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STUDII EMPIRICE
THE VARIABILITY OF ADOLESCENTS’
INTERESTS IN THE ACADEMIC CONTEXT
Claudia Sălceanu*
Ovidius University of Constanţa,
Constanţa, Romania
claudiasalceanu@yahoo.com
Abstract
Adolescence is among the most studied developmental stages. It represents critical
transition stage in human development, characterized by a large amount of changes,
to which young people must find creative solutions in order to adapt. Among the
most important developmental tasks is the dimension of motivation and, in particular,
interests as motivational structures. A convenience sample of 1360 adolescents,
aged between 12 and 24 years old, filled in the Questionnaire for Evaluation of
Vocational Interests (Cognitrom Assessment System). The objectives and hypotheses
of the research are mainly focused on the identification of the existing differences
in the area of interests, based on the following criteria: age, gender and environment
of provenance. The study identifies a preference of the postadolescents for the social
and investigative interests; a preference for artistic, social and realistic interests of
girls; and a preference of urban-based adolescents for conventional and investigative
interests. Results highlight the importance of identifying the variability of interests
for both a better knowledge of this developmental stage and a better organization of
the instructive-educational activities, thus supporting the development of career
counseling and guidance in schools, high-schools and universities.
Keywords: academic context, adolescence, interests.
Rezumat
Printre cele mai studiate stadii de dezvoltare umană se găseşte adolescenţa, etapă
*

Lecturer, PhD., Ovidius University of Constanţa, Romania.
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critică de tranziţie în evoluţia umană, cu mare încărcătură de schimbări, la care
tânărul trebuie să găsească soluţii creative şi să se adapteze. Între cele mai
importante sarcini ale dezvoltării se află dimensiunea motivaţională, iar în mod
particular, interesele ca structuri motivaţionale. Un eşantion de convenienţă, de
1360 de adolescenţi, cu vârste între 12 şi 24 de ani, au completat Chestionarul de
Evaluare a Intereselor Profesionale (Cognitrom Assessment System). Obiectivele
şi ipotezele cercetării s-au centrat pe evidenţierea diferenţelor în variabilitatea
intereselor profesionale pe baza criteriilor: vârstă, sex şi mediu de provenienţă.
Am identificat o preferinţă a postadolescenţilor pentru domeniul social şi categoria
intereselor investigative; o înclinaţie a fetelor către domeniul artistic, social şi
realist; şi o preferinţă a adolescenţilor provenind din mediul urban pentru categoria
intereselor convenţionale şi investigative. Rezultatele obţinute susţin importanţa
cunoaşterii variabilităţii intereselor atât pentru o mai bună cunoaştere a
adolescenţilor, cât şi pentru o mai bună organizare a activităţilor instructiveducative, susţinând astfel dezvoltarea consilierii şi orientării în carieră în şcoli,
licee sau universităţi.
Cuvinte-cheie: adolescenţă, context academic, interese.

1. Introduction
1.1.

Developmental tasks in adolescence

Adolescence begins around 10/11 years and reaches to 24/25 years of age.
Specialized studies (Adams & Berzonsky, 2009; Birch, 2000; Creţu, 2009;
Papalia, Wendkos Olds & Duskin Feldman, 2010; Sion, 2007; Şchiopu &
Verza, 1997; Verza & Verza, 2000) describe three different developmental
stages: puberty (10/11–14/15 years), adolescence (14/15—18/19 years) and
postadolescence (18/19-24/25 years). Each theoretical model is focused on
certain developmental tasks. A developmental task can be defined as a task
which is active in a certain stage in life (Havighurst, 1948). Failure in
accomplishing a task means the incapacity of solving other tasks associated
with the next developmental stage.
Some scientists speak about certain periods in adolescence, each having
their own set of developmental tasks. Melanie Rapp (in Nichols & Nichols,
1998) speaks about three stages in adolescence, as follows: early adolescence
(12-14 years), characterized by independence from parents, fast physical
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growth (especially for girls), integration in different groups and interests
for sex life; middle adolescence (14-17 years), characterized by selfdiscovery, orientation towards performance and many interpersonal
relationships; late adolescence (17-19 years), characterized by the orientation
towards a career and self-sustainability. Joseph Moore (1988) describes
three stages: purgatory (cleansing a false sense of self, especially from low
self-esteem), illumination (acceptance of the self, without barriers and
defense mechanisms), and union (with the Divine Creation). Elizabeth
Fenwick and Tony Smith (1994) speak about: early adolescence (11-14
years), characterized by the concern for looks, gaining independence from
the family, manifestation of rebel attitudes and behaviors, rising of the
importance of social groups, egocentric perspectives toward all problems;
middle adolescence (15-16 years), characterized by lower self-centeredness,
decision making, experimentation of self-image, stable relationships,
acknowledging own sexuality, mature abilities and interests; late adolescence
(17-18 years), characterized by an idealistic view of the world, involvement
in the external family life and school life, stable personal relationships,
gaining independence and establishing relationships of equality with adults.
Zimmerman (in Urdan & Pajares, 2002) states that during adolescence,
young people acquire the necessary skills needed to succeed in adulthood.
Among these skills, the self-regulatory techniques (that include goal setting,
strategy use, time management, self-monitoring, self-evaluation, and selfreflection), if developed, allow adolescents to learn and perform at optimal
levels.
Based on everything we said so far, we can acknowledge two important
conclusions: the first one states that developmental tasks in adolescence
cover all physical, psychological and social aspects of human evolution
and the second one argues that there are certain factors with either positive
or negative influence involved in this process.
There are other essential factors for the development in adolescence, such
as educational system and teachers, family, parents and other adults in contact
with the adolescent. The quality of the relationships between these
institutions or persons is essential for a positive development. To create a
supportive environment is crucial for the development of resilience and for
the promotion of a healthy evolution. Resilience is the ability to manage the
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changes. Because adolescence is a stage full of transformations, some of
them can be quite challenging for young people, making resilience really
important for managing physical, psychological, cognitive, emotional and
social transitions.

1.2.

Interests

Dragu and Cristea (2002) emphasize that early adolescence is a stage in
which the emotional life is more complicated and diverse, because ideals,
aspirations and intentions are defined at the motivational level. The most
important aspect of the evolution of motivation is the one responsible for
the stimulation and orientation of the learning process. Extrinsic motivation
becomes intrinsic motivation and social motivations are greatly amplified
(Creţu, 2009).
Some authors (Ciobanu & Jelescu, in Albu, Isac, Jugastru, Negru &
Totelecan, 2015; Popescu-Neveanu, 1978) highlight some conceptualizations
of interest such as: the only reason of human action, connected to things
important for human well-being and happiness (Thiry); the structure which
produces pleasure and keeps out people from harm (Helvétius); someone’s
liaison with economic relationships (Engels); factor responsible for
adjustment and adaptation of the environment to individual needs
(Claparède); human tendency to like some activities (Strong); a ratio between
needs and objective conditions (Super); a specific orientation of personality
in which an individual is concentrated on a mental object, that he/she wants
to know really closely (Rubinstein); reason or selective attitude of personality
towards an object, based on the object’s vital significance and emotional
attraction (Kovalev).
As we can see, interests are associated with positive emotional attitudes,
needs, directions and orientation of the personality, cognition and passion.
So, there is no unanimity regarding the definition of interests. Hidi and
Renninger (2006) state that the factors contributing to the development of
interests are knowledge, positive emotion and personal value. According to
Harackiewicz and Hulleman (2009), the model of Hidi and Renninger can
be explained through these statements:
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• Individuals learn more about a topic and become more skilled and
knowledgeable.
• Having more knowledge, individuals feel more competent and engage
in different tasks.
• As they spend more time in an activity, they may find personal meaning
and relevance in the activity.
• Having found a personal meaning in a field may contribute to the
development of competences and further exploration of the topic.
• Engaging and establishing goals may encourage people to practice and
to improve in that specific field.
Doron (2006) emphasizes that interests are relatively stable dispositions,
oriented towards different objects, activities or experiences. These trends
are conditioned by cultural requirements that define the corresponding roles
of men and women and of the members of a certain social group. Studies
show that, starting with adolescence, interests remain stable and can be
predictive factors of the professional career (Lubinski, Benbow & Ryan,
1995) and core variables of the development of identity and of a healthy
transition towards adult life (Schmitt-Rodermund & Vondracek, 1999).
Other studies show that interests are positively correlated with the
educational expectations of the adolescent’s mother and that a decline in
the sphere of academic interests is positively related to grade decrease
(Dotterer, McHale & Crouter, 2009). These findings show the relationship
between interests and both educational and environmental factors. Other
studies show a relationship between interests and historical and social context
(Low, Yoon, Roberts & Rounds, 2005). Obviously, the evolution of science
and technique has a great impact over the evolution of the personality.
However, this research is grounded in the theory of Holland, regarding career
decision; this theory has a great impact in the field of career guidance and
counseling, helping psychologists in understanding the relationship between
personal and environmental factors in the process of decision making (Jigău,
2007). Holland’s theory states that people tend to search and choose
professional environments consistent with their interests. The compatibility
between the chosen career and interests provides people with a sense of
personal satisfaction (Jigău, 2007).

12
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J. Holland describes six major categories of interests, which are: realistic,
investigative, artistic, social, enterprising and conventional. Each type is
characterized by a constellation of interests, preferred activities, beliefs,
abilities, values and characteristics (Nauta, 2010). Holland’s typology is
based on certain assertions (Jigău, 2007): people have different sets of
specific individual traits; some traits are relatively stable during adolescence;
choosing a professional career is a way of expression of the personality;
people who carry out their activity in similar professional fields have similar
structures and history and may have the same reaction in similar work
situations; satisfaction, stability and professional status depend on the
compatibility of personality and work environment; people tend to choose
those careers and activities which allow the prominence of their qualities
and personal values. In conclusion, maturation, the development of personal
experience and a positive identity are factors that define the process of
career decision making, according to both the internal and the external reality
of the individual (Jigău et al., 2003). The congruence between an individual’s
personality type and the work environment type determines several critical
outcomes, such as job satisfaction, stability and performance.

2. Methodology
2.1.

Objectives and hypotheses

The objectives of this study are:
1. The identification of differences regarding interests based on the age
criterion.
2. The identification of differences regarding interests based on the gender
criterion.
3. The identification of differences regarding interests based on the
environment of provenance criterion.
The hypotheses based on the objectives above are:
1. We presume that there are statistically significant differences between
preadolescents, adolescents and postadolescents regarding their career
interests.
2. We presume that there are statistically significant differences between
boys and girls regarding their career interests.
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3. We presume that there are statistically significant differences between
adolescents who live in urban areas and those who live in rural areas
regarding their career interests.

2.2.

Sample and instruments

A convenience sample of 1360 adolescents, aged between 12 and 24 years
old, filled the Questionnaire for Evaluation of Vocational Interests, available
in Cognitrom Assessment System.
The Questionnaire is grounded in the theory of J. Holland and measures the
six categories of people and work environments proposed by the author:
realistic, investigative, artistic, social, entrepreneurial and conventional. The
main assumptions of this theory are:
• People tend to search for work environments that will allow them to use
their vocational characteristics.
•· Vocational behavior is the result of the interaction between the personality
type and the environment.
The purpose of the questionnaire (related to the study) is to assess the
adolescent’s preferences for certain activities or fields of knowledge, and it
can successfully be used in the career guidance and counseling activity.
The sample consists of 861 girls and 499 boys, out of which 456 live in
rural areas and 904 in urban areas of Constanţa County. The sample was
also divided into three groups, based on the age criterion, as follows: 162
preadolescents, 534 adolescents and 664 postadolescents. The method of
sampling involved the availability and the willingness of the participants to
respond to the questionnaire. Schools’ and high-schools’ headmasters
allowed the application of the questionnaire in their institutions as well.
The study level of the parents, as well as the social status of the families
whose children were involved in the study were taken into account, for
both urban and rural residents. A number of 689 participants from the entire
sample come from families with parents that have university studies, 553
participants have at least one parent that has finished only the high-school
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level, and 118 participants have at least one parent that has only completed
secondary lower education.
All the data was processed using SPSS 20.

2.3.

Findings and results

2.3.1.

Hypothesis 1

We presume that there are statistically significant differences between
preadolescents, adolescents and postadolescents, regarding their career
interests.
We used Kruskal-Wallis nonparametric test for independent samples and
we obtained the following ranks:
• Artistic – mean rank for preadolescents 695.38, mean rank for adolescents
703.84, mean rank for postadolescents 658.10.
• Conventional – mean rank for preadolescents 630.38, mean rank for
adolescents 669.14, mean rank for postadolescents 701.86.
• Enterprising – mean rank for preadolescents 647.68, mean rank for
adolescents 669.07, mean rank for postadolescents 697.70.
• Social – mean rank for preadolescents 559.40, mean rank for adolescents
695.63, mean rank for postadolescents 697.88.
• Realistic – mean rank for preadolescents 648.09, mean rank for
adolescents 662.21, mean rank for postadolescents 703.12.
• Investigative – mean rank for preadolescents 630.40, mean rank for
adolescents 637.41, mean rank for postadolescents 727.38.
The significance we obtained for the values of Chi-Square was: artistic
.117, conventional .079, enterprising .238, social .000, realistic .106,
investigative .000.
Therefore, we identified statistically significant differences regarding social
and investigative interests, meaning that adolescents and postadolescents
value social interests more than preadolescents, and postadolescents value
more the investigative category of interests than preadolescents and
adolescents.
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Hypothesis 2

We presume that there are statistically significant differences between
boys and girls, regarding their career interests.
We used Mann-Whitney nonparametric test for independent samples and
we obtained the following ranks:
• Artistic – mean rank for girls 739.14, mean rank for boys 579.31.
• Conventional – mean rank for girls 671.91, mean rank for boys 695.32.
• Enterprising – mean rank for girls 673.03, mean rank for boys 693.39.
• Social – mean rank for girls 753.95, mean rank for boys 553.77.
• Realistic – mean rank for girls 600.75, mean rank for boys 818.10.
• Investigative – mean rank for girls 686.69, mean rank for boys 669.82.
The significance we obtained for the values of Chi-Square were: artistic
.000, conventional .288, enterprising .356, social .000, realistic .000,
investigative .444.
We identified statistically significant differences regarding artistic, social
and realistic interests, meaning that girls value artistic and social interests
more than boys, and boys value realistic interests more than girls.

2.3.3.

Hypothesis 3

We presume that there are statistically significant differences between
adolescents that live in urban areas and those who live in rural areas,
regarding their career interests.
We used Mann-Whitney nonparametric test for independent samples and
we obtained the following ranks:
• Artistic - mean rank for adolescents in rural areas 692.51, mean rank for
adolescents in urban areas 674.44.
• Conventional - mean rank for adolescents in rural areas 648.30, mean
rank for adolescents in urban areas 696.74.
• Enterprising - mean rank for adolescents in rural areas 666.28, mean
rank for adolescents in urban areas 687.67.
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• Social - mean rank for adolescents in rural areas 686.52, mean rank for
adolescents in urban areas 677.46.
• Realistic - mean rank for adolescents in rural areas 694.27, mean rank
for adolescents in urban areas 673.56.
• Investigative - mean rank for adolescents in rural areas 649.46, mean
rank for adolescents in urban areas 696.16.
The significance we obtained for the values of Chi-Square was: artistic
.422, conventional .031, enterprising .342, social .687, realistic .358, and
investigative .038.
We identified statistically significant differences regarding conventional
and investigative interests, meaning that adolescents in urban areas value
conventional and investigative interests more than adolescents living in rural
areas.

3. Discussion
The first hypothesis was focused on the statistically significant differences
regarding interests, based on the age variable. We identified statistically
significant differences regarding social and investigative interests, meaning
that adolescents and postadolescents value social interests more than
preadolescents, and postadolescents value more the investigative category
of interests than preadolescents and adolescents.
Based on the theory of J. Holland, the social type is focused on activities
which imply interpersonal relationships. They prefer to help people solve
their problems or teach them different things, rather than participate in
activities that imply the use of tools or machines. They value social service
and fostering the welfare of others and demonstrate their interpersonal and
educational competencies (Smart, Feldman & Ethington, 2000). These
people can be great professionals in fields like education, therapy or
counseling. While they see themselves as cooperative, empathetic, helpful
and understanding, others regard them as agreeable, nurturing and
extroverted.
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The results we obtained regarding social interests are concordant with the
developmental tasks in adolescence. One of these tasks is precisely the
development of new social relationships, especially with other boys and
girls of the same generation, mature relationships, based on intimacy, trust
and respect (Sălceanu, 2015). Adolescents and postadolescents learn
gradually, by experimentation, to interact with others in ways closer to those
of adults. Preadolescence is a period of intense physical growth, but
adolescence is the stage where people select their partners based on a similar
level of physical and relational maturity. Furthermore, not only adolescents
are integrated in groups, but they belong to different communities of peers
that resemble with each other. Family, the school group, working groups or
sport team are human assemblies with which, one way or another, adolescents
have repeatedly been into contact (Amado & Guittet, 2007). Social contexts
found in their proximity are usually associated with interactions between
peers. They include school, neighborhood or family and they have the
responsibility of monitoring social interactions (Adams & Berzonsky, 2009).
Hence, we can see that the social system is becoming increasingly more
elaborated. These are new types of relationships and levels of interaction.
Brown (1999, in Friedman & Theodore, 1999) argues that the social
environment of adolescents is: a multi-contextual phenomenon, based on
larger sets of social and interpersonal contexts, which contributes to the
frame of peers’ contexts with impact on adolescent’s life. Furthermore,
relationships in adolescence are mutual. Typically, adolescents are part of a
large variety of groups, which vary in stability and amount of time that they
exist in. The structures of adolescent’s social relationships are dyads, gangs
and crowds. Dyads are the closest way of peer interaction. Gangs are large
groups, created around certain people, who have a particular image or identity
among peers. The leaders are labeled after a prominent personality trait,
like residential location, ethnic or socio-economic provenance, individual
skills or interests (Adams & Berzonsky, 2009; Brown, in Lerner & Steinberg,
2009). Bion (1961, in Amado & Guittet, 2007) suggests that in every group
adolescents cooperate in order to complete different tasks, functioning rules
and role distribution being acknowledged by everyone. This social chemistry
may block or accelerate the actions needed for solving the problems.
Although Brown (in Lerner & Steinberg, 2009) argues that there are some
peculiarities of group behavior in adolescence, like the instability of

18

STUDII EMPIRICE

relationships, antagonistic relationships, developmental changes of
relationships’ characteristics, it is certain that social interests gain importance
in the developmental framework during this stage. Adolescents develop a
sense of equality and reciprocity, they prefer a friendship based on mutual
interests, they can exercise different roles and status, gender identity can be
developed, and intimacy with peers of the same gender is developed.
But adolescents do not have personal relationships only with peers. Their
social interests are also visible in their relationships with adults, from within
or from outside their families. Adolescents gain their independence from
their parents, but they come across other adults while they are involved in
school activities, religious activities, or other places they go to, like the
neighborhood, the mall or their friends’ houses. These are factors that can
influence the adolescent’s development, because other adults represent
sources of information and resources, different of the ones they obtain in
their own families. Furthermore, these relationships with adults can be
learning opportunities of social roles and status, which influence the
development of identity in adolescence. Adults are mentors and models.
Mentors have a big impact on vocational identity in adolescence (Adams &
Berzonsky, 2009). Both adolescents and postadolescents seek mentors based
on similar interests, that they also hope to extend (Bigelow, 1999; Pawlak,
1999; Schmidt, 1998, in Adams & Berzonsky, 2009). Furthermore, mentors
have credibility and, as they provide feedback, they become increasingly
significant adults in the adolescent’s life.
Furthemore, another important aspect regarding these differences is the fact
that more and more, during postadolescence, Romanian young adults begin
to experience employment. They face challenges like the new social, cultural
and organizational contexts, or the balance between school and work that
they need to maintain. It is a certainty that paid work and the work experience
shapes the adolescents’ vocational development and educational/career
achievement (Zimmer-Gembeck & Mortimer, 2006).
The investigative type is characterized by a special predilection towards
research in a broad range of fields, such as biology, physics, social or cultural
sciences. Usually, people with this kind of interests have mathematic and
scientific skills, and they prefer to work alone in order to solve a variety of
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problems. Furthermore, studies show that developmental and personality
factors impact scientific thought, interest and achievement both directly
and indirectly (Feist, 2006).
As we know, an important developmental task in adolescence is the evolution
of the vocational and professional identity, which are influenced by
education, knowledge, skills and abilities, aspirations, interests, work values,
etc. Postadolescence is usually the stage where people go to a certain
university. By now, people are conscious about certain goals, they may have
a plan of achieving those goals, and they are engaged in the process. The
experience of going to college may have some objectives related to the fact
that society needs experts, in various fields, as well as motivated employees.
Families hope that this experience may bring their children happiness and
professional satisfaction in the future, and students hope to improve values
and skills that are needed in getting a job. Universities are actually seen as
factors that ensure the development of higher-order competencies, meant
for improving one’s life and for ensuring one’s social and professional
integration. Universities give postadolescents the opportunity to gain
theoretical and practical knowledge and experiences in their field of interests.
The second hypothesis was focused on the statistically significant
differences regarding interests, based on the gender variable. We identified
statistically significant differences regarding artistic, social and realistic
interests, meaning that girls value artistic and social interests more than
boys, whereas boys value realistic interests more than girls.
Based on the theory of J. Holland, the realistic type is characterized by a
tendency towards those activities that are based on the use of objects and
instruments. These people have motor, mechanic or technical skills and
they prefer those professional environments that use those skills (driver,
aviator, operator, farmer, etc.). Since they value material rewards for tangible
accomplishments, they usually perceive themselves as being practical,
conservative and persistent (Smart et al., 2000). Our results are consistent
with another study conducted by Su, Rounds & Armstrong (2009) that shows
that men show stronger realistic interest than women. Gender-related
differences in the variability of Holland’s vocational dimensions were
identified as well by Ion, Nye and Iliescu (2017) regarding realistic and
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conventional dimensions. This issue of gender differences in interests was
broadly studied, and the same conclusion emerged (Betz & Fitzgerald, 1987;
Eccles, 1994; Fouad, 1999; Hackett & Lonborg, 1993; Johansson, 2003;
Parsons, Adler & Meece, 1984). It is widely acknowledged that sex
differences of interests appear to be influenced by the socialization process,
by parent’s expectations, by educational experiences, and, furthermore, they
do not seem to vary much across age (Holland, Fritzsche & Powell, 1994;
Kuder & Zytowski, 1988) or over decades (Fouad, 1999; Hansen, 1988).
Regarding the artistic interests, based on the theory of J. Holland, people
with these kinds of preferences can be described as being attracted to less
structured activities, which need creative solutions and give the possibility
for self-expression. They avoid activities associated with conformity to
established rules and perceive themselves as open to new experiences,
emotional, sensitive and often lacking in office skills (Smart et al., 2000).
In expressing career aspirations, women usually endorse intrinsic values,
such as helping others, more than men, who tend to favor power or money
(Weisgram, Bigler & Liben, 2010). These gender differences emerge in
childhood, but they are also reflected in later aspirations. Also, girls have
consistently higher educational and occupational aspirations than boys
(Mello, 2008; Schon, Martin & Ross, 2007). A possible explanation comes
from Eccles (1987) who suggests that lower levels of self-confidence in
their abilities, make women choose other professional fields than those that
are traditionally male-dominated, such as mathematics or physics.
The third hypothesis was focused on the statistically significant differences
regarding interests, based on the environment of provenance. We identified
statistically significant differences regarding conventional and investigative
interests, meaning that adolescent in urban areas value conventional and
investigative interests more than adolescents living in rural areas.
Based on the theory of J. Holland, the conventional type is focused on those
activities characterized by the systematized and ordered manipulation of
objects, in a well-defined and organized frame. They prefer to establish and
maintain orderly routines, and have an aversion to ambiguous or unstructured
activities (Smart et al., 2000). They have skills that make them able to handle
administrative tasks or services. They value material or financial
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accomplishments and power in social, business or political arenas.
Therefore, based on the fact that the study level and social class of the
parents were taken into account, a possible explanation is the known fact
that the parents’ social class also influences children’s aspirations, through
expectations. Educated parents are more proactive and successful in enabling
their children’s competencies than less educated parents (Bandura,
Barbaranelli, Caprara & Pastorelli, 1996). The social class is also an
important factor influencing the development of autonomy, anxiety,
depression, life style and health condition in adolescence (Sălceanu, 2019).
Since adolescents don’t usually participate in their family income, the social
status of adolescents is transferred from their parents. Low-income families
(that belong to low social class) and their children cannot enjoy the benefits
of a better social position. This situation translates itself in a reduced amount
of resources at their disposal to manage real-life situations.
Another possible explanation is the worldwide urbanization and the rapid
growth of the world economy. In 1900, there were 6.7 rural dwellers to 1
urban dweller, and it seems that by 2025, the proportion will be 3 urban
dwellers to 2 rural dwellers (Satterthwaite, McGranahan & Tacoli, 2010).
In the context of such social and economic growth, urban areas imply many
professions in the field of services. And as a consequence, many young
people become employees in organizations that imply the use of different
types of objects and tools. This is a big difference between rural and urban
areas in Romania. The main rural activity in our country is agriculture,
which also implies the manipulation of certain objects, tools and
technologies, but these seem to be less diversified than in urban areas.
On the other hand, urban areas allow the existence of multiple professions
in which the investigative interests can be applied. The evolution of science,
higher education possibilities, and the modernization of different enterprises
are factors that influence these two categories of interests and their
prevalence in the urban areas.
That being said, we conclude that all our objectives are achieved. Our results
suggest the importance of exploring the large field of occupational
possibilities.
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4. Conclusions
The study of interests, especially in adolescence, is a matter of great
importance for many reasons:
• From the adolescents’ point of view, acknowledging their fields of interest
may allow them either to make better career decisions or to be able to
choose the type of high-school suited for their skills and interests.
Furthermore, in the complex process of career guidance and counseling,
discovering their values, needs, interests, objectives, ideals, skills and
abilities is a part of the personal development process as well.
• From the universities’ point of view, if the students are happy with their
choice of specialization, if they are motivated and participate actively in
the educational process, this could mean, on the one hand, lower school
dropout rates, especially after the first year. On the other hand, knowing
the students’ types of interests allows teachers to conduct the educational
process in a manner that serves everyone’s needs as best as possible.
Students may be thus involved in different types of projects,
entrepreneurial activities (through different kinds of student societies
set up in the universities) or scientific research, based on their personal
interests. And we consider this a strong point of the relationship between
teacher and student: customization (as much as possible) of assignments
or of research subjects, for example, based on students’ interests is one
of the key points for a good academic performance.
• From an organizational perspective, it is important to choose the
employees that best fit a certain job. This compatibility means, in the
end, job performance, satisfaction, fidelity and organization thrive.
• From the teachers’ and psychologists’ points of view, the assessment of
interests may be a valuable starting point in the process of career guidance
and counseling. Often, teachers and school psychologists are important
people in the adolescents’ life that can guide them and help them discover
themselves. When a career is congruent with one’s interest, people may
feel more motivated to devote their efforts into gaining relevant
knowledge and skills, which basically translates into taking action, and
improve their performance or enhance their potential.
Working with students in their first year allows us to ask them, during the
first meeting, about the reasons they based on their decision to choose their
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university track. Although many of our students highlight their interest in
the field of psychology or educational sciences, and acknowledge the
importance of having certain skills necessary for working with other people,
there is also a number of young people that have come to be our students
either because their family/teachers insisted or because they failed to enter
another department after the admission process. Whenever the subject of
career counseling during high-school is brought to discussion, some students
say they were never asked or assessed regarding their skills and interest
related to a certain field. Therefore, based on our observations, the students
have made the following suggestions:
• Universities should better inform their candidates regarding the
educational offer.
• Teachers and school psychologists should more frequently assess their
skills, interests, values, purposes in life, goals and guide them toward a
certain career based on these assessments.
• Parents should be involved in the counseling process, since some students
feel they do not receive enough support or information from their families.
• The curriculum in higher education should be constantly based on the
realities of the world and on the demands made by the society.
• After graduation, some students have difficulties in finding a job in their
field of specialization and are forced to choose another higher education
track or work in another field.
In part, one of the consequences of poor career guidance is the fact that
after the first year, some students choose to abandon their studies or to go
through the admission process all over again in another specialization. This
could mean that sometimes students’ expectations are not really met, or
that they did not choose the appropriate field for them.
Furthermore, studies show that both psychological and sociological aspects
of Holland’s theory of vocational choice aid in understanding the students’
college expectations (Pike, 2006). And this brings us again to the idea that
career guidance is one of the fundamental influencing factors of academic
and professional success. And as it was suggested before, the study of
interests is a good starting point for schools and universities in the process
of developing educational programs and alternatives, mainly in order to
avoid school dropout or school failure, but also in order to develop the
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necessary skills for young people to adjust to the requirements of the society
they live in.
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Abstract
The study presents the findings of an experimental research related to the
implementation of Project Based Learning in the Erasmus Plus KA201 project
Work for an Inclusive School Heritage in Romanian high-schools. One of the projects
goals was to develop, to apply and to exchange innovative practices in the 5 countries
of the Erasmus partnership (Slovakia, Turkey, Catalonia – Spain, Italy and Romania).
The experimental research studied an original Project Based Learning strategy
developed from John Dewey’s ideas, Project Citizen and the MAPA methodology
for planning funding projects. Teachers from the 5 partner countries were trained
and the students from the participant high-schools planned and implemented several
social action projects. In Romania we surveyed a sample of 226 students using a
validated questionnaire with the majority of questions taken from international
literature. The quasi-experimental research proves a statistically significant increase
of the students’ positive attitudes toward migrants and minorities, several institutions,
civic action, and social inclusion. The desire to participate in solving problems of
the community and the level of development of several 21st Century Skills have also
improved.
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Rezumat
Studiul prezintă rezultatele cercetării experimentale ale aplicării metodologiei
Project Based Learning în cadrul proiectului Erasmus Plus KA201 Work for an
Inclusive School Heritage, în licee din Romania. S-a vizat dezvoltarea, schimbul şi
transferul de practici inovatoare între cele 5 ţări ale parteneriatului ERASMUS +
(Slovacia, Turcia, Catalonia – Spania, Italia şi România). Drept metodologie
experimentală s-a utilizat o variantă originală de Project Based Learning bazată
pe ideile lui John Dewey, abordarea Project Citizen şi metodologia de planificare
a proiectelor de finanţare MAPA. Profesori din cele 5 ţări partenere au participat
la cursuri de formare, iar elevii din liceele implicate au planificat şi implementat
diferite proiecte de acţiune socială. În cadrul studiului s-au evaluat atitudinile
unui eşantion de 226 de elevi din România pe baza unui chestionar validat, preluat
parţial din literatura de specialitate. Cercetarea quasi-experimentală dovedeşte o
creştere semnificativă statistic a atitudinilor pozitive faţă de migranţi şi minorităţi,
faţă de anumite instituţii, acţiuni civice, incluziune socială. S-a îmbunătăţit, de
asemenea, dorinţa de participare în soluţionarea unor probleme ale comunităţii şi
nivelul de dezvoltare a unor competenţe necesare pentru secolul XXI.
Cuvinte-cheie: competenţe pentru sec. XXI, incluziune socială, învăţare prin
metoda proiectului.

