiente.

�mbun�t��irea �nv���m�ntului simultan prin diverse proiecte � i
programe europene

Anii 2000 au adus noi perspective asupra acestui tip de �nv���m�nt. El nu a
disp�rut , pentru c� va constitui mereu o realitate a �nv���m�ntului mondial.
Numeroase proiecte cu finan�are european� au vizat �i acest tip de �nv���m�nt,
proiecte accesate prin Programul Lifelong Learning (Comenius). Proiectele
Comenius se adreseaz� institu�iilor de �nv���m�nt preuniversitar de stat �i
private (de la gr�dini�� la �coli postliceale) �i tuturor membrilor comunit��ii
educa�ionale care ��i desf��oar� activitatea �n acest sector � elevi, personal
didactic, autorit��i locale, asocia�ii de p�rin�i. Prin aceste proiecte se sprijin�
financiar realizarea de parteneriate �colare, proiecte de formare a personalului
didactic, re�ele de parteneriat �colar, precum �i participarea la stagii de formare
ini�ial� �i continu� pentru cre�terea calit��ii �i consolidarea dimensiunii
europene �n educa�ie.

�n lipsa unei perfec�ion�ri a cadrelor didactice ce lucreaz� �n �nv���m�ntul
simultan, cele mai multe proiecte au vizat formarea personalului didactic �i
participarea la stagii de formare ini�ial� �i continu� pentru cre�terea calit��ii �i
consolidarea dimensiunii europene �n educa�ie. Impresii cu privire la participarea
la aceste stagii de perfec�ionare au fost �mp�rt��ite la Annual Conference of
European Distance and E-Learning Network � EDEN (Conferin�a anual� din
spa�iul european a Programelor de �nv��are pe Tot Parcursul Vie�ii) � Helsinki,
2005. Programe ce au vizat �nv���m�ntul simultan sunt: NEMED � Network
of Multigrade Education, ZEUS � Sattelite Network of Remote Schools, RURAL
WINGS, MUSE � Multigrade School Education. �n principal, aceste proiecte
au urm�rit perfec�ionarea profesorilor �n ceea ce prive�te utilizarea mijloacelor
multimedia �i folosirea TIC-ului �n activitatea didactic�. �n lipsa unor c�r�i de
metodic�, speciale pentru �nv���m�nt simultan, aceste mijloace sunt foarte
benefice, ele suplinind costuri financiare �i de timp.

Costas Tsolakidis a argumentat de ce TIC-ul a devenit indispensabil �n
activitatea didactic� . �n general, TIC poate oferi mijloacele �i instrumentele
necesare �nv���m�ntului pentru a reduce timpul pierdut �i pentru a cre�te
timpul de �nv��are pentru to�i elevii. Aspectele identificate sunt:

A. Criteriul organiza�ional:  TIC este util �n administrarea institu�iei de
�nv���m�nt, �n asigurarea rela�iei �coal� � mediul educa�ional exterior, �n
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majoritatea serviciilor cadrului didactic. �colile simultane exist� �ntr-o zon�
izolat�, cu un num�r redus de elevi �i un num�r redus de cadre didactice; de
aceea, de cele mai multe ori, �nv���torul de�ine �i func�ia de director. �ndeplinirea
sarcinilor specifice func�iei manageriale este indispensabil legat� de  tehnicile
informatizate.

B. Criteriul pedagogic: �n predarea simultan� exist� dou� tendin�e  �  de
�mbun�t��ire a practicilor pedagogice vechi �i de inovare prin utilizarea
mijloacelor TIC. Folosit �n rezolvarea sarcinilor manageriale, va simplifica timpul
profesorului pe care �l va folosi �n vederea preg�tirii lec�iilor pentru a doua zi.
TIC va transforma materialul educa�ional �ntr-unul accesibil �i dinamic.

C. Criteriul social: TIC va ajuta la consolidarea rela�iei �coal� � comunitate
local�. Mijloacele multimedia nu vor fi folosite doar pentru elevi. Cu ajutorul
institu�iilor locale ce va sprijini financiar achizi�ionarea de echipamente,
profesorul ��i va organiza sala multimedia pentru a organiza cursuri pentru
adul�i, va prezenta piese de teatru �i va organiza competi�ii �n care �i va implica
�i pe localnici. Aceste mijloace pot fi folosite �i pentru comunicare, dac� �n
zon� exist� familii de emigran�i sau stabilite temporal �n zon�, pentru a munci.
Ele vor putea �ine mai u�or leg�tura cu rudele lor, vor avea acces la elemente
ce �in de etnia �i cultura lor.

NEMED � Network of Multigrade Education �  a reunit speciali�ti �n educa�ie
�i cercet�tori din 10 ��ri europene, av�nd preocup�ri comune �n cercetarea,
intensificarea �i sprijinirea educa�iei simultane, at�t �n ��rile de origine, c�t �i
la nivel european: ORIENE � Observatorul cercet�rilor �n inovarea educa�iei
(Austria), Universit��i din Cipru, Lisabona, Barcelona, Politehnic� � Bucure�ti,
Lecce � Italia, Londra.

Proiectul a urm�rit s� stimuleze efortul de a aduce �nv���m�ntul cu predare
simultan� �n aten�ia politicilor �n domeniu �i s� contribuie astfel la �mbun�t��irea
educa�iei simultane, s� realizeze o analiz� detaliat� a problemelor
�nv���m�ntului simultan, �n termeni de predare-�nv��are, dar �i a condi�iilor
caracteristice �nv���m�ntului simultan �n Europa, s� fac� recomand�ri privind
�mbun�t��irea �nv���m�ntului simultan la nivel european, s� ofere suport �i
asisten�� specializat� profesorilor, s� evalueze aplicarea metodologice �i
practicilor bazate pe TIC referitoare la �nv��area simultan�.

Fiecare institu�ie partener� a realizat o analiz� a nevoilor �nv���m�ntului
simultan �i a celor mai bune practici. NEMED  a oferit sprijin permanent
profesorilor �colilor cu predare simultan� conectate la Internet, asigur�nd �n



paralel comunicarea �ntre �colile cu predare simultan� greu accesibi le. La
final, s-a realizat un raport asupra �nv���m�ntului cu predare simultan�  care
include �i recomand�ri cu privire la �mbun�t��irea acestui tip de educa�ie la
nivel european. Prin acest raport, proiectul devine accesibil tuturor celor care
pot ac�iona �n domeniul �nv���m�ntului simultan, cu scopul �mbun�t��irii calit��ii
educa�iei primare �n Europa.

Activit��ile proiectului sunt structurate metodologic �n jurul concept elor centrale
aprofund�ndu-se diferite aspecte ale �nv���m�ntului cu predare simultan�.
Grupurile lucreaz� independent, �ns� periodic se reunesc, f�c�nd schimb de
idei, opinii �i rezultate astfel �nc�t s� valorifice c�t mai bine rezultatele
cercet�rilor �ntreprinse. Subiectele avute �n vedere au fost: TIC pentru �coli cu
predare simultan�, Managementul clasei cu predare simultan�, Societate,
cultur� �i �nv���m�nt simultan, Modalit��i de �nv��are �n clasele cu predare
simultan�, Dezvoltarea resurselor educa�ionale pentru �nv���m�nt simultan,
Politici pentru �nv���m�nt simultan.

MUSE � Multigrade School Education � a avut drept scop m�rirea capacit��i i
profesionale a cadrelor didactice din �coli cu predare simultan� �i dezvoltarea
competen�elor acestora de a utiliza TIC-ul ca un instrument util �n preg�tirea
de zi cu zi, dar �i �n dezvoltarea comunit��ii locale. �ntruc�t se adreseaz�
�colilor simultane, aflate �n zone defavorizate, se urm�re�te nu doar atragerea
spre �coal� �i preocuparea fa�� de mediul �colar, dar s� �i dovedeasc�
standarde �nalte �n ce prive� te fundamentul � tiin�ific �i metodic al activit��ilor
de predare-�nv�� are. Coordonat de aceea�i universitate din Grecia, proiectul a
urm�rit implementarea sa �n �coli din Grecia, Finlanda, Spania �i Marea
Britanie.

Beneficiile aduse de TIC �n activitatea didactic� sunt multiple: �ncurajeaz�
profesorul s� reflecte atent la propriul stil de predare, stimuleaz� cadrele
didactice s� opereze cu noi concepte �i s� experimenteze noi situa�ii, le
dezvolt� o g�ndire critic� �i le ofer� prilejul de a lucra �n grupuri, colabor�nd
cu alte cadre didactice �i dezvolt�ndu-�i astfel abilit��i de comunicare. (Pincas,
2005)

�nv���m�ntul simultan va constitui mereu o realitate a �nv���m�ntului din Europa
�i din lume. R�m�ne lupta dintre autorit��i �i cadre didactice cu privire la
�nchiderea acestor �coli. �n acest sens este interesant� observa�ia profesorului
grec Costas Tsolakidis: � �nv���m�ntul simultan fie nu exist�, fie exist� dar
este invizibil, fie exist� �undeva�  dar nu creeaz� probleme, fie este recunoscut
ca fiind problematic dar f�r� rezolvare �i de aceea mai bine s� nu fie men�ionat �.
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(Tsolakidis, 2005, pp. 75-82) El r�m�ne la convingerea c� acest tip de
�nv���m�nt va d�inui datorit� faptului c� satisface nevoi sociale �i pedagogice;
el constituie un aspect al �nv���m�ntului cu o nevoie uria�� de cercetare:
statistica �i func�ionarea claselor simultane �n Europa, identificarea modului
�n care autorit��ile educa�ionale le controleaz� �i �ncearc� s� le rezolve
problemele cu care se confrunt�, s� identifice tendin�e �i totodat� s� sugereze
politici �i practici pentru profesor �i autorit��ile statului.

Concluzii

�n ultimii ani, �nv���m�ntul simultan a fost privit ca o povar� a �nv���m�ntului,
�n ansamblul s�u. Cu toate acestea, el continu� s� fie o realitate a zilelor
noastre. �n Rom�nia, o rganizarea acestui tip de �nv���m�nt este reglementat�
prin Legea Educa�iei Na�ionale 1/2011 � i Ordinul MECTS 3062/19.01.2012.
Sunt antrena�i at�t �nv���torii, c�t �i profesorii de religie, limbi str�ine � i educa�ie
fizic�, �ncadra�i pe ore de specialitate la aceste clase. Din nefericire, nu exist�
suficiente mijloace � cursuri de perfec� ionare, schimburi de experien�� � la
�ndem�na cadrelor didactice pentru a pre�nt�mpina cu succes dificult�� ile
ap�rute pe parcursul desf��ur�rii orelor la aceste clase.

Un risc al �nv���m�ntului simultan este tratarea elevului doar dintr-o singur�
perspectiv�, cea intelectual�, ignor�ndu-i personalitatea, temperamentul.
Cunosc�nd fiecare elev � poten�ial �i aspira�ii � cadrul didactic reu�e�te s�
alc�tuiasc� colective omogene pentru fiecare clas� organic �nchegat� �n
colectivul mai mare al claselor care desf��oar� activitatea simultan�.

Esen�ial pentru acest tip de �nv���m�nt este utilizarea a ceea ce �tiu �i pot
deja face elevii, sprijinindu-se unul pe altul, �mp�rt��indu-�i unul altuia
experien�e, cuno�tin�e, mod de lucru pentru a �nv��a ceva nou. Activit��ile la
care sunt antrena�i to�i elevii sunt, de asemenea, foarte importante �n cazul
pred�rii simultane, deoarece contribuie la sudarea colectivului de elevi, ceea
ce �i va face s� comunice liber. Pot fi organizate momente comune �n cadrul
activit�� ii � colare � de exemplu, �nt�lnirea de diminea ��  sau activit�� i
extra� colare.