1. Project Based Learning – WISH PBL
The original teaching and learning method used in the WISH project and
proposed by the author (Borovic, 2019), as well as in the related experimental
research is based on John Dewey’s work, Project Citizen developed by the
Center for Civic Education and the MAPA methodology for planning projects
(Schiefer & Döbel, 2001).
WISH PBL is a student-centered method with an emphasis on real world
problems and the students’ activity to plan and implement a solution to
these problems. After observing the surrounding world, talking to people,
seeking information and group deliberation (based on critical thinking), the
student team chooses one main problem which will help them set the project
goal. The teacher may facilitate this process and help students formulate
the problems correctly, but the main problem is chosen and formulated by
the student team. The project can be based on the participation of the class
as a whole or of smaller groups of students. During the implementation of
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WHISH PBL the students in Romania and the other countries developed
small group projects (5-12 students) and large group projects (15-25 students,
all students from one class).
The next steps of WHISH PBL are inspired from the MAPA methodology:
the students brainstorm for additional problems related to the main one.
With teacher facilitation they will organize these problems in problem trees.
The problem “trees” are only a graphical display of the problems in a causal
manner. The roots of the trees are the causes of the other problems and in
the center, there is the main problem, whereas the upper branches display
the effects of the main and the root problems. Because of the complex logical
processes involved, this activity can take one to several hours. The students
may exclude some problem branches and focus on the ones that are really
important for them and can be solved through their direct implication. After
narrowing down the problem tree, the students will convert the main problem
into a project goal by imagining and formulating the positive future situation
provided the problem is virtually solved (Borovic, 2019). The next steps
are inspired from Project Citizen. After geting in contact with the real world
to search relevant information (by talking to citizens, experts, neighbors,
and/or parents, by searching the world wide web, by consulting the media,
etc.) about the problem and its sub-problems, the students will search and
discuss alternative solutions for each problem and then propose their own
solution. Since WISH PBL is a learning method for students, it is not so
much focused on designing a logical framework matrix (like MAPA) or a
perfect advocacy plan (like Project Citizen). Its goal is to have a good
structured plan for carrying out the project activities. Each project activity
is a solution to one of the sub problems organized by students in logical
trees. In the next step, the student team will present the project ideas (using
presentations, posters, the world wide web, blogs, and social-media) to their
peers or to community members in order to gain support and help. The
major step of this method is the implementation of the project by carrying
out the activities they have carefully planned. Learning is a byproduct of
the activity (learning by doing) and is amplified by the next step: reflection.
Reflection is both “individual insight” and whole group discussions about
the planning and implementation of the project and the related experiences.
Learning will result from a reflection on these experiences carried out both
individually and in participative reflection groups (Borovic, 2019).
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2. The research methodology
2.1.

The experimental design

Since the participant schools enrolled willingly in using WHISH PBL in
their teaching and learning activities, including them in their formal and
non-formal curriculum, we chose a quasi-experimental design with similar
natural groups and pretest (Cristea, 2006). The participants from both the
control and experimental groups were selected from several student classes
of each school considering their similarity as the selection criterion. After
the administration of the pretest, the similar student classes were split in an
experimental group and a control group. Student classes that were very
different from the general average profile were excluded from the
experiment.
The instruments were applied to more than 300 students, but the sample
consisted of the 226 teenage students (16-18 years) that offered valid
answers. The students participated in an almost equal number from each
high school: Colegiul Naţional Bănăţean Timişoara - 34.8%, Colegiul Tehnic
Energetic „Regele Ferdinand I” Timişoara - 37.1% and Liceul Pedagogic
„Carmen Sylva” Timişoara - 28.1%. To ensure that the data can be easier
generalized, high schools with different profiles were picked out: theoretical,
vocational and technical.
The gender distribution in the sample is shown in Figure no.1.
The pretest was applied during the first week of March 2018 and the posttest
from 20th of May to 15thof June 2018. The WHISH PBL method (the
independent variable) was applied during March - May 2018. To ensure
uniformity of the experimental treatment, we organized WHISH PBL training
workshops at the West University of Timişoara for all the involved teachers.
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Figure no. 1. Distribution of student sample by gender

2.1.

The instruments used in the quantitative research

The main instrument for the research was a posttest questionnaire containing
7 blocks of 4-point Likert scales. The values used in the scale were: 4:
strongly agree, 3: agree, 2: disagree, 1: strongly disagree. Most of the items
used in the Likert scales are from IEA Civic Education Instrument and have
been released for use in research (Schulz & Sibberns, 2001). This makes
data compatible with different studies worldwide. Since the object of this
research was not civic education and citizenship, the items related to
knowledge in this area where not included. As the Erasmus project dealt
with social inclusion of disabled people, migrants, women, and LGBT, the
questionnaire mainly focused on attitudes concerning social inclusion and
towards disadvantaged groups, but also on some important 21 st Century
Skills. The Likert scales with the questions for social inclusion and 21 st
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Century Skills were prepared and adapted by the Turkish project team
(Ozmantar, 2019). The students were also asked about the name of their
project and how they picked the main problem. There were also several
demographical questions included to identify the schools, age, gender, and
the level of participation in WHISH PBL projects.
The pretest applied in March 2018 insured that the experimental and the
control groups of students were similar. The 21 questions were mostly
demographical (some repeating the demographical questions from the
posttest), but also about membership of vulnerable groups, organizations or
volunteer groups; education of parents; number of family members; time
spent with peers on Internet and social media; average grade, years of desired
future education and other.
Both instruments were digitally applied in the selected schools using the
online questionnaire tool Question Pro. The tests were applied with the
help of laptop computers and smartphones in the classroom under the
teacher’s supervision. The data were exported from the Question Pro portal
to SPSS version 20, where all statistical tests were carried out.
2.2.

Validity and reliability of the questionnaire

To measure the reliability, or the internal consistency of the questionnaire, the
Cronbach alpha test was used. The test analyses “if multiple-question Likert
scale surveys are reliable” (Cronbach’s Alpha: Simple Definition, Use and
Interpretation, 2019). If alpha=0.95, we have a high degree of consistency that
is used in clinical trials (Bland & Altma, 1997). If a low alpha results from poor
correlation between the items used, then Tavakol and Dennick (2011) suggest
that the questionnaire should be revised or not used anymore.
The study participants which were divided into a control group and an
experimental group were tested twice, once before and once after the
experiment. The reliability of the instruments used in this study is as follows:
the test shows that the instrument used is very highly reliable for 6 item
blocks having an internal consistency level used in clinical trials and is
reliable for the first question block. The detailed results also show good
correlations between the indicators used in all question.
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Table no. 1. Reliability Statistics

3. Research Results
3.1.

Implementation of WHISH PBL

During the implementation of the WHISH, the students in the pilot schools
carried out four projects:
1. Bullying? Be smart, don’t start! – the goal was to raise students’ awareness
about bullying in schools to prevent it and to give support to the victims.
2. Together with Julien – an awareness raising, fundraising and blood donation
project for Julien, a boy with Down syndrome and kidney failure.
3. The Energy of a New Generation – awareness raising and volunteer
activities to improve the image of vocational schools in the local
community and to support school-leavers in finding jobs.
4. Two Times Two for New Ideas intended to help primary education children
to understand historical text using “out of the box” activities.
More than 61% of the students chose the project problems by themselves,
while a percentage of 33% confirmed the teacher involvement to a certain
extent. Only 6% of them said that the teacher proposed the problem. From
this point of view, the methodology was applied correctly.
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Figure no.2. Distribution of the experimental group students according to
their choosing of project problems

Most of the projects (80%) were large scale projects involving the whole
class of students, but some projects were carried out with smaller teams.

Figure no. 3. Size of the student project teams
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Independent sample test

The research employed 73 dependent variables. For 30 of them, significant
changes in the experimental group were caused by the independent variable
(WISH PBL), while for the remaining 43 variables, there was no significant
difference between the experimental and the control groups.

3.2.1.

Perceived opportunities for members of discriminated groups

The question block (Q11) deals with the opportunities of members belonging
to groups that are subject to discrimination and/or do not benefit of equal
opportunities in society.
Question: Q11 - F1 Children who are members of certain ethnic groups
(immigrant groups, national groups, racial groups) have fewer opportunities
than other children to get a (good) secondary (high school) education in
this country. There was a significant difference in the scores for the
experimental group (M=2,01, SD=0,962) and the control group (M=2,26,
SD=0,802); t(215)=-2,012, p=0,045. This suggests that participating in
WHISH PBL makes the student aware that in Romania the minorities (as
described in the question) are positively discriminated and they do not have
reduced chances of quality education. For example, Roma students benefit
of additionally places for study in schools and universities and there are
schools for almost all national groups (schools in German, Hungarian,
Serbian mother-tongue)
Question: Q11 - F2 Girls have fewer opportunities than boys to get a (good)
secondary (high school) education in this country. There was a significant
difference in the scores for the experimental group (M=1,57, SD=0,711)
and the control group (M=1,76, SD=0,431); t(218)=-2,302, p=0,022.
Involvement in WHISH PBL, making girls and boys to act together, reduces
the belief that girls have fewer opportunities of quality education. Statistics
from the Ministry of Education (2016) also shows that, in the Romanian
educational system, the students’ average participation for all ages was 78,3%
for girls and 75% for boys.
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Question: Q11 - F3 Children from poor families have fewer opportunities
than others to get a (good) secondary (high school) education in this country.
There was a significant difference in the scores for the experimental
group (M=2,33, SD=1,245) and the control group (M=0,91, SD=1,412);
t(214)=7,786, p=0,000.
Question: Q11 - F4 Children who live in rural (farming) areas have fewer
opportunities than others to get a (good) secondary (high school) education
in this country. There was a significant difference in the scores for the
experimental group (M=2,13, SD=1,152) and the control group (M=0,79,
SD=1,269); t(215)=8,141, p=0,000.
Involvement in WHISH PBL highly increases the students’ agreement with
the assertion (and the fact) that poverty and/or living in rural areas reduces
access to quality high school education.
Question: Q11 - F6 Women have fewer opportunities than men to get good
jobs in this country. There was a significant difference in the scores for the
experimental group (M=1,87, SD=0,903) and the control group (M=1,52,
SD=0,697); t(200)=3,021, p=0,003. This shows that the students
participating in project-based learning are more likely to agree with the fact
that the women’s chances to get a job are much less than men’s.
Project Based Learning (PBL) makes students more aware of the
opportunities that minorities or traditionally disadvantaged groups have in
Romania. Since PBL requires to spend a lot of time researching several
areas of interest and seeking information, the students from the experimental
group are better informed about the real opportunities of several groups.

3.2.2. Opportunities which the members of certain groups (discriminated
or disadvantaged ones) should have (Q12)
Question: Q12 - G1 Women should run for public office (a seat in the
legislature) and take part in the government just as men do. There was a
significant difference in the scores for the experimental group (M=2,82,
SD=0,954) and the control group (M=2,55, SD=0,982); t (208)=2,031, p= 0,044.
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Participation of students in WHISH PBL increases their support for women
participation in government.
Question: Q12 - G2 All ethnic (racial or national) groups should have equal
chances to get a good education in this country. There was a significant
difference in the scores for the experimental group (M=3,23, SD=0,980)
and the control group (M=2,44, SD=1,043); t(216)=5,788, p=0,000. Being
an active part of WHISH PBL projects highly increases students’ support
for all ethnic groups to get equal access to quality education.
Question: Q12 - G4 Women should have the same rights as men in every
way. There was a significant difference in the scores for the experimental
group (M=3,13, SD=1,112) and the control group (M=2,29, SD=1,219);
t(175)=5,062, p=0,000. Involvement in WHISH PBL highly increases the
students’ agreement with the equality of rights for women and men. Dealing
with forms of discrimination and being engaged in reducing them makes
students defend the same rights for women (who traditionally were
discriminated) as for men.
Question: Q12 - G6 Women should stay out of politics. There was a
significant difference in the scores for the experimental group (M=1,99,
SD=1,021) and the control group (M=2,97, SD=1,102); t(206)=-6,584,
p=0,000. The results for question G6 are coherent with the results for
question G1 and G4. Students that were involved in Project Based Learning
tended to disagree much more than their uninvolved peers about the idea
that women should stay out of politics. By means of PBL, students provide
a qualified form of civic participation where girls and boys work together.
This highly changes their view on women participation in politics and
consequently they reject statements like the one from question G6.
Question: Q12 - G9 When jobs are scarce, men (should) have more rights
to a job than women. There was a significant difference in the scores for the
experimental group (M=2,03, SD=1,058) and the control group (M=2,76,
SD=1,161); t(203)=-4,705, p=0,000. Supporting the equality of rights
between women and men, the students involved in the WHISH PBL project
are against positive discrimination (under circumstances with a high
unemployment rate) for men regarding the right to have a job. These
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statements implicitly question the role of women in society. The involvement
in PBL promotes a positive attitude concerning the equality of roles for all
genders in society.
Question: Q12 - G10 Members of anti-democratic groups (groups that are
against democracy) should be prohibited from running in an election for
political office. There was a significant difference in the scores for the
experimental group (M=2,46, SD=1,040) and the control group (M=1,81,
SD=1,030); t(141)=3,810, p=0,000. Students involved in PBL are more likely
to defend the core values of democracy by agreeing to prohibit participation
of anti-democratic groups in the political life.
Question: Q12 - G12 Members of all ethnic (racial or national) groups
should be encouraged to run in elections for political office. There was a
significant difference in the scores for the experimental group (M=2,65,
SD=0,983) and the control group (M=3,32, SD=0,883); t(200)=-5,009,
p=0,000. The result for this question is not coherent with the other results
in these question blocks. Although other indicators are positively influenced
through PBL, it seems that this is not true for the participation of all ethnic
groups to run in elections for political office.

3.2.3.

Questions regarding the positive attitudes toward immigrants

Immigrants are an important group of people who tend to be disadvantaged.
This is why several questions were asked about the attitude towards
immigrants and their families.
Question: Q13 - H1 Immigrants should have the opportunity (option) to
keep (continue speaking) their own language. There was a significant
difference in the scores for the experimental group (M=2,83, SD=0,995)
and the control group (M=3,22, SD=1,083); t(199)=-2,616, p=0,010.
Students involved in PBL have a less positive attitude regarding the use of
the immigrants’ own language. This was not enforced by the projects, is not
coherent with other questions related to immigrants, so the results might be
circumstantial.
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Question: Q13 - H2 Immigrants’ children should have the same opportunities
for education that other children in the country have. There was a significant
difference in the scores for the experimental group (M=3,15, SD=0,908)
and the control group (M=2,82, SD=1,073); t(188)=2,292, p=0,023.
Involvement in WHISH PBL highly increases the students’ agreement with
the equality of opportunity for education of immigrant and other children
in Romania. This underlines the fact that one effect of PBL on students is to
consider peers with different backgrounds to be their equals.
Question: Q13 - H3 Immigrants who lived in a country for several years
should have the opportunity to vote in elections. There was a significant
difference in the scores for the experimental group (M=2,44, SD=0,937)
and the control group (M=2,06, SD=1,063); t(187)=2,629, p=0,009. Thanks
to participation in WHISH PBL, the students are more likely to give
immigrants the opportunity to vote in elections.
Question: Q13 - H6 Immigrants should be forbidden to engage in political
activity. There was a significant difference in the scores for the experimental
group (M=2,46, SD=0,971) and the control group (M=2,94, SD=1,084);
t(188)=-3,243, p=0,001. Students involved in Project Based Learning are
more likely to disagree that engagement in political activities for immigrants
should be forbidden.
Question: Q13 - H8 All countries should accept refugees who are trying to
escape from wars or political persecution in other countries. There was a
significant difference in the scores for the experimental group (M=2,95,
SD=0,951) and the control group (M=2,54, SD=1,107); t(157)=2,677,
p=0,008. Thanks to the participation in WHISH PBL, the students are more
likely to accept refugees trying to seek political asylum.

3.2.4.

Questions concerning social inclusion

Question: Q14 - A2 I am aware of social inclusion issues. There was a
significant difference in the scores for the experimental group (M=2,68,
SD=1,083) and the control group (M=2,28, SD=1,165); t(171)=2,273,
p=0,024. Due to participation in WHISH PBL, the students are more aware
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of social inclusion issues. This can be explained by the fact that a major
objective of the WHISH project was to raise awareness on social inclusion.
Question: Q14 - A3 I am aware of the difficulties/ problems that the
disadvantaged groups experience. There was a significant difference in the
scores for the experimental group (M=2,84, SD=0,938) and the control group
(M=2,37, SD=1,198); t(133) =2,928, p=0,004.
Question: Q14 - A8 I can recognize disadvantaged people living in the
same environment with me. There was a significant difference in the scores
for the experimental group (M=2,85, SD=1,065) and the control group
(M=2,43, SD=1,311); t(114) =2,211, p=0,029.
Question: Q14 - A9 I pay attention to the disadvantaged people living in
our society.There was a significant difference in the scores for the
experimental group (M=2,70, SD=1,114) and the control group (M=2,22,
SD=1,133); t(183)=2,829, p=0,005.
Participating in student designed project-based learning experiences
increases the students’ awareness of not only recognizing disadvantaged
groups, but also identifying their specific difficulties and problems, which
makes these groups of people less invisible (Question A3, A8, A9).
Question: Q14 - A5 I follow (share, re-tweet, like) social media related to
disadvantaged groups. There was a significant difference in the scores for
the experimental group (M=2,42, SD=0,975) and the control group (M=2,03,
SD=1,189); t(160)=2,221, p=0,028. As a consequence of being more
receptive to the people from disadvantaged groups and their problems, the
students involved in PBL are more likely to share these experiences in the
social media.

3.2.5.

Questions concerning students’ participation in school life

Results show that students’ participation in school life significantly improves
through involvement in WISH PBL. This can be illustrated through the
following indicators:
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Question: Q15 - J1 Electing student representatives to suggest changes in
how the school is run (how to solve school problems) makes schools better.
There was a significant difference in the scores for the experimental group
(M=2,78, SD=1,087) and the control group (M=2,29, SD=1,168);
t(188)=2,918, p=0,004. Involvement in WISH PBL raises students’ trust in
the importance of electing student representatives to solve school problems.
This question includes two aspects: 1. The importance of electing student
representatives and 2. The confidence that the students’ representatives can
contribute to solving school problems and making schools better.
Question: Q15 - J2 Lots of positive changes happen in this school when
students work together. There was a significant difference in the scores for
the experimental group (M=3,17, SD=1,079) and the control group (M=2,78,
SD=1,182); t(204)=2,442, p=0,015. Participating in group work during the
implementation of WHISH PBL increases students’ belief in the positive
changes that may happen in school through team work.
Question: Q15 - J4 If members of my class felt they were unfairly treated, I
would be willing to go with them to speak to the teacher. There was a
significant difference in the scores for the experimental group (M=2,77,
SD=1,106) and the control group (M=1,98, SD=1,151); t(201)=4,950,
p=0,000. Significantly more students from the experimental group would
support their unfairly treated peer (would join them to speak to the teacher).
Team project-based learning activities increase the sense of justice and the
need of mutual support of students.

3.2.6.

Questions concerning school curriculum and learning

Question: Q16 - K6 In school I have learned to be concerned about what
happens in other countries. There was a significant difference in the scores
for the experimental group (M=2,53, SD=1,107) and the control group
(M=2,94, SD=1,200); t(203)=-2,583, p=0,010. Thanks to participation in
WHISH PBL, the students have more opportunities to interact with students
from other countries. This is why students from the experimental group are
more concerned about events, social and political life from other countries.
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For the other items in this group there is no significant difference between
the results for the experimental and the control group.

3.2.7.

Questions concerning 21th Century Skills

The 21th Century Skills were checked through direct questions, three of
which had a statistically significant increase as follows:
Question: Q17 - B1 I can use digital tools to locate information (digital
tools: online books and articles, Internet searches, online discussions,
gathering information from websites, or online databases). There was a
significant difference in the scores for the experimental group (M=2,98,
SD=1,163) and the control group (M=2,63, SD=1,295); t(172)=1,974,
p=0,050. Searching information with digital tools is a very important skill
in developing student projects. This is why this skill is used (and exercised)
in several ways in WHISH PBL: for finding problems in the community,
for finding information about these problems and for seeking solutions. On
the other hand, digital tools are used in finding support for the project and
sharing the project to the community. This is why the skill is significantly
improved for the students involved in PBL.
Question: Q17 - B3 I can take responsibility to accomplish a goal on a
group project. There was a significant difference in the scores for the
experimental group (M=2,93, SD=1,231) and the control group (M=2,49,
SD=1,253); t(198)=2,445, p=0,015. WISH PBL enforces taking
responsibility in the project by having certain tasks and roles for each student.
This brings increased responsibility in a group project for the students
involved.
Question: Q17 - B4 I can collaborate with my peers to achieve a goal on a
project. There was a significant difference in the scores for the experimental
group (M=3,00, SD=1,171) and the control group (M=2,49, SD=1,285);
t(204)=2,963, p=0,003. The WISH PBL requires collaboration and team
work to accomplish the project goal. This is why the skills for collaboration
are highly improved through Project Based Learning.
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5. Conclusion
Although the questionnaire used mostly questions from dedicated citizenship
education research, the questions are in fact also useful for researching
attitudes towards social inclusion and 21st Century Skills.
WHISH PBL is not subject bound and can be applied in a transdisciplinary
and non-formal approach. In Romania, the projects did not have the
requirement to be about social inclusion. Social inclusion was considered
an effect of the project as a whole and was not linked to a specific problematic
area (like disabled people, immigrants or the LGBT minority) like in
Catalonia, Italy, Slovakia and Turkey. Yet, WHISH PBL increased
statistically significant several positive attitudes related to migrants,
minorities, women, people with different political views. On the other hand,
positive results were found regarding the skills to cooperate, to seek
information, to elaborate and implement projects and so on. These are
important 21st Century Skills and can be found in most of the available
frameworks.
Not all the skills included in the questionnaire were influenced trough
WHISH PBL. We cannot hope to solve all the education problems with one
methodology, but we recommend it to be used in transdisciplinary and/or
non-formal contexts as an important means of developing skills and social
inclusion.
It is also crucial for the teachers to enroll in a WHISH PBL training, or at
least to study carefully the methodological guide and some sample projects.
Too much involvement from the teacher or skipping some basic steps in
project planning may change the methodology completely and may not
produce the expected positive results.
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Abstract
In the last few decades, researchers in the field of education have paid particular
attention to the inclusion of children with special educational needs (SEN) in
mainstream schools. Children with Attention Deficit/Hyperactivity Disorder have
been included among those with special support needs and special educational needs
in the USA since 1990, when the Individuals with Disabilities Education Act (IDEA)
was adopted. In Romania, although there is no specific legislation yet, in 1990 by
Law 15, the Romanian Parliament ratified the Convention on the Rights of the
Child, which laid the foundations for inclusion of children with special educational
needs in mainstream school and society. This study aims to achieve two objectives.
The first objective was to explore the relationship between the perception of primary
school teachers about the severity of the symptoms of ADHD students, their attitude
towards the integration of ADHD students in the school and their knowledge about
ADHD. The second objective covered the aspects from the questionnaires applied
and from the interview. The results show that the teachers’ attitudes towards the
integration of children with ADHD into mainstream schooling are often neutral,
that primary school teachers have knowledge of the symptoms, etiology, and
treatment of ADHD students, and that there is a mediating effect (Z = 2.02, p = 0.044,
p <0.05), which accounts for 36.6% of the total effect. It can be concluded that all
the objectives have been achieved and the results can be used to carry out in-service
training programs for primary school teachers.
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Rezumat
În ultimele decenii, cercetătorii din domeniul ştiinţelor educaţiei au acordat o atenţie
deosebită incluziunii copiilor cu cerinţe educaţionale speciale (CES) în şcolile de
masă. Copilul cu tulburarea ADHD a fost inclus în rândul celor cu CES în SUA
încă din anul 1990 când s-a adoptat Legea privind educaţia persoanelor cu
dizabilităţi (Individuals with Disabilities Education Act/IDEA), iar în România,
deşi nu există o legislaţie specifică, încă din 1990 prin Legea 15, Parlamentul
României a ratificat Convenţia cu privire la drepturile copilului prin care se puneau
bazele incluziunii copilului cu CES în şcoala de masă şi în societate. Acest studiu
urmăreşte atingerea a două obiective. Primul obiectiv a pus accent pe examinarea
relaţiei dintre percepţia cadrelor didactice din învăţământul primar de masă asupra
severităţii simptomatologiei elevilor cu ADHD, atitudinea acestora faţă de
integrarea elevilor cu ADHD în şcoală şi cunoştinţele lor despre ADHD. Al doilea
obiectiv a vizat aspectele din chestionarele aplicate şi din interviu. Rezultatele
arată că atitudinea cadrelor didactice faţă de integrarea copiilor cu ADHD în
şcoala de masă este, de cele mai multe ori, neutră, că profesorii din învăţământul
de masă au cunoştinţe despre simptomatologia, etiologia şi tratamentul în cazul
elevilor cu ADHD şi că există un efect de mediere (Z=2,02, p=0,044, p<0,05), iar
acesta contabilizează 36,6% din efectul total. Se poate concluziona că toate
obiectivele au fost atinse, iar rezultatele pot fi utilizate pentru realizarea unor
programe de formare continuă pentru cadrele didactice din învăţământul primar
de masă.
Cuvinte-cheie: ADHD, atitudinea cadrelor didactice, cunoştinţele cadrelor
didactice, integrare, şcoală incluzivă.