Sunt opinii ale cadrelor didactice �ncadrate pe norme didactice, la aceste
clase, printre care m� num�r � i eu, dar � i concluzii ale unor pedagogi, dintre
cei rom�ni eviden �iindu-se Vasile Molan, prin studiile Managementul
�nv���m�ntului simultan  (disponibil pe site-ul www.ruralwings-project.net),
Activitatea didactic� �n condi�ii de lucru simultan cu dou� sau mai multe
clase (publicat �n revista � �nv���m�nt prim ar�, nr. 1-2, 1995) � i Emil Moise,
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prin studiul Activitatea didactic� �n condi�iile pred�rii simultane  (publicat �n
revista � �nv���m�nt primar �, nr. 6-7, 1994 � i 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 educa�ie este un drept social garantat de c�tre ambele instrumente
juridice interna�ionale mai largi, cum ar fi Conven�ia European� a Drepturilor
Omului �i Declara�ia Universal� a Drepturilor Omului. Ipoteza acestei cercet�ri
a fost c� dreptul la educa�ie evolueaz� �n mod constant, influen��nd politicile
educa�ionale. Pentru a testa aceast� ipotez�, a fost realizat un studiu bazat
pe interviuri cu func�ionari, judec�tori �i factori de decizie de la UNESCO,
OCDE, OIM, CoE, CEDO �i CJUE. Analiza tematic� a demonstrat c� dreptul
la educa�ie cuprinde nu numai marja de apreciere �i de subsidiaritate, dar �i
aspecte referitoare la �nv���m�ntul obligatoriu �i alfabetizare, mobilitate �i
non-discriminare.
Cuvinte-cheie: dreptul la educa�ie, analiz� de politici, organiza�ii interna�ionale,
Organiza�ia Na�iunilor Unite pentru Educa�ie, �tiin�� �i Cultur� (UNESCO),
Organiza�ia pentru Cooperare Economic� �i Dezvoltare (OECD), Organiza�ia
Interna�ional� a Muncii (OIM), Consiliul Europei (CoE), Curtea European� a
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Drepturilor Omului (CEDO), Uniunea European� (UE), Curtea de Justi�ie 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 �available, 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: �case law�,
�international�, �supranational�, �margin of appreciation�, �principle of
subsidiarity� and �discrimination�. 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 birth� (Convention against Discrimination in
Education, Art. 1). All decisions taken in the field of education must respect
the margin of appreciation. This principle �means 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
right� (Harris, O�Boyle & 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
�international�  describes the action involved in two or more countries while
the term �supranational�  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, I 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
for instance, defined as �all 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 �a 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
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2 provides an additional element making reference to the �full development� of
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, �article 2 extends to all forms of education
provided or permitted by the state-primary, secondary and higher education�
(Harris, O�Boyle & Warbrick, 2009, p. 698) while states are obliged �to 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 3rd, 1996. Article
9 guarantees �the right to vocational guidance� and Article 10 �the right to
vocational training� proclaiming 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-H�bert, Goyotte & Boutin,
1997; D�pelteau, 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 �explanatory 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 �mock-up principle� and �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 face� interviews
(Mucchielli, 1991). For this purpose, visits were organised on each site �
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 �analysis grid� was developed for the
interpretation of the interviews (Guittet, 2002; Quivy & van Campendhout,
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 � The 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 � presented 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 �emergence of legal framework in education�, the �margin of
appreciation� and 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 �enormous gain� for
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 � lifelong learning for all. At legal and theoretical levels, education
seems to have become an important social right. For the international
organisations, �firstly, 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 everyone� (Interview with policy-maker from an
international organisation). In particular for UNESCO, the right to education is
advocated as a �right for all�. The same discourse was upheld by the
interlocutors: �In 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 �the 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 plans�
(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 � there remains a gap. For example, �UNESCO 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 �vocational 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 Acad�mie 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 �sliding door� by 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 �common labour market� to a �common 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. The right 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�. In
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).



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� and an � after� Lautsi judgement: �I confess that I 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. It is 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 �margin 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 � rich diversity �all in
one�
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� � embellished 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

1

Universal
Declaration of
Human Rights

Art. 26

Free and compulsory elementary education

Full development of the human personality

Rights of parents to choose the education of
their children in conformity with their
pedagogical, religious and philosophical
convictions

2

International
Covenant on
Economic, Social
and Cultural
Rights

Art. 13

Free and compulsory elementary education

Full development of the human personality

Rights of parents to choose the education of
their children in conformity with their
pedagogical, religious and philosophical
convictions

3
United Nations
Convention on the
Rights of the Child

Art. 29

Development of the personality

Talents, mental and physical abilities

Non-discrimination
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Picture 1: Legal international and European instruments
concerning the right 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 parents� pedagogical, 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 21st 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

Nr. Legal Instruments Articles Characteristics

1
European
Convention on
Human Rights

Art. 2 of
Prot. 1

Rights of parents to choose the education of
their children in conformity with their
pedagogical, religious and philosophical
convictions

2
European Social
Charter

Art. 9 and
10

Vocational training

Vocational guidance

3

Charter of
Fundamental
Rights of the
European Union

Art. 14

Vocational and continuing training

Free and compulsory education

Rights of parents to choose the education of
their children in conformity with their
pedagogical, religious and philosophical
convictions
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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 � economic, social and cultural as
well as civil and political ones� (Koch, 2009, p. 149).
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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
teachers� community, didactic.ro, and on qualitative data collected from two
sources, firstly, a netnographic source, namely, teachers� online comments
to the one-question survey and secondly, English teachers� answers 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 fa�� prezint� modul �n care sunt folosite manualele digitale �n
�nv���m�ntul primar din Rom�nia �i percep�ia 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, �i pe
date calitative culese din dou� surse. �n primul r�nd, este vorba de comentariile
cadrelor didactice care au r�spuns la sondajul propus pe didactic.ro �i de
r�spunsurile la un chestionar cu �ntreb�ri deschise trimis online profesorilor
de englez� din jud. Cluj. Astfel, datele culese din cele trei surse au fost
triangulate pentru a descrie modul �n care profesorii din �nv���m�ntul primar
folosesc manualele digitale �i percep�ia lor legat� de folosirea acestor manuale.
Principalul scop al studiului a fost investigarea modului �n care manualele
sunt folosite la clas�, analiza m�surii �n care ele sunt considerate utile de
c�tre cadrele didactice, dar �i identificarea anumitor puncte forte �i slabe
legate de modalitatea de prezentare �i con�inut a acestor manuale.

TEACHERS� USE AND PERCEPTIONS OF DIGITAL SCHOOL
TEXTBOOKS IN ROMANIA

Dr. Diana Cojocnean*



Cuvinte-cheie: e-learning, manuale digitale, politica de digitalizare, �nv��are
asistat� de calculator, �nv��are asistat� de 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 (�oim�nescu, 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 I
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 I 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. Teachers� use 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. A recent 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, I used the following data collection
methods:

A one-question online survey available on didactic.ro (636 answers)
Teachers� comments 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, I combined an online survey, which provided quantitative data, with
qualitative data provided by the teachers� comments to the survey and English
teachers� answers 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 (D�rnyei, 2003). Each method of data
collection complemented one another and enriched the quality of the results.
Accordingly, I 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� statements 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. A total
of 33 comments were analyzed and 14 answers to the online open ended
questionnaire. Finally, I triangulated the data from these three sources in
order to render teachers� use 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
participants� answers to the online questionnaire were given letters from A to
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-question online survey available on didactic.ro
from March 2016 to April 2016. During the second phase, I sent the open
ended online questionnaire to the Google group of English teachers in Cluj
county. It was completed by 14 English language teachers.



                                                                       Revista de Pedagogie � LXIV � 2016 (1) 91

5.  Results and Discussion

5.1. Teachers� general views on the use of digital textbooks
The one-question survey on didactic.ro had four possible answers focusing
on teachers� perceptions as to the use of digital textbooks with primary school
children as in Figure 1.

Figure 1. Teachers� use 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 students� learning
needs.

Following the thematic content analysis of teachers� comments 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.� Although 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.�
Likewise, participant 5 responded, �What we received as digital textbooks
cannot be called that way. Also I 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, �Seeing the quality of digital textbooks I wonder: will the
publishing houses come up with auxiliary digital textbooks as well in order to
supplement what is in the actual digital textbook?�. Although 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.� The 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 questionnaire
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 students� actual 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.� Participant 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 don�t encourage 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 �the textbooks should
contain more grammar exercises and more dialogues to practise.� This
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 �there are two types of
pronunciation within the same textbook (British and American) and the students
often get confused as to how to pronounce�. Likewise, 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 �they are user friendly and most importantly
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they give instant feedback.� Another advantage as identified by participants A
and D is the fact that �they are accessible anywhere provided there is Internet
connection�. Participant H pointed out the following: � these textbooks combine
auditory with visual information enabling thus a better learning of vocabulary
items�. From this perspective they add value to teachers� work and students
enjoy their use in the classroom. Participant 11 stated, �I like the fact that I
can use several alternative digital textbooks and I can choose activities from
several textbooks to do with my students.� This 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, I favor the paper based traditional
textbooks but I also favor the digital ones, they are complementary�. 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, �I think we always like to criticize the
new and totally ignore the full side of the glass. I use digital textbooks, the
children like the interactive activities and they can also access them at home
and learn with pleasure. Yes, I agree that some students don�t have access
to Internet, don�t have their own PCs, but that doesn�t change the fact that
humanity progresses.� The 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 �combining the
modern with the traditional makes the lesson more interactive and dynamic.
I use the digital textbooks because the students� parents 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. I 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,
unfortunately�. Participant 17 indicates that we need to integrate the digital
component in the lesson because digital tools are part of students� life and
their learning needs. It also suggests that learners� attention 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, �I use
the textbook but I 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 can�t
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.� These 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 can�t do 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, �It is very difficult to manage the classroom, they all want to do the
activities, but there is one PC in the classroom only.�

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 I have
attempted in the institution I 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
teachers� comments 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 students� learning
outcomes. However, digital textbooks are not designed to generate better
learning outcomes but to improve all in all students� learning 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 learners�
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, teachers� use and views on digital textbooks are
still quite varied among different teachers.



                                                                       Revista de Pedagogie � LXIV � 2016 (1) 97

REFERENCES

Barza, V. Remus Pricopie: the digitization of schools will cost more then 100
millions in euros, 2013, retrieved from http://www.hotnews.ro, accessed 10
April 2016.
http://www.didactic.ro/stiri/59-dintre-invatatori-utilizeaza-manualul-digital-la-
clasa, accessed 12 April 2016.

Kozinetz, R.V. Netnography. Doing Etnographic Research Online. London:
Sage Publications, 2010.

Manasia1, L.,  P�rvan, A.,  Paraschiveanu, V. The Romanian educational
system facing the digital school books. A case study approach, 2013,
retrieved from https://www.academia.edu/5940710/THE_ROMANIAN_
EDUCATIONAL_SYSTEM_FACING_THE_DIGITAL_SCHOOL_BOOKS._
A_CASE_STUDY_APPROACH,
accessed 10 January 2016.

OECD. Students, Computers and Learning: Making the Connection, PISA,
OECD Publishing, Paris, 2015, retrieved from DOI: http://dx.doi.org/10.1787/

9789264239555-en., accessed 20 September 2015.
Pantazi, R. The auction for digital books will be released in September. How

can be downloaded and how many types of textbooks will have students,
2013, retrieved from http://www.hotnews.ro, accessed 20 November 2015.

Pantazi, R. Remus Pricopie: Ministerul Educatiei are in vedere dotarea cu
tablete a tuturor scolilor, inclusiv in mediul rural, 2014, retrieved from http://
www.hotnews.ro/stiri-esential-18355409-remus-pricopie-ministerul-educatiei-
are-vedere-dotarea-tablete-tuturor-scolilor-inclusiv-mediul-rural.htm accessed
November 2014, accessed 30 March 2016.

Pavel, V. State of OER Policy in Romania, 2013, retrieved from http://oerpolicy.eu/
state-of-oer-policy-in-romania/, accessed 15 February 2016.