1. Introduction
In recent decades, researchers in the domain of education sciences have
paid particular attention to the inclusion of children with special educational
needs (SEN) in mainstream schools. A decisive issue is the extent to which
they are helped to adapt, to achieve the educational goals that are set and to
participate in school life (Pachigar et al., 2011). In other words, the discussion
turns around how students can be provided with an optimal education in
accordance with their abilities and needs, whereas there has long been a
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misconception that the inclusion of people with special needs in mainstream
schooling is just placing them in classrooms, without including them. (Ince,
2012; Winter, 2006).
Not all inclusive schools have always performed well, but it has been proven
that the success of inclusion depends on many factors, such as: changes in
educational policies, legislation and administrative structures, availability
of adapted materials and resources (adapted curriculum), the skills of the
teacher in classroom management, his/her willingness to integrate such a
child into the classroom and the teachers’ perception on their self-efficacy
(Bradshaw & Mundia, 2006; Oswald & Swart, 2011).
Children with attention deficit/hyperactivity disorder have been included
among those with support needs and special educational needs in the US
since 1990 when the Individuals with Disabilities Education Act (IDEA)
was adopted (Bailey, 2007). Children diagnosed with ADHD are eligible
for special educational services if they also have learning difficulties, thus
being included in an individualized educational program (IEP).
In Romania there is no specific law for Attention-Deficit/Hyperactivity
Disorder (ADHD), but in 1990 by Law no. 15, the Romanian Parliament
ratified the Convention on the rights of the child which laid the basis for the
inclusion of the child with SEN in the mainstream school and in society. In
1995, by Law no. 84, the education for all students with/without SEN is
ensured, and starting with 2000 the students with SEN benefit from a psychopedagogical teacher and a support teacher. Since 2001, efforts have been
made to improve inclusive mainstream education, but there is a need to
change educational practices by investing in the initial training of teachers
(Vrăsmaş, 2004).
This study aimed to investigate whether the perception of teachers in primary
school on the severity of ADHD symptomatology could explain the causal
relationship between the attitude of teachers towards the integration of
ADHD students into mainstream school and their knowledge about ADHD.
On the other hand, this study aims to analyze the answers of the teachers
from the mainstream schools both to the items of the questionnaires applied,
as well as to the interview questions regarding the studied topic.
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Explicitly, this study has the following objectives:
O1.Analysis of the response of the teachers in the mainstream school to the
items of the questionnaires that measure, on the one hand, their attitude
regarding the integration of the students with ADHD in their school
and the general knowledge about ADHD, and, on the other hand, the
way they see the severity of symptoms of ADHD students.
O2.Exploring the relationship between the perception of primary school
teachers about the severity of the symptoms of ADHD students, their
attitude towards the integration of ADHD students in the school and
their knowledge about ADHD.
In order to achieve the objectives, the research hypothesis was constructed
and verified:
I1. It was assumed that the perception of the teachers in the mainstream
school about the severity of the symptoms of the students with ADHD
mediates the relationship between their attitude towards the integration of
the students with ADHD in the mainstream school and their knowledge
about ADHD.

2. Methods
In this study, the questionnaire-based survey method and the interview
method were used, because we wanted to get information as close to reality
as possible.
To measure the research variables, 3 questionnaires were created starting
from the analysis and the translation of the items of the following scales:
The Concerns about Inclusive Education scale (CIE) realized by Sharma
and Desai (2002); The Knowledge of Attention Deficit Disorders Scale
(KADDS) by Sciutto, Nolfi and Bluhm (2000), Teacher Knowledge of
Stimulant Medication and ADHD by Snider, Busch and Arrowood (2003)
and The Knowledge of Attention Deficit/Hyperactivity Disorders Scale KADHD performed by Jerome et al. (1994), with dichotomous answer (T=true
and F=false), where participants receive 1 point for each correct answer;
The ADHD Child Evaluation (ACE) by Young (2015) with dichotomous
answer Yes/No, where participants receive 1 point for each answer of Yes.
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Then, we modified some of their items in relation to ADHD criteria in
DSM 5 and added other items that take into account the etiology of ADHD,
as well as pharmacological, psychotherapeutic and psycho-pedagogical
interventions for students with such a disorder.
The calculation of the Cronbach Alpha correlation coefficients indicates a
good internal consistency, accepted in the research (0,7 - 0,8) (Table no. 1).
Table no. 1. Cronbach’s Alpha for all scales
Attitude towards integration Scale
Cronbach's Alpha

Number of Items

0.804

12

The teacher's perception of the severity of the student's symptoms with ADHD Scale
Cronbach's Alpha

Number of Items

0.733

23

ADHD Knowledge Scale
Cronbach's Alpha

Number of Items

0.701

18

The questionnaires were translated by the author of this study and sent for
revision to three other specialists: a clinical psychologist, a psychopedagogical psychologist and an English teacher. According to the
observations of the three specialists, modifications were made in order to
adapt the instruments to the specific traits of the Romanian language. The
questionnaires were disseminated in printed version. Firstly, a number of 7
school principals from Teleorman County were contacted to request their
agreement to disseminate the questionnaires among teachers working with
students diagnosed with ADHD (grades 1-4). After obtaining their consent,
both informed consent forms and teacher questionnaires were given. In order
to obtain the results of the questionnaires, the teachers participating in the
study were clearly explained what they should do. Also, the clinical interview
was carried out with the help of the teachers in the classroom, who knew
very well the behavioral manifestations of each child. Participation was
voluntary.
Out of the 80 questionnaires disseminated, only 60 were completed correctly
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and sent back to the researcher, these representing the group of the present
research. The data obtained were centralized in Excel documents, then
transferred to the statistical analysis program SPSS 22 and JAMOVI. In
order to ensure confidentiality, all the documents were analyzed, and the
personal data (such as: the name of the teacher or the student, the telephone
number of the teacher, the address of the child/teacher) were not collected.
Next, the processing and interpretation of the obtained data were performed.

3. Results and discussion
Further, teachers’ responses to the interview were analyzed based on content
analysis (O1).
All teachers said that the number of students in the class was not reduced,
and more than 4 of the teachers from 4 different schools reported a number
of 5 students diagnosed with ADHD in a class on a total of 34 students. One
teacher reported that in his class with a total of 35 students, 5 of them have
ADHD, diagnosed by a psychiatrist, and only one has special educational
needs without a support teacher.
There are also situations in which the number of students in the class is
relatively small (17 students), from which 5 are diagnosed with ADHD,
without special educational needs. This fact was reported by 4 teachers
from a single school.
Only 3 of the teachers participating in the study, employees of the same
educational institution, reported that in their classes they have a single child
with ADHD without special educational requirements, on a total number of
25 students, and only one teacher reported that in his class he has a student
diagnosed with ADHD from a total of 21 students.
On the other hand, when exploring the response to the question: What
methods do you apply for maintaining the discipline in the classroom?,
based on the analysis of the content of the answers, the answers can be
grouped into 3 categories: pedagogical and psycho-pedagogical methods,
psychotherapeutic methods and techniques and the values of the teachers
(Figure no. 1).
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Figure no. 1. Graphic representation of the teachers’ answers

In conclusion, the interviewed teachers use a wide range of methods to
maintain an optimal learning environment for all students with/without SEN.
All of these, according to Döpfner, Schürmann and Frölich (2006), determine
the life skills of ADHD students.
Which are the main skills of the teacher needed to work effectively with
students with ADHD? is another question from the interview to which the
answers could be grouped into 3 categories: the values of the teachers, the
behaviors of the teachers in the classroom and their knowledge about ADHD
(Figure no. 2).
In addition, the teachers have said: knowledge from several domains
(pedagogical, psychological, psycho-pedagogical) helps us in the classroom
management. Patience, understanding, psycho-pedagogical understanding
and preparation support the teacher to work effectively with students with
ADHD. Human values, as seen from the frequencies, are important in this
context.
In the schools where the interview was conducted, there is no specialist
other than the school psychologist, and the funds to pay a support teacher
are insufficient.
Regarding the participation in courses where it is explained to the teachers
how to work with a child with ADHD, all the educators said that they did

54

STUDII EMPIRICE

Figure no. 2. The main skills of the teacher required to work effectively with
students diagnosed with ADHD

not know that the Ministry of Education had organized further training
courses in this domain, but most of the information on this subject is from
online sources or from the school psychologist or from the biology teacher.
Another part of the interview consisted of teachers describing the
relationships that students with ADHD have with peers. 15 of the teachers
said that the student to whom they reported is friendly with the other
colleagues, 14 teachers said that the student to whom they reported has bad
relationships with the other students and that he is often verbally and
physically aggressive, and 31 teachers reported that students with ADHD
have good relationships only with those with discipline problems, aggressive
and hostile.
These results are also supported by the literature. Barkley (2012) argued
that these students fail to learn their norms, the social rules specific to their
chronological age, due to symptomatology, especially hyperactivity.
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Among the disorders most commonly associated with ADHD in pupils
reported by teachers and primary school teachers are:
1. Cognitive Deficits (21 teachers reported this aspect).
2. Oppositional Deviant Disorder (18 teachers reported this aspect).
3. Communication and Language Disorders (17 teachers reported this
aspect).
4. Behavioral Disorders, Anxious Disorders (13 teachers reported this
aspect).
According to those reported by teachers, 5 of the students had more than 5
associated disorders, 14 of the students had 3 associated disorders, 8 of the
students had 4 associated disorders.
Another aspect highlighted in this part of the interview is the one related to
the existence of early risk factors. Thus, the most frequent are:
1. maternal smoking during pregnancy (20 of the students);
2. early traumas (e.g., physical, sexual, emotional abuse) (found in 13 of
the students);
3. preterm birth (is found in 11 of the students);
4. low birth weight (is found in 10 of the students).
At the same time, analyzing the answers to the Questionnaire that measures
the Attitude of the Teachers regarding the Integration of the Small School
with ADHD in the Mainstream Education, it was observed that the students
with ADHD are more easily accepted by the other students, as compared to
the parents of the other students, proof being higher scores on the first item
(55% of the students accept the student with ADHD in a suitable measure)
compared to the second item (48.3% of the parents accept to a small extent
that in the class in which their child is enrolled and a student with ADHD).
Regarding the teacher’s workload since integrating a student with ADHD
into his/her class, this has not changed in most cases. 15 (25%) of the teachers
reported that they have been working more than ever since they have ADHD
students in their class, some having 5 ADHD students out of a total of 35.
On the other hand, giving equal attention to all students is considered a
difficult activity by 21% of the teachers, while half of the respondents claim
that it is not an extraordinary effort. One of the mechanisms that help them
is patience, as reported in the interview.
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Overall, integrating students with ADHD into mainstream school is
considered a desirable educational practice by half of the respondents, while
only 4 of the teachers (6.7%) consider it desirable to a very large extent.
At the same time, the questions regarding the fundamental principles of
integration (items 7-12) highlighted the following aspects: half of the
respondents argue that it is important to discuss the person first and only
then the incapacity he/she has, 45% of the respondents say that any person
possesses unique skills and talents, 46.7% of the respondents consider that
a person with special educational needs/ADHD can participate in social/
school life, 33.3% of the teachers have a neutral attitude when it comes to
educational and social benefits as a result of the integration of students
with ADHD in the mainstream education classes, and 23 (38.3%) of the
teachers consider that the success of the integration of the student with
special educational needs/ADHD depends on his/her own attitude.
In conclusion, the attitude of the teachers towards the integration of children
with ADHD in primary school is mostly neutral (33.3%), but there are quite
a few cases that see the child with ADHD as one who can integrate and who
can participate actively in school life (46.7%). Patience, understanding,
dedication and empathy are some of the most important attributes of teachers
in working with these students. The teachers claim that knowledge from
several domains (pedagogical, psychological, psycho-pedagogical) is needed
for a good classroom management.
Teachers from the mainstream school have knowledge about both
symptomatology, etiology, and treatment for students with ADHD.
Six of the teachers answered correctly to all the test items, 6 at 94.74% of
the test items (17 items resolved correctly from the total of 18 items), 7 of
the teachers answered correctly at 90% of the test items (16 items resolved
correctly), and 4 of the teachers answered correctly at 50% of the test items,
the lowest score.
There were, however, cases in which the proportion of wrong answers was
higher than that of correct ones. An example of an item is: If a child is
playing on the PlayStation 4 Pro for hours, he or she probably does not
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have ADHD, to which only 43.3% of the teachers answered correctly. Other
registered gaps are present in the domain of causes and treatment of ADHD
in childhood.
In the items that considered the causes of ADHD, 31.7% (19) of the
participants said that sugar or food additives are the basis of the disorder,
28.3% (17) considered that ADHD is due to inappropriate parental practices
(pampering) and 31.7% (19) said that ADHD is the result of a chaotic family
environment.
One possible explanation for this result would be that the media promotes
the negative effects of excessive sugar consumption, but also the myth that
the child with ADHD is the result of a bad education. In the United States,
there was an overdiagnosis of the students in the primary cycle with ADHD,
proof being the high number of drugs sold to treat it (US Department of
Education, 2006). Thus, there was a confusion between Attention Deficit/
Hyperactivity Disorder and Behavioral Disorders, but also inappropriate
intervention. The distinction between these disorders has been made clear
with the popularization of the use of DSM in diagnosing mental health
disorders in childhood.
Regarding the treatment of Attention Deficit/Hyperactivity Disorder, there
are still gaps in the knowledge of the teachers. 35% (21) of them mistakenly
believe that tics of students with ADHD are not a side effect of stimulant
drug use, and 11.7% (7 teachers) believe that ADHD can only be treated
with pharmacological therapy.
Other items with a large number of incorrect answers were those referring
to the test results of the student with ADHD (20% of the study participants
answered incorrectly) and to the fact that they will behave normally at
maturity (23,3% of the study participants answered incorrectly).
The teachers explain that although the students with ADHD are intelligent
and creative, due to their hyperactivity and attention deficit, they cannot
stay focused for a long time on a test and hence the poor learning outcomes.
The seriousness, the establishment of clear educational objectives, the
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observance of strict rules and the persistence of the teachers, as they argue
in the interview regarding the integration of the students with ADHD in the
primary school, determine the disappearance of the negative behaviors in
the classroom. Other teachers consider that changing the behavior of the
student with ADHD in the school environment is determined by the kindness,
gentleness and understanding of the adult. Thus, everyone concludes that a
child with ADHD will behave normally in adolescence and then in adulthood
if he or she intervenes early in school.
Unfortunately, ADHD does not heal, this disorder of the student’s mental
health having a genetic cause (American Psychiatric Association, 2013).
What can be done, however, is an improvement in the frequency and intensity
of the symptomatology, which has, of course, effects on both the learning
outcomes and the student’s social functioning.
Regarding the questionnaire that measures the symptoms of ADHD in small
students, teachers argue that most students have a mixed type, which is
illustrated by the number of cases reported for each symptom. Thus, we can
say that the first objective was achieved.
Based on the information obtained from both the interview and the
questionnaires applied to teachers in primary school, we can carry out
training programs for teachers, but also for students with ADHD through
the involvement of teachers. Online sources, TV shows are not, for the
most part, based on scientifically validated information, and thus myths
about this disorder appear. The myths, besides the fact that they influence
the attitude of the adult towards the child with ADHD, also determine the
application of interventions in discordance with the problems of the child.
All this can be avoided by correct and complete information from official
sources and/or scientifically validated ones.
Teacher training programs, on the other hand, need to draw their attention
to the importance of raising awareness that ADHD is a real health issue that
causes many problems in all areas of a child’s life and that by early
intervention we can teach talented and intelligent children how to avoid
obstacles or overcome a large part of them.
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Medication is useful, but it is not the only form of beneficial therapy for
students with ADHD. Non-pharmacological therapies help the child to solve
only some of the problems. For example, interventions based on cognitivebehavioral therapy help the child to replace dysfunctional behavior with a
functional, adaptable one (Döpfner, Schürmann & Frölich, 2006;
Petermann & Peterman, 2006).
Another important aspect to be discussed in the training programs is the
realization by the teachers of the functional analysis of the behavior of the
child with ADHD. Interventions in the school environment based on a correct
functional assessment of the behavioral patterns of the student with ADHD
are effective in reducing the child’s symptoms, but also in improving the
poor learning outcomes. In other words, through these interventions the
child with ADHD develops in addition to the school skills, the ability to
adapt to the environment.
Interventions in the school environment lead to the formation and
generalization of socially desirable behaviors for children with ADHD.
To reach the second objective, we tested the hypothesis that the perception
of the teachers in the mainstream school about the severity of the symptoms
of the students with ADHD mediates the relation between the attitude of
the teachers towards the integration of the students with ADHD in the
mainstream school and their knowledge about ADHD.
As can be seen from the table below, all variables have a normal distribution
of values, and the results of the Kolmogorov-Smirnov Test are as follows:
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Table no. 2. Normality test of distribution

N

Knowledge

Symptoms

60

60

60

Mean
Std.

38.00

13.85

17.72

Deviation

5.938

2.730

2.775

Absolute

0.111

0,113

0.111

Positive

0.111

0.087

0.076

Normal Parametersa,b

Most Extreme

Attitude

Differences

-0.111

-0.113

-0.111

Test Statistic

Negative

0.111

0.113

0.111

Asymp. Sig. (2-tailed)

0.066c

0.054c

0.061c

a. Test distribution is Normal.
b. Calculated from data.
c. Lilliefors Significance Correction.

Next, we applied the mediation procedure through the MEDMOD module
from the JAMOVI statistical analysis program.
Table no. 3 shows that the indirect effect differs significantly from zero,
which illustrates that there is indeed a mediation effect (Z=2.02, p=0.044,
p<0.05), and this accounts for 36, 6% of the total effect.
Table no. 3. Mediation Estimates
Effect

Lable

Estimate

SE

Z

p

% Mediation

Indirect

a×b

0.286

0.142

2.02

0.044

36.6

Direct

c

0.496

0.241

2.06

0.039

63.4

Total

c+a×b

0.782

0.262

2.99

0.003

100.0
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For the exact nature of the mediation effect we will analyze the path estimates
(Table no. 4); the level of knowledge about ADHD influences the teachers’
perception on the severity of the symptoms of the students with ADHD
(Z=2.30, p=0.021), which in turn has an effect on the attitude towards
integration (Z=4.17, p<0.001).
It can therefore be concluded that the research hypothesis is supported by
statistical data.
Table no. 4. Path Estimates
Lable

Estimate

SE

Z

p

C

→

a

0.290

0.126

2.30

0.021

S

→

b

0.988

0.237

4.17

<.001

C

→

c

0.496

0.241

2.06

0.039

These results are similar to those in the literature. Teachers who have a high
level of knowledge about Attention Deficit/Hyperactivity Disorder tend to
have a positive attitude towards ADHD students, but have a high degree of
distrust in their own strengths regarding the adoption of the most appropriate
classroom management strategies in which a student with ADHD is
integrated. The mechanisms that could explain this phenomenon are not yet
known. At the same time, teachers with medium and high knowledge about
ADHD are much more willing to accept the help of other specialists for
managing stressful situations in the classroom, as opposed to those with a
low level of knowledge (Ohan, Cormier, Hepp, Visser & Strain, 2008).
It can be concluded that all the objectives have been achieved.
Regarding the limits of this study, it can be said that the number of
participants was small, and the selection was of convenience. The
instruments used, although translated according to the rules established in
the domain, do not have sufficient references.
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One of the future directions of this study would be to investigate other
variables that might explain the relationship between the attitude of the
teachers regarding the integration of the students with ADHD in the
mainstream school and their knowledge about this disorder.
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Rezumat
În primii trei ani ai învăţământului primar din România este studiată o disciplină
integrată, Matematică şi explorarea mediului. În această configuraţie, pentru
cunoaşterea mediului prin activităţi de explorare este alocat un buget de timp relativ
redus, de numai o oră săptămânal, prioritatea fiind deseori, datorită cerinţelor din
sistemul de învăţământ, matematica. În clasele a III-a şi a IV-a, studiul ştiinţelor
este realizat prin intermediul unei noi discipline numită Ştiinţe ale naturii, căreia îi
este alocată o oră săptămânal. În timpul avut la dispoziţie, elevii învaţă să planifice
etapele unei investigaţii, participă la experimente simple şi îşi verifică astfel propriile
presupuneri pentru fenomenele sau procesele deja cunoscute. Ca urmare a timpului
limitat destinat ştiinţelor, sunt încă perpetuate, până în clasele gimnaziale, o serie
de erori, metode inexacte şi prejudecăţi ştiinţifice preluate din familie, din cercul de
prieteni sau din mass-media.
Articolul încearcă să evidenţieze câteva erori de învăţare a ştiinţelor naturii, cu
exemple din caietele şi fişele de lucru realizate de elevi, să identifice posibilele
cauze ale acestor erori şi să le încadreze într-o anumită tipologie. La finalul articolului
se găsesc formulate câteva recomandări pentru profesorii care predau sau vor preda
ştiinţe în clasele de învăţământ primar şi pentru autorii de resurse didactice pentru
disciplina Ştiinţe ale naturii, care urmează să elaboreze materiale de studiu în acord
cu noua programă.
Cuvinte-cheie: aria curriculară Matematică şi Ştiinţe ale naturii, erori de învăţare
a ştiinţelor, învăţământ primar.
* Cercetător ştiinţific II, Institutul de Ştiinţe ale Educaţiei, Bucureşti, România.
** Cercetător ştiinţific III, Institutul de Ştiinţe ale Educaţiei, Bucureşti, România.
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Abstract
In the first three grades of the Romanian primary school, Mathematics and
environmental exploration is studied as an integrated discipline. In this
configuration, knowledge of the environment through exploratory activities has a
relatively small budget of time available, only one hour per week, the priority often
being given to Mathematics, due to the requirements of the educational system. In
the 3rd and 4th grades, the science study is realized through a new discipline called
Nature Sciences, with one hour per week. During the available time, students learn
to plan the stages of an investigation, to participate in simple experiments and to
check their own assumptions for the already known phenomena or processes. As a
result of the limited time dedicated to the study of Science, a series of errors,
inaccurate methods and scientific misconceptions (coming from the family, friends,
or media) are still perpetuated, until the secondary school.
The article intends to highlight some types of Science learning errors, with examples
from the students’ notebooks and worksheets, to identify their possible causes and
to create a certain typology for these errors. At the end of the article, a few
recommendations are made for the teachers who teach Science in primary school
and for the authors of didactical resources for the discipline Nature Sciences,
according to the new curriculum.
Keywords: Math and Science curricular area, primary school, science learning
errors.