�oim�nescu, M. Asocia�iile de P�RIN�I atrag aten�ia asupra introducerii
manualelor digitale �n �coli. LISTA efectelor negative pe care le are tableta
asupra copiilor, 2015, retrieved from http://www.activenews.ro/prima-pagina/
Asociatiile-de-PARINTI-atrag-atentia-asupra-introducerii-manualelor-digitale-
in-scoli.-LISTA-efectelor-negative-pe-care-le-are-tableta-asupra-copiilor-93380,
accessed 25 February 2016.

Voinea, E. Pro si contra, Manualele scolare electronice, un lux sau o necesitate
pentru elevi?, 2014, retrieved from http://www.avocatnet.ro/content/articles/
id_37970/Manualele-scolare-electronice-un-lux-sau-o-necesitate-pentru-
elevi.html, accessed 15 April 2016.
https://www.manuale.edu.ro/



98 REZULTATE ALE CERCET�RII



                                                                       Revista de Pedagogie � LXIV � 2016 (1) 99

* Universitatea Bucure�ti, �coala Doctoral� - domeniul: �tiin�e ale Educa�iei, Facultatea de
Psihologie �i  �tiin�ele Educa�iei, Rom�nia, profesor de sprijin, �coala Gimnazial� Special�
Nr. 1, Ploie�ti, Jud. Prahova, Rom�nia. nicol_adet@yahoo.co.uk

**Institutul de �tiin�e ale Educa�iei, Bucure�ti, Rom�nia,
cristian.pomohaci@ise.ro

Rezumat
Componentele principale ale educa�iei incluzive sunt accesul la educa�ie �i
�anse egale pentru to�i elevii. Acestea creeaz� un mediu prietenos unde se
poate manifesta starea de bine a elevului �i unde acesta ��i poate atinge
�ntreg poten�ialul. Tranzi�ia de la educa�ia incluziv� depinde de disponibilitatea
�i deschiderea fa�� de elevi ca resurs� uman� din �colile incluzive. Av�nd �n
vedere c� �n Rom�nia nu exist� �nc� �coli incluzive, ci doar �coli integratoare,
ne-am propus s� eviden�iem posibile elemente/ direc�ii spre educa�ia incluziv�,
care s� vin� �n �nt�mpinarea bun�st�rii �colare a elevilor cu CES integra�i �n
�colile de mas�.
Prezentul studiu face parte dintr-o cercetare mai ampl�. �n acest articol vom
prezenta doar aspecte care influen�eaz� starea de bine a elevilor cu CES,
raportat� la rela�ionarea la nivelul clasei integratoare.
Cuvinte-cheie: incluziune, integrare, stare de bine, cerin�e educa�ionale
speciale, toleran��.
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.

RELA�IONAREA ELEVILOR CU CERIN�E EDUCA�IONALE
SPECIALE (CES) CU COLEGII LOR DIN PERSPECTIVA

EDUCA�IEI INCLUZIVE
Drd. Nicoleta Adet*,
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Introducere

�coala incluziv� se centreaz�, mai ales, pe cunoa�terea modului de �nv��are
a strategiilor necesare rezolv�rii problemelor de via�� cotidian�, unde procesul
de predare �i �nv��are este simultan, unde fiecare elev poate �s� �nve�e cum
se �nva���, unde exper ien�a celuilalt �nseamn� resurs� pentru �nv��are, unde
spiritul respectului �i accept�rii celor din jur este prezent.

Ainscow, Booth, Dyson �i al�ii pledeaz� �n favoarea unei largi conceptualiz�ri
a �nv���m�ntului incluziv �i accentueaz� ideea conform c�r eia:

�nv���m�ntul incluziv trebuie s� se adreseze tuturor copiilor/ elevilor;
�nv���m�ntul incluziv necesit� mobilizarea pentru eliminarea barierelor
din calea �nv���rii  �i are �n vedere participarea oric�rui copil, elev sau
t�n�r, nu doar a celor despre care se spune c� au nevoie de un sistem de
�nv���m�nt special;
incluziunea se refer� �n egal� m�sur� la participarea cu drepturi depline
indiferent de ras�, clas� social�, sex sau condi�ie social� �  precum
s�r�cia (Ainscow & Booth, 1998).

Educa�ia incluziv� presupune existen�a sprijinului, care s� egalizeze �ansele
tuturor �i s� se adreseze fiec�ruia. Putem sintetiza c� educa�ia pentru to�i
devine coerent� dac� se bazeaz� pe educa�ia incluziv� �i dac� se define�te
ca: �educa�ie de calitate, eficien��, responsabilitate, pluridisciplinaritate, proces
complex, strategie de respectare a drepturilor, eviden�iere a valorii individuale
umane� (Vr�sma� & Vr�sma�, 2012).

Satisfac�ia elevilor poate fi intensificat� prin recunoa�terea reu�itelor, at�t �n
public, c�t �i �n particular, consolid�ndu-se , astfel, comportamente �i atitudini
care au asigurat ob�inerea succesului. Ulterior, elevii vor tinde s� procedeze
�n mod similar sau chiar mai elaborat, av�nd curajul �i scopul de a reu�i din
nou.

Uneori satisfac�ia elevilor este intensificat� de compara�ia care se face cu
reu�itele colegilor, dac� ei �nregistreaz� progrese mai mari, dar profesorul
trebuie s� formeze capacitatea de raportare a propriilor reu� ite la a�tept�rile
personale, la progresul personal.

Pornind de la aceste observa�ii, am realizat o cercetare exploratorie la care
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au participat elevi, p�rin�ii �i profesori. �n continuare vom prezenta o parte a
acestei cercet�ri, parte ce se refer� la aspecte care influen�eaz� starea de
bine a elevilor cu CES, raportat� la rela� ionarea la nivelul clasei integratoare.

Descrierea instrumentelor

La acest studiu au participat 250 de elevi din ciclul gimnazial. Dintre ace�tia,
20% au fost elevi cu CES �i 80% elevi din clasele integratoare. Elevii au fost
selecta�i din mediul urban �i din mediul rural.
Ca instrument 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) �i am calculat coeficientul Alpha Cronbach. Valorile
ob�inute ne-au indicat consisten�� intern� pentru valori � e� 0,700.
1. Un prim chestionar aplicat (CI) a fost inspirat din Indexul incluziunii �colare
(Booth & Ainscow, 2003). Acest tip de chestionar a vizat eviden�ierea percep�iei
asupra existen�ei elementelor specifice incluziunii �n �colile integratoare din
punctul de vedere al popula�iei investigate. Chestionarul calibrat pe scala
Likert cu 7 valori are 3 subdiviziuni corespunz�toare celor 3 dimensiuni: politicile
incluzive, cultura incluziv�, practicile incluzive.
2. Al doilea tip de chestionar pentru elevi (C3) cuprinde mai multe categorii
de itemi: cu variante de r�spuns multiplu, calibra�i cu scala Likert cu 7 valori
sau cu r�spunsuri deschise �i vizeaz� mai multe aspecte dintre care vom
men�iona aici:

percep�ia asupra termenului de incluziune;
percep�ia privind diverse avantaje �i dezavantaje/ dificult��i ale integr�rii;
percep�ia asupra comportamentului elevilor �n raport cu elevii cu CES;
percep�ia asupra comportamentului elevilor cu CES �n raport cu ceilal�i
elevi;
percep�ia privind oportunitatea integr�rii elevilor cu CES �n �nv���m�ntul de
mas�.

Variabilele dependente la care vom face referire �n prezenta lucrare sunt:
1. constructul percep�ia elevilor privind educa�ia incluziv� opera�ionalizat pe

dimensiunile: politici incluzive, cultur� incluziv� �i practici incluzive (Booth
& Ainscow, 2003);

2. dimensiunea rela�ionarea elevilor cu CES cu colegii a constructului nivelul
st�rii de bine �n �coal� opera�ionalizat dup� cinci dimensiuni, dimensiuni
sugerate �i de Konu �i Rimpel� (2002, p. 84), astfel : rela�ionarea cu colegii,
rela�ionarea cu cadrele didactice, suport educa�ional, suport afectiv,
valorizare/ reu�it�, condi�ii materiale oferite de �coal�.
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Pentru prelucrarea statistic� a datelor am folosit SPSS, iar diagramele au
fost realizate cu ajutorul Excel.

Descrierea cercet�rii
Pentru �nceput am studiat modul �n care rezultatele � colare influen�eaz�
rela�ionarea dintre elevi cu elevi cu CES integra�i �n �colile de mas� . Am
realizat trei categorii de subiec�i elevi �mp�r�i�i �n func�ie de mediile � colare
anuale din anul �colar anterior: 9-10; 7-8,99; 5-6,99. Rezultatele le red�m �n
tabelul de mai jos:

Aplic�nd ANOVA unifactorial� am ob�inut diferen�e semnificative �ntre cele trei
categorii de elevi (p < 0,05), deci putem spune c� rezultatele � colare
influen�eaz� percep� iile elevilor asupra rela�ion�rii dintre elevi.

Analiz�nd valorile mediilor ob �inute de cele 3 subcategorii pentru fiecare
dimensiune �n parte observ�m c� ele descresc similar, adic�, cu c�t rezultatele
� colare cresc, cu at�t percep �iile asupra incluziunii (pentru cele trei dimensiuni)
sunt favorabile. Acest rezultat este datorat probabil faptului c�  la elevii cu
rezultate � colare slabe exist� un nivel mult mai ridicat al frustr�rii cauzate de
�tratarea diferen�iat� a elevilor cu CES�.

Sesiz�m c� intensitatea privind comportamentul indezirabil fa�� de elevii cu
CES cre� te la elevii cu rezultate �colare mai slabe, adic�, elevii cu rezultate
� colare mai slabe rela�ioneaz� cu elevii cu CES mai deficitar dec�t colegii lor.
�n condi�iile �n care valoarea 3 reprezint� intensitate ��n mic� m�sur��, iar 4
reprezint� �uneori� , putem s�  afirm�m c� atitudinile negative se manifest� ca
frecven��/  intensitate aproape la fel precum cele pozitive, exist�nd o oarecare
�echidistan��� �ntre acestea.

Sesiz�m cum frecven� a/ intensitatea atitudinilor negative descre� te �n raport
cu cre� terea mediilor � colare: cu c�t rezultatele � colare sunt mai bune, cu
at�t atitudinile/ comportamentele indezirabile se manifest� mai pu� in. Nu
acela� i lucru �l putem afirma despre atitudinile pozitive. De� i frecven�a/
intensitatea manifest�rii acestora este foarte apropiat� pentru cele trei categorii

Tabel 1. Mediile pe componente �n func�ie de variabila rezultate �colare

Medii pe componente (atitudini/ comportamente)Medii
� colare negative pozitive

� 6,99 3,04 4,44

7,00 - 8,99 2,17 4,33

9 - 10 1,98 4,66
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de subiec�i, sesiz�m c� atitudini le/ comportamentele elevilor cu rezultate
foarte bune (medii � colare: 9-10) tind spre frecven�a ��n mare m� sur�� , celelalte
dou� categorii fiind mai aproape de intensitatea �uneori� , cu specifica�ia c�
cei cu rezultate bune (medii � colare: 7-8,99) manifest� cel mai pu� in atitudini
pozitive fa�� de elevii cu CES.

Percep�iile elevilor cu CES din clasele integratoare fa�� de atitudinile
colegilor
Pentru a studia percep�ia asupra interac�iunii dintre elevi � i elevii cu CES,
elevii au fost �ntreba�i: Cum apreciezi comportamentul t�u fa�� de colegii cu
C.E.S.?, iar elevii cu CES au fost �ntreba�i: Cum apreciezi comportamentele
colegilor t�i fa�� de tine?  Ace� ti itemi au fost calibra�i cu scala Likert cu 7
trepte de intensitate pentru fiecare din cele 21 de tipuri de atitudini/
comportamente posibile, dezirabile dar � i indezirabile.