1. Introducere şi clarificări terminologice
În ultimul timp, din ce în ce mai mulţi specialişti în educaţie s-au dedicat
unor cercetări direcţionate pe blocajele de învăţare, pe care elevii ar trebui
să le depăşească şi pe erorile tipice, sistematice, frecvente atât în învăţarea
matematicii, cât şi a ştiinţelor, propunând diverse liste de erori (American
Institute of Physics, 1998; Kambouri, 2010; Subayani, 2016). Acestea
ilustrează anumite concepţii greşite, scheme de aplicare eronată sau
incompletă a unor proceduri cunoscute, deprinderi greşite sau idei şi credinţe
incorecte (certitudini neverificate ştiinţific) care interferează cu învăţarea
matematicii şi a ştiinţelor.
Deseori erorile sistematice furnizează informaţii care ne permit să înţelegem
anumite dizabilităţi de învăţare ale unor elevi (prin dizabilitate se înţelege
lipsa unei abilităţi sau deprinderi specifice unui domeniu sau a unei competenţe,
în cazul unui elev fără cerinţe speciale de învăţare) şi motivele care stau la baza
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performanţelor modeste. O parte dintre aceste erori sunt evitabile şi există metode
didactice care sunt deja utilizate în alte sisteme de educaţie.
Articolul porneşte de la ideea că există o serie de reprezentări mentale greşite
ale unor concepte ştiinţifice, care funcţionează deja ca interpretări colective
ale unor fenomene din mediul cunoscut. Prin reprezentare mentală nu se
înţelege numai o evocare vizuală mai vagă sau mai exactă a realităţii
cunoscute deja, ci o refacere mentală subiectivă a realităţii prin intermediul
unor procese de memorizare, selecţie personală şi de procesare a informaţiei,
în funcţie de preferinţe şi aşteptări. Cu alte cuvinte, reprezentările definesc
viziuni personale ale realităţii şi, tocmai de aceea, o reprezentare imperfectă/
particulară poate fi utilă pentru profesori şi pentru activităţile desfăşurate
în clase, pentru că reflectă un blocaj sau un mod de gândire incorect.
• Piaget şi conflictul cognitiv, ca premisă necesară pentru adaptarea
copilului la mediu
Piaget considera că orice concepţie greşită va crea, la un moment dat, un
conflict cognitiv şi că rezolvarea acestuia ar conduce, de fapt, la maturizarea
persoanei, la o adaptare mai bună la mediu, iar concepţiile greşite ar fi
astfel lăsate în urmă (Piaget, 1977). El analiza, în cercetările sale, evoluţia
ideilor copiilor despre fenomenele fizice cunoscute (reflectate în modul în care
aceştia găsesc explicaţii). Acestea sunt iniţial foarte diferite de concepţiile
adulţilor şi uneori rectificările sunt semnificative, solicitând reconceptualizări
majore, care pot fi similare cu schimbările de paradigmă din ştiinţe.
• Învăţarea la ştiinţe se realizează treptat, prin acumularea
experienţelor şi a conceptelor ştiinţifice
Pe măsură ce elevul acumulează experienţe şi se implică în noi situaţii de
învăţare, au loc schimbări treptate, de la ideile intuitive, pseudoştiinţifice,
la concepţiile ştiinţifice, corecte şi susţinute de teoriile existente acceptate
de comunitatea ştiinţifică (Carey, 1991; Kuhn et al., 1988; Vosniadou &
Ionnides, 1998, apud Pine et al., 2001). Preconcepţiile sau alternativele
conceptuale (Boo, 2007) şi ideile intuitive ar trebui privite ca etape fireşti
în evoluţia copilului şi chiar ca atuuri ale învăţării ştiinţelor, deoarece acestea
pot constitui fundaţia pe care se pot construi idei mai exacte, mai complexe
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şi mai corecte din punct de vedere ştiinţific. Aceste idei intuitive sunt, de
obicei, cele care iniţiază cunoaşterea în domeniile ştiinţifice şi care pot
orienta persoana în rezolvarea unei situaţii problematice, indiferent de vârstă.
Erorile sistematice (constând în partea vizibilă şi ştiinţific incorectă din
rezultatele/ produsele analizate), cele care constatăm că apar periodic, pot
oferi informaţii importante despre demersurile intelectuale ale elevilor,
blocajele acestora în învăţare, stadiul dezvoltării lor cognitive, motivaţia
lor pentru studiul ştiinţelor şi capacitatea de a se concentra pe o sarcină,
precum şi pe existenţa unor intuiţii eronate sau concepţii greşite.
• Modele de transformare a preconcepţiilor în concepţii ştiinţifice şi
modele de clasificare a erorilor elevilor
Există studii în care sunt identificate cauzele apariţiei anumitor preconcepţii.
Un criteriu care determină o astfel de diferenţiere se referă la sursa sa, care
poate fi:
- de natură personală (din erori personale de procesare a stimulilor
observaţi şi din concepţiile alternative; acestea pot fi cauzate de acele
demersuri de natură cognitivă care au legătură directă cu ceea ce au
observat elevii, respectiv cu percepţiile imediate);
- preluate fie din resursele educaţionale la care au avut acces elevii, fie de
la alte persoane, de exemplu, de la profesori sau de la colegi (Boo, 2007).
În general, o reprezentare mentală a unui obiect sau a unui proces/fenomen
poate fi distorsionată din cauza unor idei înnăscute (preconcepţii), care pot
fi idei conştiente în mintea persoanei care realizează observarea, anterioare
experienţei sensibile, ori idei pentru care avem o predispoziţie naturală să
le formăm şi de care putem fi sau nu conştienţi. Aceste idei sunt comune
oricărei populaţii şi aparţin unui „folclor” referitor la ştiinţe, fiind invocate
deseori în diverse medii. O caracteristică a acestor idei ar fi că sunt de
obicei mai greu de verificat prin metode ştiinţifice. Unele apar ca erori de
inducţie enumerativă (atunci când persoana are la dispoziţie un număr limitat
de exemple care converg la anumite generalizări eronate şi nedemonstrabile).
Inferenţele pe care le facem au la bază ipoteze care sunt selectate pe baza
unor preferinţe personale, care ţin fie de simplitate (în Dicţionarul de filosofia
cunoaşterii, p. 28, se precizează că preferăm ipotezele cu grad de
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complexitate scăzut; conceptele de simplitate sau complexitate nu au legătură
cu modul de formulare, ci cu datele disponibile şi cu posibilitatea de
verificare a lor), fie de nevoia de a valida o teorie la care deja am aderat (şi
care ar putea conduce observatorul la un tip de eroare care arată o lipsă de
coerenţă între ipoteza respectivă şi datele disponibile). Cu alte cuvinte, chiar
în cazul unei experimentări reale, este mai comod să considerăm că erorile
ar fi cauzate de erori experimentale (de măsurare, de colectare, de prelucrare
sau de interpretare) decât de concepţia generală care ne-a determinat să
experimentăm.
Cele mai utilizate modele de clasificare a erorilor se bazează pe modelul
taxonomic a lui Bloom (Movshovitz-Hadar et al., 1987; Newman, 1977),
asociind nivelurile de complexitate şi specificitate ale obiectivelor de
învăţare cu următoarele tipuri de erori:
- utilizarea greşită a datelor disponibile;
- necunoaşterea terminologiei sau limbaj interpretat greşit;
- inferenţe logice invalide pe baza unor informaţii corecte;
- percepţii distorsionate despre teoria utilizată/regulile aplicate (care
determină aplicarea greşită a unor algoritmi);
- soluţii care nu sunt verificate (atunci când paşii urmaţi sunt corecţi, dar
rezultatul final este incorect);
- erori de natură tehnică, atunci când apar greşeli din neglijenţă (de
exemplu, când sunt extrase şi utilizate alte date decât cele care ar trebui
utilizate) sau datorită calculului.
În lucrarea sa de doctorat, Cheng-Fei Lai (2012) propune o listă asemănătoare
în care adaugă erorile datorate unor etape omise dintr-un demers sau cauzate
de aproximări neadecvate.
Articolul de faţă propune, pe baza materialelor analizate, un model al erorilor
care reflectă structura programei actuale de Ştiinţe ale naturii, conform
competenţelor specifice incluse:
- erori de identificare conceptuală (exemplele oferite constau în omiterea
sau necunoaşterea unor structuri ale plantelor/animalelor);
- erori cauzate de generalizări incorecte (formarea incorectă sau incompletă
a unei reprezentări mentale apare din cauza numărului redus de situaţii
de învăţare oferite elevilor pentru formarea unui concept sau a
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diversificării reduse a acestora);
- erori de clasificare (datorate incapacităţii elevului de a identifica diferenţe
sau asemănări între două categorii de obiecte, între două persoane,
evenimente, procese sau fenomene);
- presupuneri eronate datorate unor experienţe practice sau de viaţă la
care nu au avut acces elevii;
- confuzii între două concepte diferite sau între relaţiile dintre concepte
(cauzate de incapacitatea de a procesa informaţia);
- generarea unor explicaţii incorecte referitoare la un fenomen/ proces
cunoscut;
- capacitate redusă de a face analogii (pentru o situaţie necunoscută/
ipotetică, pornind de la situaţii familiare).

2. Metode utilizate pentru identificarea unor tipuri de
erori de învăţare
Studiul îşi propune să evidenţieze tipurile de erori de învăţare care apar mai
frecvent în cazul elevilor din ultimul an de învăţământ primar, raportate la
competenţele specifice programei de Ştiinţe ale naturii şi să menţioneze
câteva dintre metodele de gestionare a acestor erori în clasă (practici
frecvente). Răspunsurile elevilor, prelucrate calitativ, chiar dacă nu au
acoperire statistică, ar putea determina anumite schimbări ale practicii
profesorilor la ştiinţe pentru învăţământul primar.
Obiectivele de cercetare au fost următoarele:
O1.Identificarea principalelor tipuri de erori de învăţare ale elevilor din
ciclul primar la ştiinţe şi prezentarea unor exemple de erori, raportate la
programa şcolară
O2.Formularea unor argumente privind cauzele apariţiei acestor erori
O3.Recomandarea unor metode pentru gestionarea acestor erori, destinate
profesorilor
Produsele analizate (fişe de lucru şi caiete ale elevilor) au fost completate
de elevii din trei clase din mediul urban, în anul şcolar 2018/2019. Pentru
articol, au fost selectate şi scanate numai câteva exemple de răspunsuri,
care au fost descrise în raport cu cerinţele programei actuale.
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3. Tipuri de erori identificate în produsele realizate de elevi
3.1.

Erori de identificare

Primul nivel al competenţei de bază în ştiinţe şi tehnologie care se formează
în şcoala primară (reprezentat de competenţa specifică 1.1. din programa
actuală) se referă la capacitatea elevului de a identifica un obiect, o structură
sau un fenomen, de a reda în scris sau oral, eventual cu propriile cuvinte, o
definiţie sau etapele unui proces, de a identifica anumite elemente teoretice
într-un fenomen sau eveniment cunoscut. Programa are trei domenii de
conţinut: Ştiinţele vieţii, Ştiinţele fizicii şi Ştiinţele Pământului, aflate
într-o strânsă corelaţie.
De exemplu, în domeniul Ştiinţele vieţii, clasa a IV-a, tema Ciclul vieţii
presupune cunoaşterea caracteristicilor unor vieţuitoare, în diferite etape
ale vieţii lor. De aceea, un tip de item frecvent întâlnit în manuale şi în
auxiliarele didactice are ca scop final identificarea şi ordonarea etapelor de
viaţă pentru un organism cunoscut, care suportă metamorfoze semnificative,
aşa cum este cazul unor insecte (fluturi). Se constată, din analiza produselor
elevilor, că nu există cazuri în care aceştia să nu fie capabili să identifice
stadiile respective şi să le ordoneze corect cronologic.
Nici în privinţa ciclului de viaţă la plante nu s-au constatat erori privind
descrierea etapelor, iar acest fapt poate fi explicat prin experienţa corectă
acumulată în grădiniţă şi în primii ani de şcoală. De asemenea, programa
şcolară prevede un experiment de germinare la plante (propune germinarea
grâului sau a fasolei) care este realizabil cu efort minim şi cu materiale
disponibile în orice clasă şi care, din aceste motive, se realizează efectiv.
Un alt tip de item este cel care solicită elevilor să deseneze şi să denumească
elementele componente ale plantelor/animalelor cunoscute. În reprezentările
realizate de către elevii din clasa a IV-a, se constată că plantele desenate
sunt de obicei ierboase cu flori, deşi regnul Plantae este o categorie mai
largă ce include alge (glaucophyte), muşchi (briofite), ferigi (pteridofite),
spermatofite (gimnosperme şi angiosperme) etc. Deşi numai în cazul unor
grupe de plante mai evoluate există flori şi fructe, toate reprezentările includ
numai flori. Această limitare de viziune este indusă chiar de manualele
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şcolare, unde la tema respectivă sunt prezentate numai plante terestre
ierboase, cu flori, asemănătoare cu cele reprezentate de elevi. Este motivul
pentru care ne aşteptăm să întâlnim în reprezentările elevilor numai astfel
de plante. Mai mult decât atât, deoarece atunci când se discută despre plante
se discută şi despre condiţiile lor de viaţă, de exemplu despre necesitatea
luminii solare, a umidităţii şi a unui sol fertil, regăsim în desenele elevilor
şi aceste elemente, deşi nu aparţin structurii plantei. De exemplu, dacă un
elev desenează o lalea, va desena un soare, un cer cu nori, iarbă, sol.
Constatăm că cei mai mulţi nu scriu şi denumirea plantei desenate de ei. Nu
fac conexiuni între plantă şi anumite caracteristici ale elementelor sale
componente. De aceea, o lalea poate avea rădăcinile ramificate în
reprezentările unor elevi. De fapt, în toate reprezentările elevilor analizate,
rădăcinile sunt ramificate şi simetrice; tulpinile sunt scurte drepte, din care
ţâşnesc una-două frunze drepte, ovate, fără sau cu puţine nervuri. În câteva
desene nu sunt menţionate florile ca fiind o componentă a plantei, ci doar o
componentă a florilor (petalele).

Figura nr. 1. Plantă cu elementele sale componente.
Reprezentarea unui elev de clasa a IV-a
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Figura nr. 2. Elementele componente ale unui animal cunoscut.
Particularizare: o broască comună

3.2.
Generalizări incorecte pe baza unui număr limitat de exemple
concrete, particulare
Reprezentările sunt imagini mentale ale unor obiecte, procese, fenomene,
evenimente care sunt obţinute din prelucrări, sistematizări, combinări,
clasificări şi organizări ale modelelor mentale. Reprezentarea este privită
în pedagogia cognitivistă ca reflectare a inteligenţei persoanei, deoarece
integrează procesarea unor informaţii şi operarea cu simboluri (Golu, 2002,
p. 293). Cosmovici menţionează că percepţia copiilor este marcată de
anumite „deficienţe” cauzate de o experienţă mai redusă şi de o reprezentare
mai puţin bogată, comparativ cu reprezentarea aceluiaşi concept, la un adult
(Cosmovici & Iacob, 1999, p. 133). El consideră că elevii mici întâmpină
dificultăţi de a distinge esenţialul de neesenţial, motiv pentru care capacitatea
lor de a sintetiza elementele comune din exemplele particulare disponibile
este mai redusă, comparativ cu cea a elevilor mai mari.
Un exemplu: la competenţa specifică 2.3. din programa în uz, pentru
modificările observate la seminţe într-un interval temporal dat, elevii vor
face diverse măsurători şi vor colecta în tabele datele măsurate. Apoi vor
realiza diagrame şi vor interpreta, pe baza lor, fenomenul de creştere al
plantei, incluzând factorii, etapele etc. Elevii pot aprecia procentul seminţelor
încolţite pentru anumite momente la care fac observări (conform activităţilor
asociate de la competenţa specifică 2.3., utilizând numai enunţuri de felul
„mai puţin de 25% dintre seminţe au încolţit până în ziua a doua”, deoarece
elevii din clasa a IV-a nu cunosc de la matematică decât procentele 25%,

74

STUDII EMPIRICE

50% şi 75%). Fiecare manual alternativ are câte o singură imagine referitoare
la procesul de încolţire, de obicei pentru fasole, iar pentru înmulţirea plantelor
este exemplificată numai germinarea. Acesta este motivul pentru care elevul
îşi formează o imagine limitată referitoare la viaţa plantelor, deşi programa
prevede o activitate de experimentare prin încolţire, prin comparaţie, pentru
mai multe tipuri seminţe ale unor diferite plante.
Alte procedee de înmulţire a plantelor nu sunt amintite la această clasă,
deşi în natură există mai multe metode şi acestea sunt folosite inclusiv în
agricultură. Elevii sunt învăţaţi că seminţele se dezvoltă în interiorul
fructelor, ceea ce este adevărat numai în cazul unor tipuri de plante, dar
este incorect pentru alte plante (de exemplu, pentru ferigi, conifere). Erorile
au conexiune cu modul în care este reprezentat în manualele alternative
ciclul de viaţă al plantelor (exemplele mai frecvente: fasole, roşie), în care
un mic embrion se dezvoltă dintr-o sămânţă, de obicei dicotiledonată, se
transformă într-o mică plantulă şi apoi în planta adultă. Nu a existat niciun
exemplu de plantă lemnoasă (un copac).
Şi în cazul animalelor apare acelaşi tip de eroare referitoare la înmulţirea
acestora, generată tot de explicaţiile din materialele didactice şi de manualele
în uz. Animalele studiate sunt de obicei vertebrate, mamifere, păsări, peşti,
insecte sau amfibieni şi mai rar apar alte tipuri de animale. Motiv pentru
care cuvântul „animal” are deseori aceeaşi semnificaţie pentru elevii mici
cu „mamifer”. Referitor la modul de înmulţire, nu toate animalele sunt
unisexuate şi nu toate se nasc (sau eclozează), ci unele au alte mecanisme
de înmulţire (unele se divid, unele sunt hermafrodite etc.).

3.3.
Erori de clasificare cauzate de capacitatea de a identifica
diferenţele între două categorii de obiecte, între două persoane,
evenimente, procese sau fenomene
Stabilirea unor asemănări şi deosebiri între două obiecte, procese sau fiinţe
este o ţintă a programei în uz, existând în acest sens o competenţă de nivel
mai redus, care se formează pe baza unor observări dirijate, directe, asupra
unor obiecte sau fiinţe din mediul cunoscut, iar în cazul unor evenimente
mai puţin frecvente sau a unor procese care au loc în anumite condiţii de
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mediu, prin utilizarea unor scheme sau imagini sugestive, înregistrări video
etc. Competenţa specifică 1.2. „Utilizarea unor criterii pentru ordonarea şi
clasificarea unor corpuri, fenomene şi procese” include deopotrivă
identificarea unor criterii de clasificare, precum şi aplicarea acestora,
cuprinzând şi scopul acestei prelucrări de informaţii, de ordonare sau
clasificare. Din perspectiva psihopedagogiei şcolare, clasificarea este una
dintre operaţiile mentale studiate pe larg de către psihologi şi de specialiştii
în ştiinţele educaţiei, care vizează formarea unor clase pe baza unor
caracteristici comune. Includerea într-o clasă a unui element, obiect sau
fenomen/proces pe baza unui criteriu, furnizează informaţii relevante
acumulate din experienţele de viaţă sau din situaţiile de învăţare organizate
de către profesor. Odată ce un element a fost inclus într-o categorie sau
clasă, informaţiile specifice clasei respective vor fi transferate şi elementului
introdus recent.
Conceptul reprezintă totalitatea trăsăturilor necesare şi suficiente pentru
definirea unei categorii. Există mai multe mecanisme prin care se construiesc
conceptele. De exemplu, prin asocieri mentale şi suprapunerea imaginilor
mentale, prin formarea unor scheme mentale, prin selectarea unor atribute
definitorii etc. În cazul comparării unor obiecte, elementele comune sau
similarităţile nu sunt primele aspecte pe care le sesizează o persoană, ci primele
sunt evidenţiate aspectele distincte, indiferent de natura categoriei.
Deşi ne-am aştepta să găsim în răspunsurile elevilor asemănări şi deosebiri
de acelaşi tip într-o comparare (de exemplu, privitoare la anumite
caracteristici fizice ale persoanelor), în realitate similarităţile şi diferenţele
enunţate de elevi sunt de diferite feluri, demonstrând o inconsecvenţă logică
sau mai multe criterii accesate şi aplicate aleator. De exemplu, în cazul
domeniului de conţinuturi Ştiinţele vieţii, din programa în uz, pentru tema
Părinţi şi urmaşi în lumea vie, o sarcină era să menţioneze principalele
asemănări şi deosebiri între ei şi părinţii sau bunicii lor. Asemănările
consemnate sunt de obicei pozitive, de natură psihologică şi
comportamentală, de exemplu: „silitoare, grijulie, darnică şi ordonată”, în
timp ce deosebirile au conotaţii negative: „rea, certăreaţă şi mofturoasă”,
„leneş” sau ambele „curios, amuzant şi răsfăţat”. Aceste opinii sunt probabil
generate de reproşurile părinţilor sau ale bunicilor. Alte asemănări făceau
trimitere la activităţi desfăşurate în comun: „împreună discutăm şi facem
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chestii distractive”. În aceste descrieri se regăsesc şi unele mentalităţi mai vechi;
de exemplu, în timp ce responsabilitatea mamei este să cureţe vasele, tatăl este
„domnu’ cu bani”. Nu există niciun elev care să sesizeze numai caracteristici
fizice sau intelectuale comune, prin care să probeze relaţia de rudenie.

Figura nr. 3. Asemănări şi deosebiri între mine şi părinţii mei

Un alt exemplu de eroare la această categorie, corespondenţele între stadiile
de viaţă umană şi caracteristicile acestor stadii, demonstrează existenţa unor
neclarităţi conceptuale şi chiar a unor erori, reflectând deseori mentalităţi
şi experienţa personală limitată. De exemplu, referitor la stadiile vieţii, cei
mai mulţi dintre elevi consideră că un adolescent ar trebui „să se pregătească
de examene” (aceasta este cea mai frecventă definiţie a adolescenţei), în
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timp ce o persoană în vârstă, o bunică, ar trebui „să croşeteze şi să aibă grijă
de nepoţi”. Între activităţile preferate ale unor membrii ai familiei apar
următoarele: în cazul mamei, „să aibă grijă de copii” sau „să doarmă”; al bunicii
– „să facă treabă”; al fratelui – „să stea pe telefon”, al tatălui – „la televizor”.

3.4.

Erori cauzate de lipsa unor situaţii de învăţare anterioare

Printre criteriile de selecţie a activităţilor de învăţare din programele şcolare
se regăsesc relevanţa acestora pentru dobândirea de competenţe, utilitatea
lor şi adaptarea la nivelul intelectual al elevilor. Ca urmare a aplicării acestor
criterii, fiecare competenţă specifică include câteva activităţi de învăţare
orientative pentru profesor, care însă nu acoperă întreaga paletă de
posibilităţi. Prin urmare, achiziţiile de învăţare ale elevilor sunt limitate,
fiind corelate cu activităţile desfăşurate în clasă.
Lipsa experienţei personale a reieşit, de exemplu, în cazul cerinţei ca elevii
să realizeze un buletin meteo pe baza unor imagini date. Buletinele meteo
realizate de elevi au fost, în general, incomplete, facând trimitere numai la
regimul termic sau la unele fenomene meteo vizibile, mai rar la vânt. De
exemplu, un elev a menţionat corect temperaturi pozitive sau negative
(rezonabile în raport cu anotimpurile reprezentate în imagini), dar valorile
de temperatură propuse sunt cu două zecimale, ceea ce demonstrează că, în
practică, nu a efectuat activităţi de măsurare a temperaturii aerului sau apei
(termometrele uzuale, chiar şi digitale, indicând valori cu o zecimală).
Alt exemplu se referă la găsirea unor explicaţii referitoare la metodele prin
care oamenii au reuşit să supravieţuiască şi să se dezvolte în diferite epoci
istorice. La această întrebare, răspunsurile elevilor au fost construite prin
aplicarea unor mecanisme de gândire analogică, aceştia având în vedere
condiţiile de viaţă pe care le cunosc. De aceea, cele mai frecvente idei
formulate se referă la condiţiile necesare vieţii actuale sau la anumite
comportamente: la adăposturile realizate, la modul de comunicare şi de
împărtăşire a unor informaţii („învaţă unul de la altul”), dar şi la cooperare
sau la migrare, în căutarea unor resurse sau a unor condiţii de viaţă mai
bune.
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Figura nr. 4. Prognoză meteo oferită de un elev de clasa a IV-a,
cu temperaturi cu două zecimale

3.5.

Confuzii între două concepte diferite sau între relaţii dintre concepte

Confuziile de acest tip sunt destul de rare la elevii de vârstă şcolară. Cu
toate acestea, putem da exemple cunoscute specialiştilor: „culoarea unui
obiect nu se modifică, indiferent de condiţiile de mediu”. În realitate, culoarea
depinde de lumina în care este expus obiectul. Un obiect verde expus la
lumină verde va părea alb şi orice lumină colorată schimbă cel puţin nuanţa
în care vedem obiectul respectiv. Alt exemplu, extras tot din materialele
studiate, pentru un elev rezervaţiile naturale sunt un fel de Arcă a lui Noe
modernă, ele fiind necesare „deoarece acolo se păstrează animalele care
sunt pe cale de dispariţie şi păstrează două animale din aceeaşi specie ca să
se înmulţească” (un elev din clasa a IV-a).

Revista de Pedagogie/ Journal of Pedagogy • 2019 (2) • LXVII

79

O altă eroare prezentă în toate răspunsurile elevilor care au fost studiate,
la tema „Dieta echilibrată” relevă confuzia între o grupă de alimente şi
conţinutul lor. Activitatea aparţine competenţei specifice 3.1. din programă
(care se referă la cunoaşterea unor modalităţi de menţinere a sănătăţii), iar
în programă apar ataşate două activităţi „Recunoaşterea unor factori de risc
asupra propriei sănătăţi, de exemplu, consumul unor alimente nesănătoase”,
precum şi „Realizarea de variante de meniu adaptat vârstei şi efortului depus”.

Figura nr. 5. Eroare între grupa de alimente şi conţinut

3.6.
Capacitate redusă a elevilor de a oferi explicaţii corecte referitoare
la un fenomen sau proces cunoscut
Programa şcolară nu se referă explicit la termenul „creativitate” în nici una
dintre secţiunile sale. Cu toate acestea, imaginarea şi planificarea unei
investigaţii sau a unui experiment necesită creativitate şi capacitate de
anticipare. La fel ca şi pentru alte deprinderi intelectuale, importanţa exersării
este mare, fiind metoda principală prin care sunt acumulate experienţele de
învăţare şi prin care se dezvoltă deprinderi, capacităţi sau competenţe. Din
lipsă de timp, probabil, sunt prea puţine ocazii reale oferite elevilor de a
genera raţionamente în diverse contexte, iar profesorii au şi ei o formare
limitată în această direcţie, mai ales în domeniile Ştiinţelor fizicii şi Ştiinţelor
Pământului, domenii nou introduse în curriculumul actual.
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Ca urmare a acestui fapt, elevii evită să emită judecăţi, deoarece nu au
suficiente experienţe cât să adere la o perspectivă sau alta, şi de aceea preferă
să reproducă secvenţe din judecăţile oferite de profesor (dar probabil şi de
teamă că ar formula opinii eronate), de aceea nici nu ştiu şi nici nu învaţă să
argumenteze - acesta fiind o lipsă reală în învăţământul de masă pentru
unele discipline (Cosmovici, 1999, p.169).
Primul exemplu, enumerarea unor reguli de comportament la tema Regulile de
igienă personală. Principalele reguli sunt enumerate corect de elevi, dar cauzele
şi efectele nu sunt, de cele mai multe ori, cunoscute şi înţelese, iar argumentele
sunt inexacte, atunci când ele există. Astfel că la întrebarea „De ce trebuie să ne
spălăm de două ori pe zi?”, elevii răspund parafrazând: „deoarece este necesar
pentru igiena noastră şi pentru binele nostru” sau „pentru a fi curaţi”, alţii
asociază cu situaţii jenante de natură socială „pentru a nu avea carii şi a mirosi
gura bine”. Un program de viaţă echilibrat este asociat cu starea de sănătate,
dar şi cu „a ne dezvolta armonios şi a fi buni intelectuali”.
În cazul domeniului Ştiinţelor Pământului, studiul răspunsurilor a evidenţiat,
mai ales la întrebările referitoare la fenomenele astronomice care
influenţează viaţa pe Pământ, că elevii nu pot construi argumente pe baza
unor raţionamente ştiinţifice, deşi în programă sunt sugerate o serie de
experimente (de exemplu, referitor la alternanţa zi-noapte şi la formarea
anotimpurilor, un experiment recomandat are ca scop studierea mişcării
planetei Pământ în jurul său, acesta fiind reprezentat de un glob pământesc,
dar şi în jurul Soarelui, care este reprezentat de o lanternă; în cadrul
respectivului experiment, globul este înclinat şi sunt observate zonele
luminate şi cele întunecate de pe glob şi privesc formarea unei competenţe
specifice aflate în progres, CS 2.4.). Cu toate acestea, referitor la formarea
anotimpurilor, elevii justifică existenţa anotimpurilor în zona temperată prin
mişcarea de revoluţie a planetei noastre în jurul Soarelui. Principala cauză
a apariţiei acestei erori o constituie explicaţiile incorecte sau ambigue,
referitoare la acest subiect, din manualele de Ştiinţe ale naturii – clasa a IV-a,
în uz la acest moment, care argumentează explicit că anotimpurile apar din
cauza variaţiei distanţei dintre Pământ şi Soare. La o întrebare de tipul: „De
ce la Poli, în timpul verii, soarele nu apune niciodată?”, elevii răspund
asociind imaginile pe care le-au primit cu diverse ocazii (ceaţă, frig, vânt)
cu fenomenul de absorbţie şi difuzie a luminii datorate ceţii şi răspund
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„Deoarece nu trece lumina soarelui. De aceea este mai cald la ecuator”.
Similar, la întrebarea „De ce este vara ziua mai lungă decât iarna?”, răspunsul
incorect (toţi elevii au răspuns greşit!) se referă tot la distanţa dintre Pământ
şi Soare („deoarece vara Pământul este mai aproape de Soare”) şi nu la
faptul că Pământul e înclinat faţă de planul orbital sub un unghi mai mare
de 230 şi de aceea este luminat mai mult timp.
Iniţierea unor procese biologice, pe de altă parte, depinde şi de alţi factori, unii
geografici, aşa cum este altitudinea, ca în exemplul următor: „De ce primăvara
vine mai târziu la munte?”. Elevii nu fac conexiuni cu altitudinea şi dau
răspunsuri greşite: „Pentru că primăvara Pământul se învârte mai încet”.