Figura 1. Comportamentul elevilor fa�� de elevii cu CES � atitudini �i
percep�ii

Am calculat media pentru fiecare component� (comportament). Mai �nt�i a m
calculat pentru fiecare dintre cele 21 de atitudini posibile, pozitive � i negative,
mediile at�t pentru elevii din clasele integratoare, c�t � i pentru elevii cu CES
�i am aplicat testului t (pentru fiecare component�), dar nu am ob� inut diferen�e
semnificative �ntre mediile celor dou� grupuri. Apoi am ordonat, pentru fiecare

Percep�ia asupra interac�iunii dintre elevi �i elevii cu CES



grup de elevi, dup� scoruri, cele 21 de a titudini. Astfel, am ob�inut un clasament
pentru fiecare grup de elevi. Aceste clasamente le-am comparat cu testul de
compara�ie a rangurilor, testul Spearmann. Deoarece am ob�inut o corela�ie
semnificativ� (r=0,96; p = 0,00 < 0,05) �nseamn� c� cele dou� clasamente
nu difer� semnificativ, ceea ce a reprezentat o validare a rezultatelor ob�inute
�n urma aplic�rii testului t. Faptul c� nu avem diferen� e semnificative se poate
observa � i din Figura 1.

Aceasta oglinde� te compatibilitatea dintre percep�iile celor dou� categorii de
subiec�i �n raport cu acela� i comportament, cu alte cuvinte, elevii cu CES,
integra�i �n �nv���m�ntul de mas� resimt/ percep comportamentul colegilor
s�i exact a� a cum ace� tia �l transmit/ r� sfr�ng.

Pentru a analiza percep�iile reciproce ale atitudinilor am �ntrebat elevii
�Cum crezi c� apreciaz� colegii t�i cu CES comportamentul t�u fa�� de ei?�
�i elevii cu CES � �Cum crezi c� apreciaz� colegii t�i comportamentul t�u
fa�� de ei?�. Am calculat pentru fiecare dintre cele 21 de atitudini posibile,
pozitive � i negative, mediile at�t pentru elevii din clasele integratoare, c�t � i
pentru elevii cu CES. Aplicarea Testului t (pentru fiecare component�) ne-a
relevat coeficien�i semnificativi (p<0,05) pentru comportamentele: �putere�
(medii: 3,24/4,12), �mil�� (medii: 2,61/3,80), �colegialitate� (medii: 5,05/5,82),
�prietenie� (medii: 5,21/5,98) (vezi Figura 2).
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Figura 2. Percep�ii privind comportamentul reciproc al elevilor �i al
elevilor cu CES



Sesiz�m �n Figura 2 c� mediile �nregistrate pe componente (fie pozitive, fie
negative) de elevii din clasele integratoare sunt mai mici, cu dou� excep� ii.
Elevii cu CES au acordat cele mai mari scoruri comportamentelor indezirabile
�putere� (4,12) �i �mil�� (3,80), adic� ei cred c� cele dou� atitudini ale lor sunt
cel mai des percepute de c�tre colegi (1-niciodat�, 7-�ntotdeauna). Sunt
surprinz�toare aceste rezultate dar, dac� revedem r�spunsurile acelora� i elevi
cu CES pentru itemul nr. 3 (�Cum apreciezi comportamentele colegilor fa��
de tine?�) sesiz�m c� scorurile cele mai mari au fost eviden�iate tot de mediile
celor dou� componente: �putere� (4,4) �i �mil�� (3,6).  Elevii cu CES resimt cel
mai pregnant atitudinile de �a le fi mil� de ei� �i de �a li se demonstra c� ei
sunt cei slabi�. Aceasta se datoreaz� frustr�rii � i dorin�ei de a se schimba
aceast� situa� ie. De aceea, acestor elevi le place s� cread� c� ceilal� i �i
percep ca fiind ei �cei puternici�, c� se afl� pe pozi� ia de a-� i manifesta puterea
� i mila fa�� de colegii lor (�ncearc�, la nivel mental, s� inverseze rolurile).
Altfel spus, elevii cu CES �ncearc� s� se transpun� �n locul colegilor (s�
schimbe statutul lor cu al colegilor).

Probabil, tot din dorin�a de a fi percepu�i ca �membri cu drepturi depline �n
clas��, de a-� i demonstra valoarea/ poten�ialul, componentele pozitive
referitoare la �colegialitate� �i �prietenie� au �nregistrat cele mai mari medii ale
scorurilor la elevii cu CES, adic� ei cred c� sunt percepu�i de c�tre colegi ca
av�nd un comportament prietenos � i de bun coleg. Pe acelea� i componente,
dar referitoare la percep�ia colegilor �n raport cu comportamentul lor fa�� de
colegii cu CES, s-au �nregistrat diferen�e semnificative: elevii din clasele
integratoare, spre deosebire de colegii lor cu CES, cred �ntr-o mai mic� m�sur�
c� sunt p ercepu�i ca buni colegi/ prieteni, probabil din cauza faptului c� nu
pun accent pe acest aspect, �i afecteaz� mai pu� in modul �n care imaginea lor
este perceput� de c�tre colegii lor cu CES.

Noi interpret�m aceste rezultate privind atitudinile dezirabile eviden�iate de
c�tre elevii cu CES ca o dorin�� de a-� i demonstra �i calit�� ile, nu doar
neputin�a �n domeniul cognitiv, de a fi aprecia�i pentru c� p ot fi buni colegi � i
prieteni, imagine care are importan�� deosebit� pentru ei.

Percep�iile elevilor privind avantajele �i dezavantajele integr�rii

Pentru itemul privind avantajele integr�rii/  avantajele prezen�ei elevilor
cu CES �n � colile integratoare, calibrarea s-a realizat cu scala Likert cu 7
grade de intensitate pentru cele dou� categorii de subiec� i: elevi cu CES � i
elevi din clasele integratoare.
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Am calculat coeficientul de consisten��  Alpha Cronbach iar chestionarul, pe
dimensiunea �avantajele integr�rii�, �ndepline� te condi�iile minime de aplicare
(� = 0,701 ).

Fiind unghiuri diferite de abordare a problematicii integr�rii, compara� ia dintre
distribu�iile r�spunsurilor elevilor � i elevilor cu CES s-a realizat �n urma
calcul�rii pentru fiecare elev a scorurilor date pentru fiecare variant� de r�spuns.
Pornim de la premiza c�, cu c�t scorul ob�inut e mai mare, cu at�t elevul se
adapteaz� mai bine �ntr-o clas� integratoare (elevi cu �i f�r� CES).

Altfel spus, elevii care se adapteaz� mai bine la o astfel de clas� ob� in scoruri
mai mari. Pe de alt� parte, propunem � i intervale �n func�ie de frecven�e.
Consider�m c� intervalelor frecven �elor le putem asocia intervale de apreciere
astfel:

12 - 35 � probleme de adaptare la clasa integratoare,
36 - 60 � adaptare medie la clasa integratoare,
61 - 84 �  adaptare foarte bun� la clasa integratoare.

Calcul�nd scorurile pentru fiecare elev � i frecven�ele pentru fiecare interval, �n
urma aplic�rii Testului chi-p�trat am ob� inut diferen�e semnificative (valoarea
p= 0,00 < 0,05) �ntre cele dou�  grupuri.

Dac� observ�m Figura 3, majoritatea elevilor dovedesc majoritar o adaptare
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Figura 3. Compara�ia �ntre elevi �i elevi cu CES privind avantajele integr�rii

Avantajele integr�rii elevilor cu CES �n �coala de mas�



medie la clasa integratoare unde sunt � colariza�i (peste 62%) � i �n propor�ie
de 30% o adaptare foarte bun� , ceea ce ar indica, credem noi, c� nu exist�
probleme mari de adaptare �colar� �n clasa incluziv� � i nici probleme deosebite
�n raport cu elevii cu CES.

Privind mediile elevilor cu CES, sesiz�m c� ace� tia dovedesc o adaptare
foarte bun�  �n clasele integratoare (54%) �i, complet�nd cu cei 45% care
reprezint� o adaptare medie, putem s� exprim�m ideea c� nici din partea
elevilor cu CES nu ar exista probleme �n grupul � colar.

Scorurile ob�inute sunt �ncurajatoare �i ne indic� o perspectiv� incluziv�
favorabil� pentru elevii cu CES �i, totodat�, cu poten� ial, de�i elevii din clasele
integratoare au exprimat intensit� �i inferioare intensit�� ilor elevilor cu CES
privind deschiderea c�tre experien� e comune.

Componenta comun� cu scoruri ridicate pentru ambele categorii de subiec�i
este reprezentat� de avantajul socializ�rii: �Pot socializa/ rela�iona cu al�i
copii/ copii diferi�i� , ceea ce ar indica un context potrivit � i pentru incluziune.
Diferen�ele �nregistrate se refer� la ierarhia � n func�ie de percep�iile acestora:
� formarea elevilor din clasele integratoare �n spiritul toleran�ei depinde de

context �i �ntr-o mai mic� m�sur� de �nv�� area din experien�a colegilor cu
CES;

� pentru elevii cu CES contextul integrator este favorizat de prezen�a cadrului
didactic de sprijin � i mai pu�in favorizat de primirea suportului/ sprijinului
din partea colegilor.

Clasarea componentei �Pot s�-mi pun �n valoare calit��ile �n cadrul � colar�, cu
rangul 8 din 12 (privind media pe grup) de ambele categorii de subiec�i, chiar
cu medii apropiate (4,48 �i 4,61), ne indic� faptul c�, at�t elevii cu CES, c�t
� i colegii lor percep calitatea contextului �colar integrator ca fiind satisf�c�toare
(4 = uneori, 5 = �n mare m�sur�) �i, am ad�uga noi, ca fiind potrivnic� educa�iei
incluzive care promoveaz� �ntreg poten� ialul elevilor.

Am propus elevilor �i elevilor cu CES �i item ul care se refer� la  dezavantajele
integr�rii,  rolul lui fiind de a verifica veridicitatea r�spunsurilor date de subiec�i
la itemul privind avantajele integr�rii.

De asemenea, coeficientul calculat Alpha Cronbach pe aceast� dimensiune
�dezavantaje/ dificult��i ale integr�rii� ne indic� o bun� consisten�� intern�  cu
� > 0,700 (� = 0,818 � i 0,895).

Deoarece la elevii cu CES avem 15 componente (sub�ntreb�ri) fa�� de 12
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componente la elevii f�r� CES, am calculat o medie pentru fiecare elev � i
apoi am calculat mediile mediilor pentru cele dou�  grupuri (media elevi =
2,78; media elevi CES = 2,77). Ob�in�nd valoarea p = 0,94 > 0,05 �ntre cele
dou� medii putem spune c� nu avem diferen� e semnificative �ntre cele dou�
grupuri pentru acest item. �n plus, mediile celor dou�  categorii de subiec�i
sunt cuprinse �ntre valorile 2 (�n foarte mic� m�sur�) � i 3 (�n mic� m�sur�),
deci putem spune c�, �n general, elevii nu au dificult�� i sau nemul�umiri �n
�coala integratoare dec�t �n mic� m�sur�, ceea ce ne-a indicat � i itemul
referitor la avantajele integr� rii.

De remarcat este faptul c� dezavantajele/  nemul�umirile cele mai mari, at�t
pentru elevii cu CES, c�t � i pentru colegii lor, se refer� la acela� i aspect dar
privit din unghiuri diferite: de� i elevii sunt nemul�umi�i deoarece consider�
c� colegii lor cu CES primesc �tratament diferen� iat�, elevii cu CES percep
acest �tratament diferen�iat� ca fiind insuficient pentru a putea avea succes
� colar:

de obicei, �elevii cu CES �nva��  dup� programe � colare adaptate/ mai
u� oare�, totu� i ace�tia consider� �programele � colare ca fiind dificile�;
chiar dac� �elevii cu CES primesc teme mai u� oare�, ace�tia consider�
c� primesc � teme dificile/ teme cu multe exerci�ii�;
cu toate c� �elevilor cu CES li se dau explica� ii suplimentare/ pe �n�elesul
lor�, ace�tia consider� c� �explica� iile suplimentare lipsesc sau nu primesc
deloc explica�ii pe �n�elesul lor�.
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Figura 4. Compararea atitudinilor pentru integrare � elevi �i elevi cu
CES (C3-It.6)

Cu care din afirma�ii sunte�i de acord?
diferen�e semnificative