Figura nr. 6. Raţionamente eronate ale elevilor care provin din credinţe
eronate ale adulţilor (răspuns elev)

La fel se constată foarte puţine răspunsuri corecte la întrebarea „Când este
egală ziua cu noaptea?”. O parte dintre răspunsuri sunt „Iarna”, deşi
manualele oferă date corecte privind aceste evenimente. Fenomenul de
creştere/descreştere a duratei zilei apare explicit în manuale, dar cu o
argumentare incorectă (cazul manualelor Editurii Aramis) sau ambiguă
(manualul Editurii Arthur).
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Recomandări şi concluzii
Includerea unor elemente de conţinut noi în programa şcolară pentru
disciplina Ştiinţe ale naturii – clasele a III-a şi a IV-a, în raport cu programa
anterioară (de exemplu, formarea anotimpurilor în cadrul temei Pământul
în Sistemul solar, în cazul domeniului de conţinut Ştiinţele Pământului,
respectiv interacţiuni între corpuri şi efectele acestora, în cazul Ştiinţelor
fizicii) necesită o formare specializată şi adecvată pentru profesorii care
predau în învăţământul primar. Stagiile de formare profesională continuă ar
trebui să se focalizeze pe conţinuturile care generează erori sistematice ale
elevilor sau blocaje de înţelegere şi să fie realizate în echipe mixte de
psihopedagogi şi specialişti în domeniile ştiinţifice, astfel încât explicaţiile
să devină clare şi simplificate, fără a fi afectată corectitudinea ştiinţifică.
Au fost constatate, din păcate, unele erori ştiinţifice în cuprinsul manualelor
şcolare de Ştiinţe ale naturii, în uz la acest moment. În vederea evitării
apariţiei unor astfel de erori în viitoarele ediţii ale manualelor, este necesară
includerea în echipele de evaluatori a unor specialişti în diferite domenii
ale ştiinţei (fizicieni, chimişti, biologi, astronomi etc.), alături de profesorii
de învăţământ primar, precum şi oferirea timpului necesar acestei echipe
pentru o evaluare de calitate.
Pentru a asigura formarea corectă a conceptelor şi a reprezentărilor mentale,
profesorii din învăţământul primar pot aplica diverse metode didactice. Cea
mai comună metodă este de a prezenta materiale intuitive cât mai variate şi
cât mai atractive, iar dacă acestea nu sunt disponibile, pot utiliza reprezentări
schematice (planşe, imagini) pentru ilustrarea unor fenomene sau procese,
dar pot folosi în acelaşi scop şi experimente demonstrative. Lipsa variaţiei
unor exemple/modele/imagini va conduce la reprezentări inexacte. De
exemplu, dacă pentru conceptul „câmpie” imaginile pe care elevii le primesc
sunt standard, cu un lan de grâu, aceştia nu vor fi capabili să recunoască un
zăvoi sau o pădure de foioase, ca fiind parte a unei câmpii sau să facă
distincţia între câmpie şi un teren plat situat la altă altitudine. O metodă
recunoscută ca fiind eficientă este „retuşarea” imaginii mentale incorecte
sau ambigue prin negocierea unei reprezentări comune, ştiinţific corecte la
nivelul grupului de elevi, iniţiind dezbateri pe teme ştiinţifice sau desfăşurând
în clasă experimente care să „contrazică” erorile tipice.
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Abstract
The educational system in Romania is facing the new challenge of reintegrating the
children that returned in their home country after a period of migration, and the
update in the educational procedures is becoming more and more important as the
number of the remigrant children is rapidly increasing, the most recent estimations
mentioning 150,000-180,000 (Brebuleţ, 2018).
This research investigated the social perception of the remigrant pupils in the
educational field (native pupils and teachers) and the potential changes that teachers,
schools and the system could implement (from specific activities to institutional
update and development of new didactic instruments). The research methodology
was quantitative, based on a questionnaire with Likert type scales.
Previous researches in Vrancea county showed the psychological, social and
educational effects of remigration, but the updates in the educational system to
better respond those needs is more dependent on their perception by the decision
makers (teachers and school management) and by the native children. Ideally, the
social perception should adequately reflect the educational reality. Still, what happens
if the perception of the native children and teachers does not reflect reality? What
happens if the majority of children could not identify the problems the remigrants
face after returning to Romania? What if the teachers, when planning, implementing
and evaluating the educational activities, don’t rely on an adequate knowledge of
the difficulties that remigrants have to face, can they support the educational system
to better respond to the specific needs of the remigrants?
*

PhD. Candidate, University of Bucharest, Faculty of Psychology and Educational
Sciences, Bucharest, Romania.
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Rezumat
Sistemul educaţional românesc este în faţa unei noi provocări reprezentate de
reintegrarea copiilor care se întorc în ţara de origine după o perioadă de migraţie,
iar dezvoltarea politicilor şi procedurilor educaţionale devine din ce în ce mai
importantă în contextul în care numărul copiilor români remigraţi este în creştere
rapidă, cele mai recente estimări menţionând 150.000-180.000 (Brebuleţ, 2018).
Cercetarea a investigat percepţia socială a copiilor remigraţi în sectorul educaţional
(percepţia copiilor nativi şi a profesorilor) şi potenţialele schimbări pe care
profesorii, şcolile şi sistemul educaţional le pot implementa (de la activităţi specifice
la dezvoltarea instituţională şi dezvoltarea unor instrumente didactice). Metodologia
de cercetare este cantitativă, bazată pe un chestionar cu scale Likert.
Cercetări anterioare desfăşurate în judeţul Vrancea au evidenţiat efectele
psihologice, sociale şi educaţionale ale remigraţiei, însă adaptarea sistemului
educaţional la aceste nevoi este mai degrabă dependentă de modul în care sunt
percepute de către factorii de decizie (profesori, personalul de conducere) şi de
către copiii nativi. În mod ideal, percepţia socială ar trebui să fie cât mai apropiată
de realitatea educaţională, însă ce se întâmplă dacă percepţia copiilor nativi şi a
profesorilor nu corespunde realităţii? Ce se întâmplă dacă majoritatea copiilor nu
poate identifica problemele pe care copiii remigraţi le au în readaptarea după
revenirea în România? Dar dacă profesorii, atunci când planifică, implementează
şi evaluează activităţile educaţionale, nu au la bază o cunoaştere adecvată a
dificultăţilor pe care copiii remigraţi le întâmpină, pot sprijini sistemul educaţional
pentru a răspunde mai bine nevoilor specifice ale remigranţilor?
Cuvinte-cheie: dezvoltare şcolară, reintegrare educaţională, remigranţi.

1. Introduction
The first research on the psychological and educational effects of remigration
on the Romanian pupils (Luca, Foca, Gulei & Brebuleţ, 2012) mentions a
first estimation of the number of the remigrant children in Romania, based
on the official numbers from the Ministry of Education, considering that
around 30,000 Romanian children returned home between January 2008
and May 2012.
Luca, Foca, Gulei and Brebuleţ (2012) also mention the difficulties in the
adaptation of the remigrant children in the Romanian schools, difficulties
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that are harder to understand as Valtolina (2013) mentions that Romanian
children adapt very well in Italian and Spanish schools (including the school
performance), but they have serious difficulties after returning to Romania. To
explain this, Luca, Foca, Gulei and Brebuleţ (2012) quoted the results of their
focus group with the educational specialists (teachers and school counsellors)
that showed that the educational intervention to facilitate the reintegration of
the remigrants was, at that moment, based on individual expertise and insight
of teachers, generalizing their expertise in working with “children left behind”
(children with one or both parents working abroad), lacking a general strategy
and specific resources and knowledge about remigration.
This first research also provided a general profile of the Romanian remigrant
children, characterizing them as “speaking a foreign language, familiarized
with another lifestyle and missing that lifestyle, appreciated in the host
country for their performances and knowledge, having a medium or high
anxiety level, fearful, hesitant in their relations with adults and peers, without
a constant interest in social relationships and peer involvement, with low
self-confidence and low aspirations, including school expectations, that
usually repeat at least one class they graduated abroad without understanding
why this happens” (Luca, Foca, Gulei & Brebuleţ, 2012).
More recent researches (Brebuleţ, 2015, 2018) realized a more in depth
analysis of the psychological and educational issues of the Romanian
remigrants, but also a new estimation of the total number of children
returning to Romania (this time based on international statistics and official
statistics of other countries regarding the number of the Romanian children
leaving that country to go back to Romania). Brebuleţ (2018) estimated
that around 150,000-180,000 Romanian children returned home between
2008 and 2015 after a shorter or longer migration period.
More specifically, the author mentions that, according to the specific data
from the Vrancea County School Inspectorate, in 2016 there were 1210
pupils re-enrolled in the Romanian educational system after returning from
abroad, representing 2.52% of the total county school population (according
to the author, the real number could be much higher as the school inspectorate
has no information about the children returning to Romania before the age
of 6/7 and has no reason to report to the educational authorities).
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In terms of psychological issues of the Romanian remigrant children,
Brebuleţ (2018) mentions low self-esteem and high anxiety (especially social
phobia and separation anxiety), a particular coping style (focused on blaming
himself or his family for his situation) and high level of some disadaptative
cognitive schemes.
In terms of educational issues of the Romanian remigrant children, Brebuleţ
(2018) mentions: lower ability in understanding texts (even if they understand
and speak Romanian language), a learning style based on individual efforts
and not expecting specific tasks/instructions, lower academic motivation
and higher evaluation anxiety.
The author mentions that most of the psychological and educational issues
of the remigrants fade with time, while some remain constant or even become
more intense. In this context, Popoiu, Gherasim and Brebuleţ (2018) showed
that counselling has a positive impact on the psychological issues
(contributing to personal development, self-government, optimizing the
coping strategy and reducing the anxiety) and educational difficulties
(optimizing the study strategy, increasing the academic motivation and
decreasing the evaluation anxiety) and suggested the importance of a
systemic strategy of schools (focused on counselling for remigrant pupils
and consultancy for parents and teachers) to facilitate the reintegration of
the remigrant children.
The educational effort to facilitate the reintegration of the remigrants in
Romanian schools is based on their right to have access to education that
respects and harnesses their cultural identity, as stated by the UNESCO
Universal Declaration on Cultural Diversity: “all persons are entitled to
quality education and training that fully respect their cultural identity; and
all persons have the right to participate in the cultural life of their choice
and conduct their own cultural practices, subject to respect for human rights
and fundamental freedoms”. In this respect, Brebuleţ (2018) also mentions
that any effective intervention to help remigrant children should be based
on the real understanding of the psychological, educational, social and
cultural issues associated with remigration.
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In this context, our research is focused on investigating the perception of
the educational actors (pupils and teachers) on the effects of remigration
and the specific actions that schools could implement in order to facilitate
the reintegration of the remigrant children: activities to be organized,
instruments to be developed and used.

2. Research methodology
The research was carried out in September 2018-August 2019, focusing on
the valuable insights it will bring in the process of developing specific
methodologies to facilitate the reintegration of remigrants, based on a deeper
understanding of the way pupils and teachers think about the necessary
educational methodology.

2.1.

Specific concepts

Remigrant children are considered those that return to Romania after a period
spent in another country with the intention of staying there (Brebuleţ, 2018;
Luca, Foca, Gulei & Brebuleţ, 2012). Those children faced two successive
migration situations, once going from their home country to another country,
and second coming back from the host country to the country they were
born into.
Native children are considered those that never migrated outside the country
they were born in (Brebuleţ, 2018). This definition does not exclude any
international experience (like tourism, international visits, etc.), but excludes
only the children that don’t have a migration background.

2.2.

Objectives

The research is based on the investigation of the social perception that the
“native” pupils and teachers have regarding the remigrant pupils and their
needs, but also regarding the most effective activities and tools that schools
could use / implement in order to facilitate the reintegration of the remigrants.
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The objectives of the research were:
1. analyse the specific psychological, cultural and educational needs of the
remigrant children, as perceived by the native pupils and the teachers;
2. identify the most relevant activities that schools could implement in order
to help remigrant pupils reintegrate in our educational system;
3. identify the most effective instruments that schools could develop and
use to facilitate the school adaptation of the remigrant children.

2.3.

Measures

The research methodology is quantitative and is based on a questionnaire
with Likert-type scales that focused on investigating five different aspects:
a. the specific needs of the remigrant children (as the native children and
the teachers perceive them), focusing on: psychological and social needs
(low self-esteem, anxiety and other negative emotions, approval seeking
behaviours, low interest for social relations and social participation); cultural
needs (limited knowledge of local social rules and customs, the regret for
the life-style in foster country, linguistic difficulties and communication
difficulties); educational needs (low motivation for school activities,
evaluation anxiety, limited expectations of their school performance,
difficulties in integrating into school groups). The reliability of the scale
was evaluated with Cronbach’s alpha coefficient of internal consistency
(Cronbach, 1951), alpha for 15 items being 0.684, proving an acceptable
reliability of the scale as it is bigger than 0.6 (Cortina, 1993).
b. the effects of remigration in terms of educational behaviour (as the native
children and the teachers perceive them), focusing on: skipping classes
and eventually quit school, having a limited academic performance,
developing limited skills and competencies (less than planned), limited
involvement in extracurricular activities. The reliability of the scale was
evaluated with Cronbach’s alpha coefficient of internal consistency
(Cronbach, 1951), alpha for 4 items being 0.644, proving an acceptable
reliability of the scale as it is bigger than 0.6 (Cortina, 1993).
c. the activities that schools could implement for the remigrant children (as
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the native children and the teachers perceive them), focusing on: linguistic
preparation classes, additional classes and activities for some school subjects,
extracurricular activities and learning in informal context activities, project
based learning experiences, cooperative learning activities that will value
their strong points, counselling sessions, group activities (formal and
informal groups), cultural activities and psychotherapy to increase selfesteem and reduce anxiety. The reliability of the scale was evaluated with
Cronbach’s alpha coefficient of internal consistency (Cronbach, 1951), alpha
for 9 items being 0.824, proving a good reliability of the scale as it is bigger
than 0.7 (Cortina, 1993).
d. the activities that schools could implement for institutional development
to facilitate the reintegration of the remigrant children (as the native children
and the teachers perceive them), focusing on: training the teachers and
staff for reintegrating the remigrants, having an adapted curriculum for the
remigrant pupils, having adapted evaluation procedures and tools for the
remigrant pupils, implementing parental counselling sessions for parents
and hiring a professional school counsellor and train him for reintegrating
the remigrants. The reliability of the scale was evaluated with Cronbach’s
alpha coefficient of internal consistency (Cronbach, 1951), alpha for 5 items
being 0.710, proving a good reliability of the scale as it is bigger than 0.7
(Cortina, 1993).
e. the instruments that schools could develop and use to facilitate the
reintegration of the remigrant children (as the native children and the
teachers perceive them), focusing on: handbooks for teachers, handbooks
for remigrant pupils, counselling worksheets, optional courses, training for
teachers and other staff (counsellor, speech therapist, etc.), informative
materials for teachers on the social and educational effects of remigration,
informative materials for pupils on the social and educational effects of
remigration. The reliability of the scale was evaluated with Cronbach’s alpha
coefficient of internal consistency (Cronbach, 1951), alpha for 7 items being
0.811, proving a good reliability of the scale as it is bigger than 0.7 (Cortina,
1993).
The items of the questionnaire were established through consulting with
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the school counsellors in C.J.R.A.E. Vrancea and based on the previous
data from researches and direct interaction with teachers and remigrant
children.
The score for each of the five aspects was calculated as mathematical average
of the answers for the items addressing that aspect; the score for each
dimension is between 1 – very low and 5 – very high.

2.4.

Subjects

The total sample included 737 respondents, pupils and teachers from
gymnasium (grades 5 to 8) and highschools (grades 9 to 12) in Vrancea
county. The number of respondents in each category of subjects is presented
in Table no. 1. The sample is not representative at national level, this limiting
the generalisation of the results.
The selection of the subjects was made randomly from schools in Vrancea
Table no. 1. Number o f subjects
gymnasium highschool gymnasium highschool
pupils
pupils
teachers
teachers

pupils

teachers

male

175

146

21

26

321

47

female

164

150

36

19

314

55

TOTAL

339

296

57

45

635

102

county that are integrating remigrants and that are/were assisted by
C.J.R.A.E. Vrancea in their efforts to facilitate the reintegration of the
remigrants. Therefore, the respondents are colleagues of the remigrant
children and teachers that work in class with remigrants (and natives, of
course). Most of the respondents are from urban schools, but the research
did not analyse the influence of this factor on the results, as the previous
research (Luca, Foca, Gulei & Brebuleţ, 2012) showed little or no difference
between the Romanian remigrants in rural and urban schools.
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The data was collected in the first semester of the 2018-2019 school year,
through printed questionnaires administered in groups of pupils or teachers
(never at the same time).
The research was conducted in Vrancea county because of the 2 previous
researches that were conducted here regarding the difficulties of the
remigrant children and the projects that are implemented at county level to
facilitate the reintegration of the remigrants; also, the percentage of the
remigrant pupils in the total population of this county (2.52%) made this
topic relevant for this geographical area.

3. Findings
3.1.
The specific needs of the remigrant children (as native pupils and
teachers perceive them)
Comparing the evaluation of the three categories of needs (total score,
irrespective of the category of subjects), as presented in Table no. 2, we
found statistically significant differences between the scores on cultural
needs and psychological needs (p<0.001), cultural needs and educational
needs (p<0.001), psychological needs and educational needs (p<0.001). The
native pupils and teachers focus mainly on the cultural needs of the remigrant
pupils, then on their psychological and social needs and last on their
educational needs. These results confirm the findings in previous researches
in Romania (Mitulescu, Ţăranu et al., 2017) showing that the main functions
of schools that are hosting migrants are the facilitation of the cultural
continuity and integration and the development of positive social skills; in
the above mentioned research, the educational function of those schools is
also at the bottom of the list.
Comparing the evaluations made by pupils and teachers we found that the
psychological and social needs of the remigrants (p=0.002) and the
educational needs of the remigrants (p=0.008) are more obvious for teachers
than for the native pupils, while the cultural needs are similarly evaluated
by the two categories of respondents.
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Table no. 2. Perceived psychological, cultural and educational needs of the
remigrant pupils - average scores
gymnasium highschool gymnasium highschool
pupils
pupils
teachers
teachers

pupils

teachers

psychological and
social needs

2.92

3.10

3.41

3.35

3.00

3.16

cultural needs

3.25

3.23

3.61

3.25

3.24

3.23

educational needs

2.87

2.99

3.32

3.21

2.93

3.05

The psychological and social needs of the remigrants (p=0.002) and the
educational needs (p=0.025) are more obvious for the older pupils
(highschool) compared with the younger pupils (gymnasium), but the cultural
needs are perceived is a similar way. The cultural needs of the remigrants
are more obvious for gymnasium teachers compared with highschool
teachers (p<0.001).
There is no significant gender effect: girls and boys / male and female
teachers evaluate each category of needs of the remigrants in a similar way.

3.2.
The effects of remigration in terms of educational behaviour (as
native pupils and teachers perceive them)
Comparing the evaluation of the four potential effects (total score,
irrespective of the category of subjects), as presented in Table no. 3, we
found statistically significant differences, with skipping classes being
perceived as less relevant compared with limited academic performance
(p<0.001), with limited skills and competencies (p<0.001) and with limited
involvement in extracurricular activities (p<0.001). According to those data,
skipping classes is the least intense effect of remigration according to the
native pupils and teachers, as they are focusing more on limited academic
performance, limited skills and limited participation to extracurricular
activities (without significant differences between the evaluation of those
three potential effects).
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Table no. 3. Perceived effects of remigration - average scores
gymnasium highschool gymnasium highschool
pupils
pupils
teachers
teachers

pupils

teachers

skip classes and
eventually quit
school

2.30

2.75

3.16

3.24

2.51

2.93

have a limited
academic
performance

2.89

2.90

3.68

3.53

2.90

3.19

develop limited
skills and
competencies

2.91

3.14

3.42

3.20

3.01

3.11

limit their
involvement in
extracurricular
activities

2.86

3.20

3.40

3.07

3.02

3.03

Comparing the evaluations made by pupils and teachers we found that
teachers evaluate skipping classes (p<0.001) and limited academic
performance (p<0.001) as being less plausible compared with pupils, while
limited skills and limited participation to extracurricular activities are
evaluated in a similar way by teachers and native pupils.
Highschool pupils have a general tendency of evaluating the effects of
remigration as being more intense compared with gymnasium pupils:
skipping classes (p<0.001), limited skills and competencies (p=0.010) and
limited involvement in extracurricular activities (p=0.001) are perceived as
being more plausible for older children compared with younger children.
Highschool teachers and gymnasium teachers have similar evaluation of all
the potential effects of remigration.
There is no significant gender effect: girls and boys/male and female teachers
each evaluate potential effects of remigration in a similar way.
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3.3.
The activities that schools could implement for the remigrant
children (as native pupils and teachers perceive them)
The respondents evaluated a list of nine activities and specific ways of
organizing the didactic activities that was established by the researcher based
on previous interactions with remigrants and their teachers; the list is not
exhaustive and the respondents had the opportunity to add other activities
that they consider to be effective in integrating the remigrants, but the number
of those additional information was insignificant.
Table no. 4. Activities and specific ways of organizing the didactic activities
that schools could implement for the remigrant pupils – average score
gymnasium highschool gymnasium highschool
pupils
pupils
teachers
teachers
linguistic
preparation
classes
additional
classes and
activities for
some school
subjects
extracurricular
activities and
learning in
informal context
activities
project based
learning
experiences
cooperative
learning
activities that
will value their
strong points
counselling
sessions
group activities
(formal and
informal groups)
cultural
activities
psychotherapy
to increase
self-esteem and
reduce anxiety

pupils

teachers

4.16

4.10

4.39

4.36

4.13

4.24

3.80

3.65

4.32

4.13

3.73

4.03

3.50

3.74

4.11

4.22

3.61

3.97

3.71

3.78

4.00

4.00

3.75

3.91

3.99

3.93

4.44

3.98

3.96

4.22

3.34

3.56

4.32

4.09

3.44

3.91

3.59

3.75

4.05

4.09

3.66

3.97

3.54

3.46

4.21

4.00

3.50

3.89

3.66

3.68

4.09

4.20

3.67

3.91
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Comparing the evaluation of the nine school activities that could help
remigrant pupils to reintegrate (total score, irrespective of the category of
subjects), as presented in Table no. 4, we found some significant differences
showing that linguistic preparation classes is considered significantly more
relevant than all the other activities (confirming that the native pupils and
the teachers are focusing on the need of the remigrants to learn to speak
Romanian as the most important condition for their reintegration in the
Romanian schools), followed by the cooperative learning activities; the rest
of seven activities are evaluated in a similar way by the respondents.
The accent on linguistic preparation classes is coherent with the results of
the previous research in Romania that emphasized on the lack of training of
teachers of Romanian as foreign language and the limited financial and
pedagogical resources for those classes in Romanian schools (Mitulescu,
Ţăranu et al., 2017).
Comparing the evaluations made by pupils and teachers we found that there
is a general tendency of the teachers to evaluate all the activities as being
more relevant and important compared with the pupils’; there is only one
exception, as linguistic preparation classes are evaluated similarly by
teachers and native pupils.
Highschool pupils and gymnasium pupils evaluate the activities is a similar
way, with the exception of extracurricular activities (p=0.007) and
counselling sessions (p=0.020) that are more important to older pupils
compared with younger pupils.
Highschool teachers and gymnasium teachers evaluate the activities in a
similar way, with only one exception, the cooperative learning activities
being more important for the gymnasium teachers.
There is a significant gender effect in children population, with girls
evaluating almost all the activities (with the exception of the cultural
activities) as being more important compared with the boys. This gender
effect is not significant in the teachers’ population.
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3.4.
The activities that schools could implement for institutional
development (as native pupils and teachers perceive them)
Comparing the evaluation of the five school activities for the institutional
development (total score, irrespective of the category of subjects), as
presented in Table no. 5, we revealed a clear hierarchy regarding the most
important activities for the institutional development in Romania in order
to facilitate the reintegration of the remigrant children: 1. training the
teachers; 2. having a professional school counsellor & having an adapted
curriculum; 3. having adapted evaluation procedures & having parental
counselling.

Table no. 5. Activities that schools could implement for the institutional
development – average scores
gymnasium
pupils

highschool
pupils

gymnasium highschool
pupils teachers
teachers
teachers

train teachers
and staff for
reintegrating
the remigrants

3.85

3.89

4.35

4.11

3.87

4.27

have an adapted
curriculum
for remigrant
pupils

3.49

3.65

4.30

4.31

3.56

4.06

have an adapted
evaluation
procedures &
tools for
remigrants

3.35

3.53

4.33

4.18

3.43

3.99

implement
parental
counselling
sessions for
remigrants
parents

3.21

3.48

4.42

4.44

3.34

4.05

hire a school
counsellor and
train him for
reintegrating
the remigrants

3.54

3.75

4.39

4.24

3.64

4.03
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Of course, one can argue the capacity of pupils to objectively evaluate the
activities that schools could implement and the general schools’ strategy, as
it is obvious that especially the gymnasium pupils lack the cognitive abilities
and the information to do so. Still, we should take into consideration that
this research does not analyse their opinion as “experts”, but only analyses
their perception in order to let the educational experts make decisions based
on this specific perception. Of course, a school should not necessarily
organize teachers’ training just because the pupils asked for this activity,
but they should take pupils’ opinion into consideration when deciding if
training is necessary or not. Therefore, these results should be treated with
caution due the low ability of pupils to objectively evaluate these dimensions,
but are still important for the decision makers.
Comparing the evaluations made by pupils and teachers we found that
teachers consider all the activities as being more important compared with
the children’s, being more focused on the institutional development and
more receptive to activities that could provide this development.
Highschool pupils have a general tendency of making higher evaluation of
all those activities compared with gymnasium pupils, with statistically
significant differences for adapted evaluation procedures (p=0.036), parental
counselling (p=0.006) and school counselling (p=0.038).
Highschool teachers and gymnasium teachers evaluate the activities in a
similar way, with no significant differences.

3.5.
The instruments to facilitate the reintegration of the remigrant
children (as native pupils and teachers perceive them)
Comparing the evaluation of the seven instruments that could help remigrant
pupils to reintegrate (total score, irrespective of the category of subjects),
as presented in Table no. 6, we found significant differences that suggest a
hierarchy: 1. handbooks for the remigrant pupils; 2. counselling worksheets
& optional courses & training for teachers & informative materials for
teachers & informative materials for pupils; 3. handbooks for teachers.
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Table no. 6. Instruments that schools could use to facilitate the reintegration of
the remigrant pupils – average scores
gymnasium highschool gymnasium highschool
pupils teachers
pupils
pupils
teachers
teachers
handbooks for
teachers
handbooks for
remigrant pupils
counselling
worksheets

3.16

3.44

4.19

4.04

3.29

3.86

3.78

3.73

4.25

3.91

3.76

4.00

3.36

3.56

4.44

4.16

3.46

4.01

optional courses

3.43

3.58

4.28

4.02

3.50

3.89

training for
teachers and other
staff (counsellor,
speech therapist,
etc.)

3.34

3.69

4.40

3.93

3.50

4.07

informative
materials for
teachers on the
educational effects
of remigration

3.43

3.66

4.23

3.73

3.54

4.00

informative
materials for
pupils on the
educational effects
of remigration

3.50

3.63

4.16

3.91

3.56

3.99

As we mentioned before, the children’s capacity to evaluate the school
strategy and the instruments they should use is not necessarily very well
developed (especially in gymnasium), so the results should be treated with
caution; still, it is important for school management to know the pupils’
opinion on this topic, as the insight they bring could not be accessible for
the decision makers and even for the teachers.
Gymnasium teachers made higher evaluation compared with high school
teachers, with statistically significant differences for teacher training
(p=0.005) and informative materials for teachers (p=0.010). This bigger
need perceived by the gymnasium teachers can be explained with reference
to the number of remigrants in different educational levels, as Brebuleţ
(2018) showed that the number of the remigrant pupils in gymnasium is
more than double compared with the number of the remigrant pupils in
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high schools (in Vrancea county, 38,93% of the remigrants are enrolled in
gymnasium while only 17,86% of the remigrants are enrolled in highschool).

3.6.

Research limits

One important limit of the research is the number and the selection of the
respondents, limiting the generalisation of the results to the analysed
population; further analyses are required in order to have representative
results for the Romanian educational system.
Another limit is related with the lower ability of children to evaluate the
difficulties that the remigrant pupils have to face and the activities and
instruments that schools should use to facilitate the integration of the
remigrants. From an educational perspective, teachers have to understand
that groups of pupils do not answer to the specific needs of the remigrants
not necessarily because of lack of will or carelessness, but maybe because
of the lack of understanding, and it is the teachers’ role to make the native
pupils understand how remigrant feel and think and help them reintegrate.
Another limit is related to the research methodology, as we assumed the
investigation of the social perception of the effects of the remigration and
the results do not reflect the actual difficulties the remigrant pupils have to
face, but the way that native pupils perceive those difficulties.

4. Discussion
The remigration is a relatively new social phenomenon in Romania and in
our schools, so teachers and native pupils are still discovering the educational
impact of returning home and the need for institutional updates in the
educational system in order to face this new challenge.
Teachers and native pupils are more receptive to the cultural and
psychological needs of the remigrant children and less receptive to their
educational needs (for pupils, it is maybe natural to have a more limited
understanding of the educational needs of their remigrant colleagues).
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Common sense and public perception are focusing on the cultural and
psychological shock associated with returning to the home country and focus
less on the educational difficulties that the remigrant children have to face.
According to the previous researches (Luca, Foca, Gulei & Brebuleţ, 2012),
those educational difficulties are the most important issues for the remigrant
pupils and their parents, as the children first face the difficulties in reenrolling in education (taking time and long procedures) and only after do
they think about the social reintegration.
There is no doubt for anyone working in education that remigrant children
face all three categories of difficulties (psychological, cultural and
educational), with variable intensity. Still, remigrant pupils consider that
the most important issues are the educational ones, the others (native pupils
and teachers) focus more on the cultural and psychological difficulties of
the remigrants.
These results emphasize the importance of really understanding the issues
that the remigrants feel as important and accept that “the truth” about the
consequences of remigration can be felt differently by the remigrant pupils,
the native pupils and by teachers working with them.
In terms of the potential effects of the remigration, the social perception is
less focusing on the dropout risk (that is a medium and long-term risk) than
on the other educational risks (limited academic performance, limited skills
and competencies, limited involvement in extracurricular activities, all of
those being short-term effects, therefore more visible for the outside
observers). Still, there are numerous researches showing a high risk of
dropout in the population that started school in another country (Glick &
White, 2003; Rosenblum, Goldblatt & Moin, 2008; Rumberger, 1995).
Therefore, as expected, our results seem to reflect only the social perception
of native pupils and teachers. This result is explained by the research
methodology, as we investigated the social perception and not the actual
effects of remigration.
The potential negative effects of remigration are less visible for teachers
compared with pupils, especially regarding school dropout and limited
academic performance. This status influence could be very important,
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considering that the decisions in education are made by the teachers, and
they could take into consideration this bias effect while making decisions
for facilitating the reintegration of remigrant pupils.
In terms of the activities that schools could implement for reintegrating the
remigrants in education, the respondents consider as the most important the
linguistic preparation classes, aspect that can be related with the low ability
of the remigrants to understand text in Romanian language, even if that
does not characterize all the remigrants (Brebuleţ, 2018). Cooperative
learning is also considered a very effective way to facilitate the reintegration
of the remigrants, as a specific way to organize the learning activities that
can be implemented by any teacher, irrespective of the decisions of the
management or the systemic approach. The relevance of those activities is
more visible for the teachers than for the pupils, so decision makers are
aware of what schools and teachers could do for facilitating the educational
integration of the remigrants.
In terms of institutional development, to better respond to the educational
needs of the remigrants the respondents consider that the most important is
to train the teachers, to hire a professional school counsellor and have an
adapted curriculum; the perceived importance of those activities is higher
for teachers compared with pupils, emphasizing the fact that teachers
themselves are asking to be trained to adapt their didactic activities to the
specific needs of the remigrants. Those results are confirming what Luca,
Gulei, Foca and Brebuleţ (2012) concluded regarding the lack of specific
knowledge and procedures for reintegrating the remigrants, with teachers
still asking to be trained to face this new educational phenomenon.
In terms of instruments that schools could develop and implement to facilitate
the integration of the remigrants, the most important are considered to be
handbooks for the remigrant pupils, counselling worksheets and optional
courses. The tools for teachers – informative materials and handbooks are
at the bottom of the list, even if teacher training is considered the most
effective activity. Those results show that it is important to train the teachers,
in terms of giving them resources and tools to work with pupils, not only
information; a new perspective in teacher training is needed, focusing on
practical activities and not on informing them – in this vision, the cooperative
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learning that was mentioned as an effective activity to integrate the emigrants
could also be taken into consideration to train the teachers.
The need for instruments is more visible for teachers compared with pupils,
for both tools for teachers and tools for pupils, and it should be like that
considering that the development/selection of educational tools is the
responsibility of teachers, not of pupils.
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Abstract
In a world that seems to lose its axiological landmarks, in which conflicts and
aggressiveness are present at any level of society, in various forms, the school is no
longer a safe and positive environment for either children or teachers. Bullying is a
phenomenon that is implied into school life, having negative effects on the physical
and mental health of children, on their personality, as well as on the quality of the
educational process.
In this context, through our study, we intend to investigate the extent to which
teachers, being aware of the seriousness of the actions subsumed by bullying, are
intervening promptly, adopting a series of strategies to prevent and/or combat this
phenomenon. At the level of the European Union and beyond, there is an obvious
concern for preventing and limiting the school bullying. Consequently, through our
investigative approach, in which we included a group of teachers from pre-university
education, we also aim to identify the extent to which they are aware of the need for
involvement, in order to promote a safe educational climate, to ensure the physical
and emotional security of their students.
The results of our research revealed a proactive attitude on behalf of the teachers, who
were aware of the importance of their intervention for the development of harmonious
relationships among students, for the training/development of their socio-emotional
competences, as well as for diminishing/stopping bullying, through mediation,
appropriate sanctions, effective collaboration with all the educational partners.
*
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Rezumat
Într-o lume care pare că îşi pierde reperele axiologice, în care conflictele, violenţa,
agresivitatea sunt prezente la orice palier al ansamblului societal, nici şcoala nu
mai reprezintă, pentru copii şi profesori, un mediu sigur şi pozitiv. Bullyingul este
un fenomen care s-a insinuat în viaţa şcolii, având efecte negative asupra sănătăţii
fizice şi psihice a copiilor, asupra personalităţii acestora, precum şi asupra eficienţei
şi calităţii procesului educaţional.
În acest context, prin studiul de faţă, ne-am propus să investigăm măsura în care
profesorii, conştientizând gravitatea acţiunilor subsumate bullyingului, intervin
cu promptitudine, adoptând o serie de strategii de prevenire sau/şi de combatere a
acestui fenomen. În condiţiile în care, la nivelul Uniunii Europene şi nu numai,
există o preocupare evidentă pentru prevenirea şi stoparea bullyingului, prin
demersul investigativ realizat, în cadrul căruia am inclus un grup de profesori din
învăţământul preuniversitar, ne-am propus, de asemenea, să identificăm măsura
în care aceştia conştientizează nevoia de implicare, de acţiune imediată, cu scopul
de a promova un climat educaţional sigur, de a asigura securitatea fizică şi
emoţională a elevilor lor.
Rezultatele anchetei pe bază de chestionar au evidenţiat o atitudine proactivă a
profesorilor, aceştia conştientizând importanţa intervenţiei lor pentru dezvoltarea
unor relaţii armonioase între elevi, pentru formarea/dezvoltarea competenţelor
socio-emoţionale ale acestora, precum şi pentru diminuarea/stoparea acţiunilor
subsumate bullyingului, prin mediere, sancţiuni adecvate, colaborare eficientă cu
toţi partenerii educaţionali.
Cuvinte-cheie: bullying, climat educaţional, competenţe socio-emoţionale, relaţii
educaţionale, strategii de prevenire şi combatere a bullyingului.

1. Introduction
The disorders of the contemporary world can be found – on a different
scale, of course – in the educational environment as well. Aggressiveness,
hostility, selfishness, manifested in various forms in the social space, have
as correspondent – in school – a phenomenon called bullying. For the last
few decades, specialists in education, psychologists and school counselors,
but also other specialists from outside the educational space, have been
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worryingly drawing attention to the aggressiveness which is more and more
common among children. Whether we refer to verbal or physical
aggressiveness, to behavioral problems which affect the way children
connect with each other or with their teachers, we find that school has stopped
being a safe environment, for both students and teachers.
Many times, even during classes, teachers are forced to manage the
interactions between students, to mediate conflicts or even to develop
appropriate response reactions to bullying-type behaviors which are directed
to himself.
It has already been proven through various studies in the literature that
bullying has a negative, even dramatic effect on the mental and physical
health of those involved, on their self-image, on their self-esteem, but also
on the way we perceive others, on the relations we develop and, because we
relate to the school environment, on the academic performances of the
students.
In 2016, the Save the children organization conducted a sociological study
at national level, entitled Bullying among children, the sample of students
investigated being composed of middle and high school students. The
recorded data showed that, regarding the threats of physical violence and/
or humiliation, 19% of the children admitted that they repeatedly humiliated
another child at school, 22% declared they have threatened to strike another
child, while 29% of them admitted that they were threatened with hitting or
beating and 24% have been humiliated or shamed in their classroom.
Regarding the witnesses of bullying situations, 84% of the respondents
admitted that they witnessed situations where a child threatened another,
while 80% of them witnessed situations where a child was being humiliated
by another child. The results obtained from the items that targeted physical
violence and/or destruction of goods are the following: 13% of children
admitted that they happened to destroy another child’s goods, 16% admitted
they have repeatedly beaten another child, and 30% to have repeatedly
slightly hit a classmate. At the same time, 32% of the children stated that
they have been pushed or shoved by other children, repeatedly, 39% said
they have been slightly wounded, and 16% have been repeatedly beaten at
school. Also, 73% of the children participating in the study said that they
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have witnessed a bullying situation in the school environment (Grădinaru,
Stănculeanu & Manole, 2016, p. 52).
In another report, the data resulting from the students’ self-assessment are
less worrying. Thus, in Romania, 8.7% of the students have harassed other
students. Of those, 1.4% have frequently displayed this behavior, and 7.3%
sometimes only. The behaviors manifested by the aggressors are: mocking
laugh, offensive nicknames, spread of fake rumors, destruction of objects,
physical injuries and social isolation. The percentage of boys (11.6%) that
have admitted they have harassed other students – sometimes or frequently
– was almost double compared to that of the girls (6%) that claimed to have
manifested the same behavior (Mireştean, 2018, p. 13).
Bullying, with the entire repertoire of forms of manifestations, represents a
threat for children’s health and their well-being. For this reason, teachers
need to be the first to carry out appropriate prevention and intervention
actions, being aware that they are responsible for the safety, mental and
physical integrity of their students.

1. Bullying – a descriptive framework
2.1.

Bullying – definition and forms

To differentiate bullying from the aggressiveness which is part of the natural
process of children development and behavioral disorders, commonly
encountered in high school age, the authors of the studies that address the
bullying problem, usually use the D. Olweus’ proposed criteria. So, in his
opinion, “the phenomenon of bullying is thus characterized by the following
three criteria: (a) It is aggressive behavior or intentional “harm doing”
(b) which is carried out “repeatedly and over time” (c) in an interpersonal
relationship characterized by an imbalance of power” (Olweus, 1994, p.
1173).
According to an UNICEF report – Child Well-being in Rich Countries: A
comparative overview – “We say a student is being bullied when another
student or a group of students say or do nasty and unpleasant things to him
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or her. It is also bullying when a student is teased repeatedly in a way he or
she does not like or when he or she is deliberately left out of things. But it
is not bullying when two students of about the same strength or power
argue or fight. It is also not bullying when a student is teased in a friendly
and playful way” (UNICEF, 2013, p. 27).
So, in the school environment, bullying represents a deliberate and repeated
form of aggressiveness towards a student or a group of students in the
conditions in which between the aggressors and the potential victims there
is an asymmetrical relation from the point of view of the power held.
There is a variety of forms of bullying and associated behaviors. Thereby,
according to the UNESCO publication entitled Behind the numbers: Ending
school violence and bullying, the following forms of bullying are described:
Physical bullying assumes repeated aggressions like: hitting, jarring,
hurting, pushing, deprivation of personal objects, destruction of personal
objects, constraint, etc.
Psychological bullying circumscribes the following behaviors: ignoring,
teasing, exclusion from activity/group, gossip, verbal abuse, emotional abuse,
etc.
Sexual bullying involves jokes, comments or gests with sexual content.
Cyber-bullying refers to the virtual environment and implies behaviors
such as: bullying by messages, posts, e-mails, pictures; a website which has
denigrating posts regarding one or more students, or which amuses the
visitors; posting content (for example, images, photos) without permission;
humiliating treatment towards a student/group of students through the mobile
phones (texts, calls, video) or online (e-mail, instant messages, social media,
chat rooms), etc. (UNESCO, 2019, p. 14)
Only by reflecting to what bullying and its forms of manifestation represent,
we can anticipate that this phenomenon can cause major personal and social
damages. To be more aware, we’ll review some of its consequences, written
in the literature, showing, once more, that the immediate teachers’ actions
for preventing and stopping this phenomenon must be perceived as an urgent
step, not only a necessary one.
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Bullying consequences

“Harassing (bullying) can make a child’s life an ordeal for weeks, months
or even years’, shows in a study coordinated by Sorina Irimie – Assessing
the well-being of the child in school. 2017-2019 (Irimie, 2019, p.7).
This ordeal “translates”, according to the studies (Bond, Carlin, Thomas,
Rubin & Patton, 2001; Craig, 1998; Olweus, 1994, 2013; Rigby, 2003, 2007)
in affecting the psychological and physical health, the students’ academic
performances, but also the educational relations, the educational climate
established in the classroom.
Relating to the bullying effects on psychological health, they take the form
of depression, anxiety, low self-esteem, emotional disorders, behavioral
disorders, predisposition to verbal or physical aggression, the development
of some addictions – alcohol, drugs, mental health problems, etc.
In the category of consequences of bullying in terms of physical health, in
the literature the following are highlighted: sleep disorders, headaches,
stomach pain, palpitations, dizziness, low immunity, impaired brain activity,
etc.
On the relational and academic level, it is established that bullying is
associated with a negative perception of others, deficient social skills,
difficulties in initiating, maintaining and developing relationships with
others, changing of the educational climate, well-being and, implicitly,
student’s academic performances.
In fact, in the study carried out by the organization Save the Children, it is
highlighted that “the figures available at international level have determined
the appreciation of the phenomenon of bullying, together with the parental
education style, as a fundamental risk factor for the mental health of children
and adolescents and for optimal development of their potential for academic
learning and social function” (Grădinaru, Stănculeanu & Manole, 2016, p. 9).
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Prevention and intervention strategies

Relating to the toxic effects of bullying on a personal and social level also,
we believe that identifying appropriate prevention and intervention strategies
should be a priority for all the teachers and for any educational institution.
In the European Guide of Anti-Bullying Good Practices (Artinopoulou &
Iro, 2014), in the development of which Romania also participated, are
mentioned some measures/actions that have already been adopted/
implemented, of which we mention: The National Anti-violence Strategy,
the Plan on Reducing the School Violence Phenomenon (2012 - 2013) and
the National Project “Youth against violence” (2011-2013), all representing
initiatives of the Ministry of Education, Research, Youth and Sport
(MECTS). However, the attempts to build strategies at an educational policy
level, to promote actions aimed at preventing and monitoring the bullying
in school, cannot lead to visible results unless the teachers themselves are
aware and assume these steps, in order to ensure the well-being of the
children in school, to ensure the establishment of an optimal educational
climate, based on cooperative relationships, of harmonious communication
between all the children.
The design and the implementation of effective strategies for prevention
and intervention in bullying situations implies a holistic approach of this
phenomenon, because its etiology is complex, the factors responsible for
its appearance and manifestation are varied: factors related to the family
environment, with the child/children environment that become aggressors,
factors associated with the school environment and, respectively, individual
factors.
Thus, it is necessary that the specific actions of prevention/intervention
should concern not only the child, but also his family, his entourage, his
teachers and colleagues.
However, the present study focuses only on investigating how teachers are
prepared to act for preventing or stopping school bullying.
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3. Research Questions
The questions that led our investigative approach were the following:
What strategies for preventing bullying do teachers from pre-university
education use?
What strategies for stopping bullying do teachers from pre-university
education use?

4. Purpose of the Study
Our research aimed to identify to what extent teachers, who are aware of
the existence of this phenomenon, put into effect adequate strategies for
preventing or intervening in order to avoid or diminish the negative,
sometimes even dramatic consequences of bullying.

5. Research Methods
In order to make this investigation, we chose to combine the two fundamental
types of research – quantitative and qualitative; circumscribed to these types
of approach, the methods used were questionnaire and focus group.
The designed and administered questionnaire was a scale type one, with 27
closed answer items; the possible answers were distributed on a five-step
Likert scale, from to a very large extent to a very small extent. The scale’s
items were divided into three main categories: the first aimed to identify
the forms of manifestations of bullying in the classroom (5 items); the second
one traced the consequences of bullying (7 items) and the third one focused
on the strategies for preventing and intervening/fighting bullying behaviors
(15 items).
The sample consisted of 116 teachers, 96 (82%) females and 20 (18%)
males, between the ages of 28 and 57, from pre-university education (from
the level of primary school, middle school and high school), from Dâmboviţa
county and Prahova county. From 116 teachers, 20 people participated also
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to the focus group discussions. We mention that in the case of the
questionnaire, the sampling was simple random, whereas in the case of the
focus-group, the sampling was stratified random, taking into account the
following criteria: environment (urban/rural), experience (0-5 years, 5-10
years, 10-15 years, 15-20 years, over 20 years in school), degree (no degree,
definitive, second didactic degree, first didactic degree), the level of
schooling at which the teachers work (primary school, middle school, high
school)
The data collected through the questionnaire and the focus group discussion,
processed afterwards, led us to a series of findings and interpretations which
are to be presented in the following section. We choose to select, from the
data collected through questionnaire, only the answers of the subjects to
the section of Strategies for preventing and combating bullying, because
our article focuses on this aspect. The data obtained in the other two sections
of the questionnaire were being used in other scientific articles.

6. Findings
This research focuses on presenting the results obtained from the last
category of questions of our scale questionnaire, the one that focused on
the strategies for preventing and intervening/fighting bullying behavior.
For a better organization and interpretation of the data, we chose to group
the items belonging to the above mentioned category into four subdivisions:
prevention strategies at the level of classroom/educational climate;
prevention strategies that focus on the training/development of the students’
emotional competences; intervention strategies applied in communication
(with the students’ parents, with the school principal, with the psychologist/
school counselor) and intervention strategies – applied in various activities
(intervention through mediation, intervention through disciplinary
sanctions).
The teachers’ answers regarding the items belonging to the first subdivision
of strategies for preventing bullying in the classroom/educational climate
are summarized in Figure no. 1.
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Figure no. 1. Prevention strategies at the level of
classroom/educational climate

If we analyze the percentages, we can notice that teachers say they use the
ensurance of a proper educational climate to a very large extent as a strategy
for preventing bullying in the classroom; this is followed by discussions
about the consequences of bullying and discussions about bullying and its
forms of manifestation.
Taking into consideration the positioning of the answers, mostly in the high
area of the Likert scale, we can conclude that teachers from pre-university
education are aware of bullying and its forms of manifestation and adopt
adequate measures of preventing bullying in the classroom.
The second subdivision of items refers to the measures of preventing bullying
that focus on the training/development of the students’ emotional
competences.
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Figure no. 2. Prevention strategies at the level of the students‘ emotional
competences

When questioned about this aspect, teachers from the research sample place
all the three dimensions of the training/development of the students’
emotional competences above mentioned more or less at the same level on
Likert scale (Figure no. 2): knowing and understanding their own emotions
and feelings; adequate management of one’s emotions and feelings;
recognizing and understanding the emotions and feelings of the other
students. However, we take note of the respondents’ caution which don’t
choose the highest step from the Likert scale; they rather select an option
from the middle of the scale in more than 50% of the cases (57%, 62% and
53%).
The next group of items pinpointed the intervention strategies in order to
combat bullying, that are applied in communication: discussions with
parents, with the school principal and with the psychologist/school counselor.
Figure no. 3 shows the graphic distribution in percentage of the teachers’
answers regarding this category of strategies.
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Figure no. 3. Intervention strategies – communication /relationships between
parents and school

As we can see in Figure no. 3, teachers declared that they used the discussions
with parents to a very large extent (72%) as a strategy for intervention this
option is followed by discussions with the school principal (52%) and
discussions/requests for help from the school counselor (43%).
The recorded data from these items lead us to the idea that the respondents
are aware of how important the collaborative relationship with the parents
really is for solving the problems subsumed to the bullying phenomenon;
teachers consider that parents should be immediately informed regarding
this sort of behavior and they should also be consulted in order to find the
best solutions.
When parents are disconnected from school life, from what happens to their
children in the school environment and lack communication with teachers
there are disastrous consequences for children, whether they are aggressors,
victims or witnesses of bullying.
The items focused on the intervention strategies – applied to the activity
level – were: prompt intervention to stop bullying through mediation and
application of disciplinary sanctions to the students involved.
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Figure no. 4. Intervention strategies – action level

Questioned teachers declared that prompt intervention through mediation
in order to stop bullying was used to a very large extent (57%). A
considerably smaller percentage of teachers (36%) asserted that they used
disciplinary sanctions to a very large extent as a strategy for intervening as
far as bullying behavior is concerned. The answers’ distribution outlines
the presupposition that teachers tend to intervene in a peaceful way – through
mediation – in order to solve the problems circumscribed to bullying; they
only resort to restrictive measures such as disciplinary sanctions only after
mediation proves to be useless.
The discussions with the teachers in the focus-group sample aimed at
clarifying some aspects addressed in the administered questionnaires, of
which we mention: ways to ensure a proper educational climate, time
allocated to the debate of the complex issue of bullying, strategies for
developing emotional competences of students, collaboration with the school
counselor to prevent/combat bullying.
By analyzing the results obtained on one of the questions, respectively How
do you ensure a proper educational climate at class level? we find that the
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most commonly used terms were: educational relationships, emotional
competences and communication. Participating teachers appreciate that by
promoting, relationships based on open communication, mutual respect and
trust at class level, the aggressive behaviors and implicitly bullying, will be
successfully prevented. Also, through capitalizing their own emotional
competences, especially empathy, they assure an efficient management of
each student’s emotionality, so the moments that could degenerate into
repeated verbal and physical conflicts or aggression are avoided. Last but
not least, the promotion of both vertical communication – teacher-student
and horizontal communication – student-student, allows a better
interconnection at the level of the student group, which is a premise for
identifying common aspects, elements which can play the binder role of the
school group, increasing its cohesion.
Regarding the time allocated for the debate on the complex issue of bullying,
all participants mentioned that, within the activities included in the school
program, those subsumed to Personal Development, Civic Education – for
primary school, respectively for Counseling and personal development –
for middle and high school education represent the framework suitable for
the analysis of some aspects specific to the bullying phenomenon. From the
answers provided by the teachers participating in the focus-group, it can be
seen that they appreciate that, in order to have a greater impact on the students
and increase their efficiency, it is necessary that the approach of bullying to
be carried out in the context of educational programs launched at the school
level, based on various activities like: watching relevant videos/materials,
meetings with psychologists, school counselors, doctors, representatives of
associations/organizations that act to prevent/combat bullying, common
activities teacher-students-parents.
Referring to the strategies for developing students’ emotional competences
(knowing and understanding their own emotions and feelings; adequate
management of one’s emotions and feelings; recognizing and understanding
the emotions and feelings of the other students), participants in the focusgroup mentioned that these strategies are quite difficult to put into practice,
firstly because they do not have sufficient competences in this field. Also,
teachers invoke the lack of time needed to create favorable contexts for the
development of students’ emotional competences. Being asked to exemplify
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concrete situations in which the students’ emotional competences can be
developed, the teachers mention the hours of Counseling and personal
development and Social education (for middle school and high school) and
Personal Development (for primary education), hours in which they can
organize activities like: games of self-knowledge and teambuilding, role
play, debates on relevant topics, analysis of case studies. However, the
teachers admitted that those exercises are insufficient to produce sustainable
emotional acquisitions.
Another issue discussed within the focus group was the collaboration with
the school counselor for reducing/combating bullying. Starting from the
data obtained through the questionnaire, which reveals that the discussions
with the counselor are placed third in the hierarchy of intervention strategies
for combating bullying, after those with parents and the school principal,
we wanted to find out the reasons for this hierarchy. Thus, more than half of
the participants in the focus group stated that they do not have a school
counseling office in their school or they have a counselor who work with
students for two or more schools in the same area, so that he cannot give the
necessary time to all the cases existing in each school.

7. Conclusions
Based on the data obtained in the research, further analyzed and interpreted,
we can formulate some general ideas, with conclusive value:
- regarding the strategies for preventing bullying, adopted at the classroom
level, the strategy the most used by teachers is the assurance of a proper
educational climate;
- regarding the strategies for preventing bullying by training/developing
students’ emotional competences (knowing and understanding their own
emotions and feelings; adequate management of one’s emotions and
feelings; recognizing and understanding the emotions and feelings of
the other students), the research subjects consider these to be important,
but they manifest caution in choosing the highest rank on the Likert
scale when questioned about the extent to which they are used; this may
indicate the lack of sufficient teacher training in the direction of the
students’ emotional training;
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- the intervention strategies (at the communication level); the most frequent
are, according to the answers given by the teachers, the discussions with
the parents; the discussions and help requested by the school counselor
are placed last in the hierarchy of these strategies, although the school
counselor could come up with adequate and scientifically validated
solutions to solve the various problems related to bullying; this situation
is explained by the fact that not all schools have a counselor or there is a
counselor who deals with a large number of students from several schools;
- at the action level, the most commonly used strategy is mediation,
according to the respondents.
Corroborating this information with those registered within the focus group,
but also with those selected from the literature, it is highlighted that bullying
is a serious problem at school level, but not always sufficiently well managed
and controlled. In this context, we cannot help but wonder if teachers do
not wish to present an improved school reality, offering rather desirable
answers, to the detriment of some totally sincere ones. One possible reason
for such a situation could be precisely the lack or the insufficient development
of competences necessary for the adequate bullying management by teachers.
As a future research direction, we want to supplement the data of this study
with the opinions, the perceptions of the students related to the phenomenon
of bullying.
Teachers, counselors and school psychologists must no longer ignore this
phenomenon, which tends to become a scourge of the Romanian school.
Engaging in appropriate prevention and intervention actions is imperative
for all educational actors, as long as we are concerned with our children’s
health, their mental and physical security and, of course, providing a healthy
educational climate. Students can practice an authentic learning, with results
that set them up for scholar success only in an environment where are
promoted behaviors of mutual support, cooperation, tolerant attitudes and
respect towards otherness and values such as equity, right to opinion,
solidarity.

Notes
The authors have an equal contribution to this paper
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Abstract
As teaching and research are perceived as two core academic activities, various
attempts have been made to incorporate research into the teaching process. Literature
suggests that the link between research and teaching does not only improve the
students’ subject knowledge, but also their critical thinking and problem-solving
skills. The present paper focuses on the students’ perception of research integration
into the teaching process at the undergraduate education level, second year within
the Educational Sciences specialization at the University of Bucharest, Faculty of
Psychology and Educational Sciences. The aim of the study was to understand the
way students perceive the research integration in their courses in the context of
introducing a new assessment methodology which focuses on this process. The
one-group pre-test – post-test research design involved collecting data from 52
students using the Student Perception of Research Integration Questionnaire
(SPRIQ). Data analysis revealed that students perceive many potential benefits when
research is integrated into the teaching activity, they are more motivated and interested
in the way research is carried out in their department, and have a better perception
of their learning environment.
Keywords: assessment methodology, research-teaching relationship, Student
Perception of Research Integration Questionnaire (SPRIQ).
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Rezumat
Deoarece predarea şi cercetarea sunt percepute ca două activităţi academice de
bază, au existat diverse încercări de a încorpora cercetarea în procesul de predare.
Literatura de specialitate sugerează că legătura dintre cercetare şi predare nu
numai că îmbunătăţeşte cunoştinţele studenţilor, ci şi gândirea critică şi abilităţile
de rezolvare de probleme. Lucrarea de faţă se concentrează pe percepţia studenţilor
în ceea ce priveşte integrarea cercetării în procesul de predare la nivelul
învăţământului universitar, anul II în specializarea Ştiinţele Educaţiei la
Universitatea din Bucureşti, Facultatea de Psihologie şi Ştiinţele Educaţiei. Scopul
studiului este de a înţelege modul în care studenţii percep integrarea elementelor
de cercetare în cursurile lor în contextul introducerii unei noi metodologii de
evaluare. Designul de cercetare pre-test – post-test a implicat colectarea datelor
de la 52 de studenţi folosind Chestionarul de Percepţie a Integrării Cercetării
(SPRIQ). Analiza datelor a relevat faptul că studenţii percep mai multe beneficii
atunci când cercetarea este integrată în activitatea de predare, sunt mai motivaţi şi
interesaţi de modul în care se desfăşoară cercetarea în departament şi au o percepţie
mai bună a mediului lor de învăţare.
Cuvinte-cheie: Chestionarul de Percepţie a Integrării Cercetării (SPRIQ),
metodologie de evaluare, relaţia cercetare-predare.

1. Introduction
Nowadays, an important aspect of the higher education debate on student
learning is related to research-integrated teaching. However, the idea of
meeting the needs of the student’s learning by strengthening the link between
research and teaching is still perceived as a challenge. (Neumann, 1994;
Spronken-Smith, 2014; Vereijken et al., 2016; Visser-Wijnveen, 2010)
According to Robertson and Bond (2001), academics view university
research and teaching in different ways. As Badley (2002) argues, research
and teaching relationships could be described as follows: ‘a really useful
link’, ‘a scholarly relationship’, ‘a holy alliance’, ‘a martial relationship’,
and ‘an impending divorce’. These different viewpoints in which the
relationship between the two activities could be currently perceived are
based on the different interpretations of the terms teaching and research.
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The attempts to describe the intricate nature of the research – teaching linkage
have not been few in numbers. The most well-known typology belongs to
Griffiths (2004) and can be described as follows (Jenkins, Healey & Zetter,
2007):
 Research-led teaching. In this research – teaching relationship, the subject
content is important for constructing the curriculum; moreover, the chosen
content is directly linked to the disciplinary interest of the academic
staff. The focus is on understanding research findings rather than research
processes.
 Research-oriented teaching. In this research – teaching relationship, the
curriculum is particularly designed around understanding the processes by
which knowledge is generated in a specific field of study. The focus is on
the teaching of research abilities and on promoting a ‘research ethos’.
 Research-based teaching. In this research – teaching relationship, the
attention is on activities that are guided by exploration, while the
collaboration between the research activity and the teaching one is
emphasised.

Figure no.1 Modes of the research – teaching relationship
(adapted from Healey, 2005)
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 Research-tutored teaching. In this research – teaching relationship, the
emphasis is on the systematic exploration of the teaching and learning
process itself.
In order to capture the complexity of the relationships that arise between
the research and teaching activities from the perspective of university
teachers, researchers Visser-Wijnveen, Van Driel, Van der Rijst, Verloop,
and Visser (2010) built an empirical basis for Griffiths’s (2004) and Healey’s
(2005) typologies. 30 professors from the Faculty of Humanities at the
University of Leiden were interviewed and were asked to describe the ideal
connection between research and teaching. The descriptions of the ideal
linkage had led the authors to conclude that we could talk about five profiles
of the research-teaching connection, namely (Visser-Wijnveen et al., 2010,
p. 203):
1. Teach research results – the teaching of research results are transferred
by direct communication from teacher to students or by reading the
literature on the topic.
2. Make research known – this activity involves the familiarization of
students with research.
3. Show what it means to be a researcher – the focus is on research processes
and academic dispositions. The researcher relates his/her own experiences
and incorporates research practice into the teaching process.
4. Help to conduct research – The teacher is a tutor for the students and
his/her main goal is to develop research competencies. Besides assigning
them small research tasks, teachers can involve students in different
research-related activities.
5. Provide research experience – The teacher takes the role of a guide
whose mission is to train the students to become researchers, based on
their coaching competencies. Therefore, the students are fully
participating in many different activities connected to academic research.
According to Cleaver et al. (2014), a significant step in shaping the
characteristics of the current undergraduate education was made by the Boyer
Commission in the USA (Boyer, 1998). One particular idea that was
highlighted concerned the participation of both academics and students in
the production of knowledge. In other words, students should be regarded
as valuable individuals who can contribute significantly to the quality of
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the educational processes by engaging in ‘discovery-based activities‘.
Various attempts have been made to incorporate research into the teaching
activity at the university level, as students’ perception of teaching appears
to be an important factor in fostering student learning. Literature suggests
that the linkage between research and teaching not only improves students’
subject knowledge, but also their critical thinking and problem-solving skills
(Bauer & Bennett, 2003; Hensel, 2012; Russell Group, 2014; Walkington,
2015). Moreover, Kinkead (2011) contributes to the topic by highlighting
the idea that students receive numerous benefits in terms of collaborating
with other professionals and/or with their own colleagues.

2. The research methodology
2.1.

Research Questions

The investigative approach was led by the following questions:
1. What are the benefits of a strong relationship between research and
teaching?
2. How can research-related elements be integrated into the teaching
process?

2.2.

Purpose of the Study

The purpose of the research was to study the way the integration of researchrelated elements in the context of introducing a new assessment methodology
could change the student’s perception of the research-teaching relationship.

2.3.

Hypotheses

General hypothesis: The intervention applied leads to a statistically
significant change in the perception of students regarding the integration
of research into the teaching activity at the department.
Specific hypotheses:
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1. The applied intervention leads to a statistically significant change in the
assessment of current research.
2. The applied intervention leads to a statistically significant change in
research beliefs.
3. The applied intervention leads to a statistically significant change in the
involvement in research without highlighting the purpose.
4. The applied intervention leads to a statistically significant change in the
student appreciation and involvement.
5. The applied intervention leads to a statistically significant change in the
assessment of the quality of the course and the involvement of the
teachers.
6. The applied intervention leads to a statistically significant change in the
interest and motivation regarding the area of specialization.
7. The applied intervention leads to a statistically significant change in the
interest and reflection (research attention and awareness).

2.4.

Research Methods

The research had a one-group pre-test – post-test pre-experimental design
in which 52 students from a single group attended the same academic course
(i.e., Classroom Management course) and were given the same assessment.
As a first step, we distributed the hardcopy questionnaires to all the students
in February 2019, during the first lecture of the Classroom Management
course. Throughout the semester the students were told that the final course
assessment involved a proposal of three research topics based on some
predetermined themes which were related to the course specificities (a
process which involved selecting and reading scientific studies), identifying
five benefits that research can bring for the teaching practice and preparing
an essay based on their own reflections upon the advantages and
disadvantages on research integration after getting familiarized with research
findings and processes. The second measurement took place in June 2019
after the assessment period, when the same questionnaire was distributed.
In order to study the perception of research integration in the context of a
new assessment methodology, 52 students in their 2nd year of the Bachelor
programme in Educational Sciences (University of Bucharest, Faculty of
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Psychology and Educational Sciences) participated in the study. For this
purpose, we administered the Student Perception of Research Integration
Questionnaire (SPRIQ), which was developed and validated in 2015 by
researchers Visser-Wijnveen, van der Rijst and van Driel. Its scales include
student perceptions of teaching through (1) critical reflection on the way
research results are produced; (2) research participation as a student; (3)
familiarity with current research conducted by staff; (4) fostering interest
and motivation for research and propositions to measure (5) students’ beliefs
about the value of research for learning and (6) perceived quality of the
learning environment.
Since the SPRIQ has been validated for the medicine, sciences, and
humanities we slightly adjusted items to fit the educational sciences context.
All 40 items were answered on a 5-point Likert-scale.

3. Results
In the first stage, the method of extraction used in order to identify possible
overlaps was the Principal Components Method. Moreover, the Varimax
method with Kaiser normalization was the rotation method of the factors
chosen for this approach. The analysis included the 40 items included in
the questionnaire developed by the researchers. The KMO index recorded
a value between the accepted thresholds, which can be characterized as an
excellent index of the degree of adequacy for the exploratory factor analysis
(KMO=.958). Also, the value of the Bartlett index (p<.001) is significant
and shows that the measured variables are correlated, indicating the presence
of one or more common factors.
Table no. 1. KMO and Bartlett multicollinearity tests for
SPRIQ questionnaire items

Kaiser-Meyer-Olkin Measure of Sampling Adequacy.
Bartlett's Test of Sphericity

Approx. Chi-Square

.958
14690.838

df

780

P.

.000
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Following the Rotated Component Matrix analysis, it is found that, compared
to the original form, which has a number of 10 subscales and 6 final scales,
the items load 7 dimensions of the research-teaching integration: (1) current
research; (2) research beliefs; (3) involvement in research without
highlighting the purpose; (4) student appreciation and involvement; (5) the
quality of the course and the involvement of the teachers; (6) interest and
motivation regarding the area of specialization; (7) interest and reflection
(research attention and awareness).
The exploratory factorial analysis demonstrates that the distribution of each
item within the dimensions is similar to that of the 2015 study. The factorial
structure and internal consistency were tested for each of the 7 dimensions.
In terms of internal consistency analysis, a high Cronbach Alpha coefficient
was obtained both globally, on the level of the SPRIQ questionnaire (.968),
as well as for the 7 dimensions.
Table no. 2. Cronbach Alpha’s internal consistency coefficient for Student
Integration Research Questionnaire (SPRIQ)
Cronbach's Alpha
Based on
Standardized
Cronbach's Alpha
.968

Items

N of Items
.968

40

The aim of this study was to investigate the effectiveness of the introduction
of a new assessment methodology which placed emphasis on the research
activity. Thus, data was collected from pre-test and post-test and descriptive
analysis was performed in order to determine the mean and the standard
deviation.
Table no. 3 below shows the paired samples statistics of the seven
dimensions’ pre-test and post-test results. Pre-test of the current research
dimension with the mean value of 37.56 indicated that students are familiar
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with the teacher’s research and are interested in finding out more about
research in general. On the other hand, the lowest pre-test mean is 14.51
which is reflected in the dimension concerning students’ appreciation and
involvement in the research activities aspects that may imply that students
are not very involved in the scientific research and their contribution is not
appreciated.
Table no. 3. The Paired Samples Statistics of seven dimensions

Dimensions

Current research
Research beliefs
Involvement in
research
Student
appreciation and
involvement
Course quality
course & teacher
involvement
Interest and
motivation
Interest and
reflection

Pre-Test
Mean
Standard
Deviation

Post-Test
Mean
Standard
Deviation

37.56

9.68

41.55

7.00

14.75

3.74

15.11

2.92

19.24

5.03

19.89

4.68

14.51

3.64

15.85

2.55

15.66

3.84

16.91

2.87

17.61

3.86

19.36

2.55

21.80

4.62

24.13

3.22

Table no. 4 shows the results of the paired t-test for all seven dimensions.
Thus, it can be concluded that is a statistically significant difference between
mean ratings of the pre-test and post-test for each dimension. Nevertheless,
in the case of the research beliefs dimension, the statistical analysis showed
that the 5% significance level was not achieved. Therefore, the specific
hypothesis regarding the research beliefs was rejected.
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Table no. 4. The Paired Samples Statistics of seven dimensions
Paired sample
(Post – Pre)

Current research
Research beliefs
Involvement in research
Student appreciation and
involvement
Course quality course &
teacher involvement
Interest and motivation
Interest and reflection

Paired Differences (%)

Sig. (2-tailed)

Mean

Standard
Deviation

3.98

3.36

.000

.36

1.50

.064

.65

1.63

.004

1.33

1.56

.000

1.25

1.56

.000

1.75

1.71

.000

2.33

2.25

.000

4. Conclusions
The results of the study showed that the assessment methodology has positive
impact in enhancing the students’ perception regarding the current research,
the involvement in research without highlighting the purpose, the students’
appreciation and involvement, the quality of the course and the teachers’
involvement, the interest and motivation concerning the area of
specialization, and interest and reflection (research attention and awareness).
Moreover, the paired t-test concluded that there is a statistically significant
difference between mean ratings in the pre and post-tests for almost all
seven dimensions with the exception of the one regarding the research beliefs.
Previous studies (Verburgh & Elen, 2011) emphasise that students’ beliefs
about academic research can be best promoted by integrating research
elements into teaching within courses. At the same time, Pajares (1992)
points out that by the time students enter the university their beliefs are
well established and that the process of changing them is difficult and
involves a lot of effort from the teacher’s part. Also, it should be also taken
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into consideration that students may have had prior experiences with research
integration into teaching which could have greatly shaped the individual
characteristics they brought into the university classroom (Prosser &
Trigwell, 2014). If we consider all these issues, there is no surprise that of
all dimensions, beliefs about the value of research showed no statistically
significant difference between the pre and post-test ratings.
Although there are important limitations to the causal conclusions drawn
from these results, our data suggests the following implications for practice.
Firstly, the statistical analysis may serve as a proof that developing an
assessment methodology which is fundamentally concentrated on
encouraging academic research can be an effective way in strengthening
the students’ perception on the integration of research into teaching.
Secondly, the intervention not only improved the students’ perception on
participating in research activities and getting familiarised with current
research done by academic staff but also on the quality of the learning
environment, and fostering their motivation and interest for research.
The results from this study are intended to inspire and inform teachers,
academic managers and policy makers to strengthen the relationship between
academic research and teaching at the university level. Moreover, this study
will help teachers reflect upon ways of encouraging the link between research
and teaching without neglecting to describe the contribution of this
relationship to student learning and academic achievement.
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Abstract
The main focus of this article is to highlight the role of creativity in improving
school climate. Both, school climate and creativity are two concepts with a large
history of research but also with many definitions and explanations. Researches on
creativity (Sadler-Smith, 2015; Wallas, 1926) present some phases of the process
of creation that help us understand it better. Graham Wallas in Art of Thought (1926)
introduces a four-stage model of the creative process including preparation,
incubation, illumination and verification and other researchers on the subject
developed these ideas. These phases identified by the researchers are developed in
the present paper to give readers a clearer image about the concept of creativity.
After explaining what creativity means, based on what researchers argue, we will
emphasize the importance of both teachers’ and students’ creativity in enhancing
the school climate. In a world in which students have a lot of distracters at each
corner, teachers must help them to be an active part of the process of teaching and
learning. By developing a good relationship with students, by asking them about
what they like and guiding them wisely through the process of education, teachers
can have more success in achieving their educational goals. The students’ creativity
deserves to be valued in schools and can be an essential part of improving the
school climate.
*

PhD. Candidate, University of Bucharest, Faculty of Psychology and Educational
Sciences, Bucharest, Romania.
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Keywords: creativity, school climate, student’s creativity, school climate
improvements, teachers’s creativity.
Rezumat
Principalul obiectiv al acestui articol este de a pune în evidenţă rolul creativităţii
în procesul de îmbunătăţire a climatului şcolar. Ambele concepte, atât climatul
şcolar, cât şi creativitatea au fost atent investigate de-a lungul timpului şi au primit
definiţii şi explicaţii complexe. Cercetătorii în domeniul creativităţii (Sadler-Smith,
2015; Wallas, 1926) prezintă câteva etape ale procesului creativităţii care ne ajută
să înţelegem mai bine acest termen. Pentru a explica procesul creativităţii, Graham
Wallas, în Art of Thought (1926), introduce un model cu patru etape, care include
pregătirea, incubaţia, iluminarea şi verificarea, aceste idei fiind valorificate şi de
alţi cercetători. Prezentul studiu dezvoltă aceste etape identificate de cercetători
cu scopul de a oferi cititorilor o perspectivă mai clară asupra creativităţii în
organizaţia şcolară. După prezentarea unei perspectivei comprehensive asupra
conceptului de creativitate, se va sublinia importanţa atât a creativităţii profesorilor,
cât şi a creativităţii elevilor în îmbunătăţirea climatului şcolar. Într-o lume în care
elevii întâlnesc factori perturbatori la fiecare pas, profesorii au rolul de a-i
transforma într-o parte activă a procesului de predare şi învăţare. Prin dezvoltarea
unor relaţii bune cu elevii, prin chestionarea acestora cu privire la interesele şi
pasiunile lor şi prin ghidarea lor cu înţelepciune prin procesul educaţional,
profesorii pot avea mai mult succes în atingerea scopurilor lor. Creativitatea elevilor
merită să fie valorificată în şcoli şi poate fi o parte esenţială a procesului de
îmbunătăţire a climatului şcolar.
Cuvinte-cheie: creativitate, climat şcolar, creativitatea profesorilor, creativitatea
elevilor, îmbunătăţirea climatului şcolar.

1. Introduction and social context
In a national and global context characterized by uncertainty and continuous
change, the capacity to adapt and discover new ideas and innovative solution
to complex problems becomes a necessity. Universities and the schools as
well change their way to teach and try to develop transversal competences
that should help students manage the challenges of the future. These are
already ideas that are found in most discourses on education and the future.
In Romania, only in the last 29 years, the Ministry of Education had 28
Ministers. This huge number of Ministers that our educational system has
had is an obvious proof of the lack of vision and functional structure of the
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system. More than ever, the schools and all the other educational
organizations have a huge responsibility towards children and youngsters.
We cannot remain stuck in the same teaching methods and in the same poor
public policies that we had decades ago.
To improve the quality of educational services, Miclea (2019) presents four
meta-competencies for life that should ensure the success of everyone and
that are close to the concept of creativity: discipline/self-discipline,
entrepreneurship mentality, autonomy and designer thinking. Upon a closer
analysis, we will see that the four meta-competencies involve extensive
psychic processes for their development and formation.
Although the concept of creativity has turned into a common research subject
and it is often discussed, there are still some limits regarding the meanings
and understandings of this term (Fidana & Oztürk, 2015). Concepts like
progressiveness, development, innovativeness, change, evolution, etc. are
being analyzed and studied in relationship with creativity and some
researchers even use them without doing any differences among them.
Originality and usefulness are two criteria generally accepted in the literature
that represent the idea of creativity (Mayer, 1999) but they do not cover all
the meanings of the creativity. There are also other explanations for the
term creativity that highlight two different features of it, emphasizing the
importance of both inspiration and knowledge in the development process
of a person or organization. If we talk about the creativity of schools, we
can say that it “is about people” and “creative people work hard and
continually improve ideas and solutions, by making gradual alteration and
refinements to their works” (Fisher & Williams, 2004, p. 12).
A helpful study belonging to Mel Rhodes (1961), clustered 40 definitions
of creativity into four groups: person-centered, process-centered, productcentered and press-centered, that became known in the literature as the “four
Ps” (Runco & Pritzker, 1999). If the first three groups are easy to understand,
the fourth group of press-centered arises from the personality theory of
Henry Murray and represents significant determinants of behaviour in the
environments.
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It is really important to analyze the process-centered group that is also divided
into three groups: those concerning on childhood of the geniuses, the group
that studies the regions and epochs, when and where creativity appeared,
and those focusing on organizations. This last group of interest in
organization is actually related to the organizational climate and can be
helpful for understanding the relationship between creativity and school
climate.
In terms of the relationship of creativity with the school climate, the emphasis
is on the ability of the environment to stimulate creativity (De Alencar et
al., 2011; Dul, Ceylan & Jaspers, 2011; Schepers & van den Berg, 2006)
and less on the interdependence between the two concepts. The complex
concept of school climate was not very deeply explored in relation to
creativity and it would be challenging to see how some components of the
school climate, such as interactions or teacher-student relations, could be
improved if the creativity of those involved would be harnessed.
This paper will present some stages of the creative process as well as how
they work and will highlight the characteristics of the teachers’ and students’
creativity and how they can enhance the school climate.

2. Stages of the creative process
One of the most analyzed model of the creative process is the one Graham
Wallas presented in “The Art of Thought”(1926) and represents the
foundation of the creativity theories.
In the first stage, named “the preparation stage”, the human brain is preparing
to identify a new process, idea or solution to a situation. For the success of
this first step in the creativity process, it is necessary to have as much
information as possible, so that the creation process lays on a solid foundation
of knowledge.
After the brain is prepared for creation and has gathered enough information,
it goes into the “incubation stage”, where, apparently, the brain is not doing
too much work on discovering the idea or solution needed. In reality, this is
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a very important phase in which information are being processed and set up
deeply in the brain. Resting is considered to be the best solution to get
through this stage.
“The Illumination” stage will be achieved when one finds the solution or
the idea that has been searched in the first two stages and it is an inopportune
moment in which the information found are being set up in the brain and
new connexions between neurons can be made to develop new ways of
reacting or approaching a problem. This is actually the moment when the
creative idea appears, comes to life and is made known to others.
Once the creation can be seen and criticized, the next step is “the verification”
in which the idea verbalized in the above stage can be improved by
considering the feedback of the other people around that can have an opinion
on the situation. This verification of the ideas achieved can be made by the
person himself but it can also be asked to be done by other people so that it
could be obtained a complex image about the value or validity of the idea or
solution. If after the self-verification and the external verification the idea
or solution analyzed is approved as being efficient and it is not necessary to
return to the preparation stage, then it means that the creation process can
be considered complete.
A visual representation of these stages and their characteristics could be
consulted in Figure no. 1.
Mednick et al. (1964) have also studied the creativity process and
demonstrated that performance on a remote-associate task was enhanced by
specific support to an associative interpretation of the phenomenon of incubation.
Some researchers argued that this four-stage model of the creative process
does not reflect accurately all the accents of Wallas in his approach to
explaining the creative process. After a careful analysis of the studies of
Wallas, Sadler-Smith (2015) introduces a reinterpreted model that has “three
levels of consciousness: unconsciousness, fringe consciousness,
consciousness and five stages” and add to the four stages of Wallas a fifth
stage named “intimation” sustaining that Wallas highlights this idea in his
research.
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Figure no.1: Stages of creativity process (after Wallas, 1926)

Other models that have been developed to explain creativity and the creative
thinking process include steps with the common themes of synthesis,
analysis, and evaluation, which are the higher levels of thinking (Kanematsu
& Barry, 2016). These models promote the ideas that creativity is something
that needs high capabilities of thinking and learning so that you can discover
unique solution to common or unusual problems.
Stage-based models of the creative process are discussed by the researchers
in present and empirical research suggests that the basic 4-stage model of
the creative process may need to be revised or replaced. There are new
questions that need answers such as how the creative process differs from
the noncreative process and how process-related differences may lead to
different levels of creative performance (Lubart, 2001).
There is a real challenge to investigate the process of creativity, a concept
of high complexity which can be difficult to capture by a set of research
tools.
Based on the integration between both the design process from engineering
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design and the creative process from cognitive psychology, a new model of
the creative process can be proposed (Howard et al., 2008). This integrated
process is providing a descriptive model in which the different design
operations are linked to the types of design output produced.
As it was presented, there are many perspectives about the stages that
creativity process has, but the ideas of Wallas oriented the majority of the theories
on creativity that have been growing and developing in the last few years.

3. Enhancing the school climate through the teachers’ and
students’ creativity
Pedagogical creativity defines, most often, the model of the qualities
necessary to the teacher for designing and carrying out efficient activities,
by enhancing on its capacity for permanent renewal of specific actions,
committed at the system and educational level.
If we talk about the features of the creative teacher, we could say that they
refer to the following: judicious combination of practical and theoretical
work; strong motivation and commitment; keeping up with the news;
flexibility, intelligence, curiosity; capacity of imagination and intuition
(Savin & Borza, 2012). All these characteristics are related to an open
educational climate with interactive relationships between teachers and
students.
There are several studies that present the importance of stimulating the
creativity of students for the plenary development of children but too few
investigations that analyze the impact that student creativity can have on
the school climate. Creative students have the inspiration to develop quality
relationships and leave their mark on the physical environment in which
they learn.
A strategy for encouraging teachers and students to be creative, but also
responsible with their roles and attributions, should focus on the qualities
of students and on developing some meta-competencies like flexibility,
autonomy and innovativity, that give them courage to sustain their own
point of view and improve themselves permanently.
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Nowadays organizations “are asked to be more flexible, adaptive,
entrepreneurial, and innovative in meeting the changing demands of today’s
environment” (Sarros, Cooper & Santora, 2008, p. 145).
In this context, is it necessary to develop a leadership based on vision, on
strategies of school development which offers each student, teacher and
people involved in the life of a school, the possibility to be an active part of
the organization’s processes?
To help the staff of the school community, such as teachers or principals, to
improve the school climate, the “National Centre on Safe Supportive
Learning Environments” from US has developed a Quick Guide with some
helpful advice on school climate improvements.
The guide has five activities that go through planning, searching the
interested persons in the process of school climate improvement, collecting
and interpreting school climate information, and developing and applying
the best solution; also, all these activities will be monitored and evaluated.
These activities and the priorities that can be set to each level are analyzed
in the table below.
Table no. 1: Activities for improving school climate (adaptation after National
Centre on Safe Supportive Learning Environments)
Activities for improving school climate

Planning

Engaging
stakeholders

Collecting,
analyzing and
reporting school
climate data

Identifying and
implementing
interventions

Why is it important?
What are the key things to do?
What does it look like when it is done well?
What to do in order to avoid/potential pitfalls?

Monitoring
and
evaluation
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Analyzing all the activities dedicated to improving the school climate from
the table above, we can see how in each of the stages there is a massive
impact by the capacity that people have to find solutions, to talk with
specialists, to understand information and to create new ideas and
opportunities.

4. Conclusion
Creativity in education leads to the development of an environment
conducive to learning and challenging for each of those involved in the
instructional process and it is an essential part of obtaining the success in
education. Between the creativity of teachers and students and the school
climate there are lots of interdependencies developed by the idea that the
human component of the school’s reality is the main factor in shaping the
educational climate.
This century in one in which technology is seen as the basis of growth in
the society, but has a huge impact on educational climate and the other
processes involved in the educational system.
School climate with all its dimensions has significant benefits from the
creativity of students and teachers, the main actors in the educational process.
Creative teachers and students, altogether build positive relationships, a
captivating work environment and quality interactions that lead to a creative
school climate.
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DO AQUATIC ACTIVITIES BOOST SOCIAL
SKILLS FOR CHILDREN WITH AUTISM
SPECTRUM DISORDERS?
Maria Bella*
Aristotle University of Thessaloniki,
Thessaloniki, Greece
bella-maria81@windowslive.com
Abstract
This paper provides a number of aquatic programmes, and critically analyzes
methods and techniques used to develop social skills in young children with Autism
Spectrum Disorders (ASD). Social skills are interpreted through a ToM theory
lens, emphasizing interactions, such as understanding, explaining, predicting, and
manipulating the behavior of themselves and others. Based on these elements, the
purpose of this review is to study the role of adapted group aquatic programmes
and its effect on children with ASD to understand the concept of peers and learning
the benefits of two important social skills, teamwork, and relationships. An online
search through ProQuest and First Search resulted in seven studies of diverse
methodologies. All these studies support the value of these programmes as a means
of social skills’ development. Qualitative as well as quantitative data which included,
checklists, interviews, and tests, indicated these programmes benefit ASD children’s’
social skills, such as cooperation, communication and increase in self-esteem.
Findings suggested that children with ASD have opportunities to make new friends,
feel more comfortable in a group and reduce anxiety through swimming. These
relationships can continue, as they discover other common interests. More
longitudinal studies are needed to develop aquatic activities as an extracurricular
activity and the planning process to achieve the intended outcomes. By
synchronizing theory with sports activities and teamwork, children with ASD can
feel a deep sense of accomplishment upon achievement.
Keywords: autism spectrum disorders, interactions, social skills, swimming,
teamwork.
*
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Rezumat
Articolul trece în revistă o serie de programe acvatice şi analizează metode şi
tehnici pentru dezvoltarea abilităţilor sociale la copiii mici cu tulburări ale
spectrului de autism (ASD). Abilităţile sociale sunt interpretate prin intermediul
teoriei minţii (ToM), punând accent pe interacţiuni de tipul înţelegerii explicaţiilor,
a predicţiilor şi a gestionării comportamentului propriu şi al celorlalţi. Pe baza
acestor elemente, scopul prezentării de faţă este de a studia rolul programelor
acvatice de grup adaptate şi efectul acestora asupra copiilor cu autism pentru a
înţelege conceptul de „colegi” şi pentru a învăţa beneficiile a două abilităţi sociale
importante, respectiv munca în echipă şi relaţionarea. O căutare online prin
ProQuest şi First Search s-a finalizat cu şapte studii cu metodologii de cercetare
diverse. Toate aceste studii susţin valoarea programelor acvatice ca mijloace de
dezvoltare a abilităţilor sociale. Datele calitative, precum şi cele cantitative care
au inclus liste de verificare, interviuri şi teste, au indicat că aceste programe dezvoltă
abilităţile sociale ale copiilor cu autism, cum ar fi cooperarea, comunicarea şi
creşterea stimei de sine. Rezultatele au sugerat că prin aceste programe copiii cu
autism au avut oportunităţi de a-şi face prieteni noi, de a se simţi mai confortabil
într-un grup şi de a îşi reduce anxietatea prin înot. Aceste relaţii pot continua, pe
măsură ce descoperă alte interese comune. Sunt necesare mai multe studii
longitudinale pentru a dezvolta activităţile acvatice ca activităţi extracurriculare
printr-o proiectare adecvată pentru a atinge rezultatele intenţionate. Prin
sincronizarea teoriei cu activităţile sportive şi munca în echipă, copiii cu autism
au experienţa unui profund sentiment de realizare personală.
Cuvinte cheie: abilităţi sociale, interacţiuni, înot, muncă în echipă, tulburări ale
spectrului autist.

1. Introduction
The phrase “exercise is socialization” is a common refrain among adapted
physical educators and health practitioners. A wealth of sport and
psychological research gives credibility to this truism by evaluating different
sports training programmes which develop and improve social skills, such
as cooperation, communication, and social awareness in young children
with ASD (Horvat et al., 2019). On this basis, swimming is a good allround activity which has a myriad of extraordinary benefits for the body
and mind that can boost the quality of life and socialization for children
with ASD. The vast majority of the studies are primarily based on experts’
and/or parents’ views, beliefs, perceptions or observations about the effect
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of aquatic activities and the way children with ASD reduce the risk of
accidental drowning-and bring more confidence, and coordination into their
lives (Buchanan, Miedema & Frey, 2017; Sato et al., 2015).
Most of the aquatic objectives for children with ASD according to Kraft
and Leblanc (2018) focus on combining water and play activities as a
dynamic set that causes social interactions since it is a great way for them
to meet new friends in a fun environment within no-pressure situations.
This condition also can help them “break the ice” and avoid awkward silences
that can happen when they are meeting one or more other children.
Aleksandrović et al. (2015) also highlight the important role of aquatic group
activities in changing behaviours, building confidence, connecting with
others, and having a sense of purpose, as well as in developing social
initiative. Different studies have also stressed the physical educator’s role
on the beneficial impact of aquatic activities and sharing their aspirations
and strategies supporting a healthy body and social development in young
children with ASD (e.g., Winnick & Porretta, 2016).
Given these facts, the author’s aim is to further investigate the impact of
aquatic programmes on promoting the development of social skills in
children with ASD within an inclusive and fun environment by making use
of literature review.

1.1.

Theoretical Perspective

In recent years, research in physical education has increasingly been
developed by the work of a range of prominent theorists in social theory
(e.g., Foucault, Giddens, Bernstein, and Bourdieu). According to Bourdieu
(1990), day-to-day activities are produced by an interaction of individuals
in a social environment, and it is through participation in social practices
that the logic of the field is embodied and reproduced. Today, Bourdieu’s
concept is characterized as a helpful measure which can determine
individuals’ motility in the physical activity and improvement of their social
skills.
On the other hand, children with ASD present a multifaceted social deficit
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and limitations to interact with other children or/and not participate easily
in the physical activity. According to Premack and Woodruff (1978) and
the Theory of Mind (ToM), social behaviors are not impaired; some abilities
are preserved, especially in high-functioning autistic (HFA) individuals.
One explanation of the mix of core challenges and preserved abilities could
be explained by a single deficit – an inability to attribute mental states to
oneself and others. Andrés-Roqueta et al. (2016) argue that in the case of
children with ASD, the Theory of Mind (ToM) and the skills that derive
from it can be acquired through a cooperative learning process, such as
play. More specifically, Lee and Porretta (2013) asserted that water is an
essential part of the daily life and therefore, plays an important role in a
child’s development. On this basis, aquatic programmes are an optimal form
of physical activity which may affect their ability to remain focused on a
task at hand. Several studies support the idea that aquatic activities or
programmes incorporate a number of promising strategies for social skills
training such as providing a fun environment, and natural reinforcement
(Dartt, 2015; Jull & Mirenda, 2016; Pan, 2010).

1.2.

Benefits of aquatic activities

Based on contemporary literature, aquatic programmes are usually
supervised by a multidisciplinary team involving adapted physical educators
or instructors and psychologists. According to Lepore et al. (2015), a
successful aquatic programme includes: (1) a structured teaching model;
(2) supplementing with adult teaching and peer mediation to increase
initiation; and (3) the use of adapted environments established for water
play activities to increase spontaneous communication. Furthermore, aquatic
activity is an important part of a healthy social lifestyle, it is fun and has a
great potential to be a lifetime activity. For this reason, according to Kanupka
et al. (2016), children with ASD should be introduced to it early in aquatic
classes.
A carefully designed group aquatic programme that includes a pre- and
post-assessment and an ongoing review of instruction can improve social
skills, such as cooperation and communication. Because those children with
ASD find many experiences easier in the pool, participation in aquatic
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programmes feels more comfortable, improves their ability to play
cooperatively and boosts their overall health and well-being. In general,
aquatic activities are not always easily adaptable to those with multiple
mental or neurodevelopmental disorders, and physical educators often need
more information on how to include such children.
Based on these assumptions and theoretical perspective, these
recommendations are critical to aquatic programmes research because small,
but consequential adaptations in a study’s design for children with ASD, or
on the way a study is reported, can affect how physical educators view a
study in particular, and aquatic programmes in general.

2. Method
The current review was conducted to locate, evaluate and synthesize all the
empirical evidence which addresses three primary areas: (1) what does
research on aquatic activities or programmes tell about their impact on social
skills development for children with ASD? (2) Are there any robust results
that can help and train physical educators or instructors to select the right
activities for children with ASD on the basis of: a) its suitability for
adaptation, b) the degree of difficulty, and c) both direct and indirect thirdparty involvement? (3) Are there particular points that need to be borne in
mind for future research, through the same body of research? As suggested
by Templier and Paré (2015), there are just six steps to conduct a review,
which were followed by the researcher in this study (Table no. 1)
Table no. 1. Six steps of the review
First part

Second part

1. Formulating the research
question(s) & objective(s)
2. Searching the literature

3. Evaluating the applicability of
the material
4. Assessing the quality of
primary studies

Third part
5. Extracting data
6. Analyzing data

The first step which conducted the review has been presented above and
was used to identify studies for possible inclusion in this review. The
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remaining five steps were conducted in a manner that becomes clear in the
remaining part of the article. In the next step, searches were conducted in
multiple electronic databases via Education Resources Information Center
(ERIC), via EBSCOhost, Scopus, Wiley Online Library WorldCat, and in
Semantic Scholar. A specific set of words were selected as the ones that had
the most results: (swim OR aquatic activities *autism OR aquatic techniques
*ASD OR water play activities *autism) AND (social skills OR social
interactions OR social development OR social evaluation*) AND (autistic
childhood OR adolescence). In this review, the researcher selected particular
terms to refer to very distinct concepts, some of them using the same terms
to denote different conceptual constructs.
Table no. 2. List of search terms
Electronic databases

Aquatic
activities terms

Social skills
terms

ERIC
EBSCOhost
Scopus
Wiley Online Library
WorldCat

Aquatic
exercise
Swim
Water exercise
Water fun play
Swim sports
play
Pool play
Recreational
aquatic

Social
interaction
Communication
Social ability
Social
relationships
Cooperation
Understanding
Initiative

Participants
parameters
terms
Asperger
High
Functioning
Autism
High
cognitive
level (IQ)
Borderline
level
Age: 5-17
years-old

Excluding
terms
Abnormal$
Aphas$
Disab$
Disord$
Hyperact$
Impair$
Retard$

Note. $ is a database search convention that indicates a search for the
preceding word stem with all possible endings

All searches were done by the author, thus resulting 139 studies, which
were limited to 75 after scanning through the titles and subtitles, for possible
inclusion. In the next step, abstracts of these studies were reviewed to identify
studies meeting the inclusion criteria (see Table no. 2). In the third step,
reference lists of studies meeting these criteria were then reviewed to identify
additional articles for possible inclusion. In the fourth step, the applicability
of the material was evaluated and the quality of studies was assessed (e.g.,
participants, measures, outcomes). Many studies were excluded mainly
because they came from other disciplines, such as medicine. This analysis
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is investigating only the educational process and how children with ASD
can manage social behavior in aquatic activities in a pool environment and
interact through time with children. As shown in Table no. 3, in order to be
included in this review, studies had to contain participants with an ASD
diagnosis (i.e., autism, Asperger’s, or PDD-NOS). Aquatic activities were
defined as fun and play actions requiring physical exertion.
Table no. 3. Inclusion and exclusion criteria
Criteria
Publication
date

Inclusion
September 2010 to May 2019
(e.g., research journals and thesis)

Language(s)
Research
population

English language
Children and adolescents 5 to 17year-old of both genders with ASD
(high or borderline IQ)

Intervention
type

Original studies with mixed research
methods (i.e., interviews,
observations, test, etc.)

Results

Aquatic activities or programmes
only as an educational method for
children with ASD and social skills
development

2.1.

Exclusion
Published pre 2010
(e.g., discussion editorial,
abstracts unofficial data)
Other languages
Children, adolescents or
adults with moderate and
severe IQ or/and any other
disorders or disabilities
Meta-analysis, longitudinal
or Cross-sectional studies,
single case study or
reviews
Studies with no specific or
clearly social outcomes or
studies which focus on
aquatic activities as
therapy process

Search procedure

The list of studies as mentioned was collected from electronic databases. A
final set of seven papers were included in the review for analysis (Figure
no. 1). All of the studies in this review employed an intervention that met
the construct definitions of aquatic fun play and activities interventions.
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F
I
N
A
L
S
T
U
D
I
E
S

Studies through the Titles
& Subtitles
N= 139

Studies after scanning
Titles & Subtitles
N= 75

Removal of studies
according to duplicates
abstracts or/and
full-text reading
N= 43
Studies which included
N= 32

Removal studies
according to the exclusion
criteria
N= 15
Studies which included
N= 7

ProQuest
ERIC: 14
EBSCOhost: 9
Semantic Scholar: 8
First Search
WorldCat: 20
Semantic Scholar: 8
SCOPUS: 10
Wiley online Library: 6

ProQuest
ERIC: 14
EBSCOhost: 9
Semantic Scholar: 8
First Search
WorldCat: 11
SCOPUS: 1
Wiley online Library: 0

ERIC: 6
WorldCat: 7
Semantic Scholar: 2
(Eight studies excluded as
inappropriate)
ERIC: 2
EBSCOhost: 1
Semantic Scholar: 2
WorldCat: 2

Figure no. 1. Search procedure

2.2.

Data extraction

Each study was assessed for inclusion, and exclusion criteria and included
studies that summarized the features, such as (a) participant characteristics,
(b) social behavior taught, (c) teaching procedures, (d) outcomes, and (e)
methodology. The effects of aquatic activities and the changes in the
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frequency of social behavior and interactions were summarized through
reporting the statistical findings of designs. Furthermore, there was a wide
set of methods and measures used for evaluating participants with ASD and
activities or programmes, but the wide range of methodologies made the
comparison among all the studies difficult, and in some cases impossible.

3. Results
3.1.

Participants

Collectively, the 7 studies provided intervention to a total of 72 children
and adolescents with ASD. Forty-one (56.9%) of the participants were male
and four (5.5%) were female, consistent with the male to female ratio within
the ASD population (American Psychiatric Association, 2013). The gender
of the remaining 28 participants’ (38%) was not identified. The mean age
was 12.5 years old (range, 5–17). High Functioning Autism (HFA) and
Asperger Syndrome were the most common diagnoses (n=30) followed by
Pervasive developmental disorder otherwise not specified (PDD-NOS)
(N=24) and invasive developmental disorder with features of autism
spectrum (N=18). Furthermore, the largest number of participants had a
high cognitive level or relevant disabilities (N=42) who were included in
primary and secondary schools.

3.2.

Settings

In most studies, aquatic activities occurred in one setting and the effects on
dependent variables were assessed in the same setting (Battaglia et al., 2019;
Pan, 2010; Pimenta et al., 2016; Tucker, 2016). The researcher has employed
a large vocabulary of terms to refer to the same, similar, or related constructs
like the one defined here as aquatic activities. In this review, most of the
studies were designed to investigate the effects of aquatic activities as an
educational method for specific social skills development for individuals
with ASD. All studies were conducted in private pool centres.
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Aquatic exercises training protocols

The majority of studies (N=4) included 10 to 15 weeks adapted aquatic
sessions which were divided into categories, such as social and floor warmup activities, one-to-two small group instruction, whole group games/
activities, and cool-down activities (Fragala-Pinkham et al., 2011). In only
one of the rests of the studies, participants engaged in three different aquatic
skills, essential for movement exploration in water and swimming, in a
one-to-one training format (Yanardag, 2015). Finally, three studies used a
structured intervention programme, such as SPARK programme, which
consisted of 36 sessions (Najafabadi et al., 2018), a twenty-one weeks water
exercise swimming program (WESP) (Pan, 2010) and a twelve weeks multisystemic aquatic programme (CI-MAT) as a form of therapy (Battaglia,
2019).

3.3.1.

Exercises for social skills

All programmes which were presented in this review provide games and
group activities that are specific to the principles of research goals.
Participants work to gain independence in water, they are also able to become
active members of the group while maintaining the one-to-two instructional
setting. Through aquatic activities, participants were able to take advantage
of social interaction with other members of groups and yet still benefit
from the constant attention of their physical educator.

3.4.

Procedures

The procedures used to teach social skills were reported in 6 of the 7 studies
(90%). Groups with fun aquatic activities and/or exercises were used in
80% percent of the studies in this review. It is clear that this technique
promotes effective interpersonal relations and social transactions among
participants. As shown in the study by Pan (2015), water exercise swimming
programme allowed participants to explore properties of water by interacting
with other participants in a managed way to develop experience in a
supported environment.
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According to Tucker’s observations (2016), children or/and adolescents with
ASD who participated in aquatic actions had the possibility for significant
learning, allowing the experience to encourage, to develop and start with a
deep understanding of the situation from the ‘opposite’ point of view. Some
activities which were used to measure social and emotional integration and
interdependence by Battaglia (2019) showed that aquatic techniques have
benefits for participants with ASD because it reflects the real-life as a model
to their playing. In this research, the effect of aquatic activities agrees with
one more study which had the same target.
In the research by Primenta et al. (2016), aquatic activity intervention is
based on the parameters of aquatic skills development for individuals with
disabilities as proposed by Lepore, Gayle, Stevens (1998) and Winnick
(2004) which emphasizes orientation in the water, as well as both physical
and social development. The findings showed an important rate of
development of social communication and interaction skills. Based on these
findings, the general conclusion is that this technique has a positive effect
on teaching social skills for participants with ASD.
Although in a few studies, such as the one of Fragala-Pinkham et al. (2011)
and Najafabadi et al. (2018) there are provided descriptions in which parents
assessed participants with structured scales and subscales. The findings
showed that on the programme satisfaction questionnaire, parents reported
high levels of satisfaction with the programme activities. Overall, parents
reported that their children enjoyed the programme and also the programme
provided an opportunity for exercise. Finally, only in one study (Yanardag,
2015) a structured instruction method (Most Least Prompting - MLP) was
used to teach skills and evaluate the effectiveness of aquatic activities to
participants with ASD. The results of the study showed that MLP was
effective in teaching advance movement exploration skills in the water to
participants with ASD.
3.5.

Outcomes of reviewed studies

All the reviewed studies reported improvements in social behavior of
participants with ASD (e.g., reduced anxiety, increased social interactions
and play). More specifically, SPARK program by the study of Najafabadi
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et al. (2018) showed that participants with ASD display a substantial
improvement in social interaction. Aquatic activities promoted psychological
and social development such as self-esteem, self-confidence, and selfcompetence which are crucial factors for socialization. Furthermore, it seems
that aquatic activities are a fun alternative exercise which encourages positive
response and provides opportunities for children and adolescents with ASD
to develop social and communication skills with other individuals. Pan
(2010) who investigated the effects of a ten-week aquatic exercise program
on pool skills and social behaviors of sixteen children with ASD covered
both social competencies, such as peer relations, self-compliance, and antisocial behaviors (e.g., antisocial-aggressive). Results showed that aquatic
activities programs have a potential effect on the development of social
skills for individuals with ASD. As for the study of Fragala-Pinkham et al.
(2011), all participants liked the aquatic programme and reported
improvements in swimming skills and playing water games. In addition,
parents reported high levels of satisfaction with the aquatic activities and reported
that their children enjoyed the programme. Ôucker (2016) evaluated in her
study the use of behavioral skills teaching in-water safety skills to children
with ASD and showed that the participants improved in targeted individual
components of potentially life-saving and social skills. On the other hand,
Battaglia et al. (2019) found that swimming pool activities trained psychomotor
skills and increased adaptive behaviors in children with ASD. Moreover,
Primenta et al. (2016) found in their study that children with ASD demonstrated
positive results for the evolution of aquatic skills, and better participation in the
proposed activities. The results of the study by Yanardag et al. (2015) showed
that MLP was effective in teaching advance movement exploration skills in the
water to children with ASD. This enjoyable intervention and appealing setting
increased the repertoire of leisure skills and level of physical activity.

2.6.

Research methodology

Three studies collected data using an observation schedule (Battaglia et al.,
2019; Primenta et al., 2016; Tucker, 2016) with a video recording of the
sessions. Data were scored according to a scale which aimed to identify the
number of components of each skill or behavior, the participants completed
independently. Because groups were not randomly selected, Fragala -
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Pinkham et al. (2011) examined the extent of differences in key confounding
variables between experimental and control groups. Responses to the openended questions on the parent satisfaction questionnaire were reviewed and
key themes were identified. The same data analysis was used in the study
by Najafabadi et al. (2018), by Yanardag et al. (2015) and by Pan (2010)
(see Table no. 4).
Table no. 4. Description of studies
Pan (2010)

8 (N=8) boys
with HighFunctioning
Autism
(HFA)
8 boys (N=8)
with Asperger
syndrome
(n=8)
6 to 9 years
old

10-week WESP
intervention
20 sessions/90
minutes per
session) (social
& floor warmup activities,
one-to-two
small group
instruction,
whole group
activities cooldown
activities).

Group A had a
significantly lower
score on
hostile/irritable
(t =–6.99, df.= 7,
p <0.01),
antisocial/aggressive
(t =-4.40, df.=7,
p <0.01)
Defiant/ disruptive
(t =-7.07, df.= 7,
p< 0.01) and
antisocial behavior
total (t= 7.88,df.= 7,
p < 0.01
Group B displayed a
significant
difference on social
competence total
(t = 6.24, df.=7,
p < 0.01) also had a
lower score on
hostile/irritable
(t = –4.71, df.= 7,
p < 0.01) &
antisocial
Behavior total
(t = –3.95, df. = 7,
p < 0.01)

2 groups of
children with
ASDs were
paired up
with the same
instructor for
10 week
WESP
intervention
(2 times per
week/90 min
per session)
SSBS–2 was
used to assess
both social
competence &
antisocial
behavior
Percentage
scores in each
stage for aquatic
skills & Tscores for
social
behaviors
were
examined in
relation to
treatment
using a twoway ANOVA
(group × time)
with repeated
measures on
one factor.
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Citation

Participants

Procedure

Outcomes

Najafabadi et
al. (2018)

28 children
with ASD
5-12 years old

SPARK
program: warm
up & cool
down activities36 sessions (40
min)

ATEC questionnaire
Positive effect on
sociability (selfesteem, confidence,
competence)
(F=7.86, p=0.01)
GARS-2
questionnaire effect
on social interaction
(F=7.81, p=0.01)

Battaglia et
al. (2019)

Two boys
(N=2) with
ASD
One girl
(N=1) with
ASD
11-15.11
years old

CI-MAT
protocol:
Ludic water
activities
(dance bubbles
with water), 12
weeks (45–50
min)

The higher
proportion of gains
was observed in the
sensitivity of other’s
presence and eye
contact
Communication=2,
10-3.7y
Daily Skills=2.82.10y
Socialization=22.6y

Research
Methodology
Pre/Posttest
design was
used.
Effect of
intervention
on
participants
performance
across two
groups (EGCG)
Repeated
measures
were used.
Post-hoc
analysis,
(p=0.05)
VABSVineland
Adaptive
Behavior
Scales to
measure
adaptive
behaviors for
independent
life
Children
were
videotaped (8
behaviors) by
a trained
operator for
50 min &
their coach in
the pool.
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Citation
Primenta et
al. (2016)

Tucker
(2016)

Participants

Procedure

Outcomes

4 boys (N=4)
with Autism
1 girl (N=1)
PPD with
traces of
Autism
9-25 years old

15 classes, with
a duration of 80
min.
Four moments
of different
activities
(floating, breath
control &
propulsion,
swim strokes).

Positive
developments in
three tasks of
inputs/outputs
(taking a shower,
getting in and out of
the pool by the
ladder).

3 boys (N=3)
with Mild &
HighFunctioning
Autism
(HFA)
7-8 years old

Training for
push/turn/grab
12 weeks/3
days per week
for 15 min

Most of the students
only performed with
verbal & gestural
instruction &
without the teachers
physical conduct.

One of three
participants was
able to master all
three skills
(Push/Turn/Grab
Skill).
The first participant
maintained all skills
at one week and 1month past mastery
date.
2 of three
participants
maintained two of
the three skills at the
one week and onemonth maintenance
dates.

165

Research
Methodology
Instructions
explained
verbally &
directly
Explanation
was
performed
with images
by the
teachers who
helped
physically
(driving
physics)
A camera
was used for
recording
(e.g., what
happened at
the moment).
A multiple
baseline
across skills
design was
used to
determine the
effectiveness
of BST + IST
on the
acquisition of
three skills
for each of
the
participants.
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Citation
FragalaPinkham et
al. (2011)

Yanardag et
al. (2015)

Participants

Procedure

Outcomes

11 boys
(N=11)
1 girl (N=1)
with Asperger
syndrome,
HFA or PDDNOS
6.3-12.9 years
old

Aquatic
exercise
program two
times per week
for 14 weeks/40
min per session
(20-30 min
aerobic
exercise, 5-10
min muscular
strength
5 min cool
down/stretching
activities).

Participants playing
water games & also
liked being with the
other children and
instructors during
the class.

Aquatic play
skills &
exercise
training/12
weeks at three
sessions per
week, each
lasting 1 hour.

MLP was effective
in teaching advance
movement
exploration skills
through aquatic
activities to children
with ASD.

Three boys
(N=3) with
ASD
6 years old

A significant
difference (p¼0.01)
was found between
the amount of time
children were able
to exercise at the
beginning of the
programme and the
last 4 weeks.

Parents’ opinions
were positive on the
learning skills in
terms of
functionality & this
enjoyable
intervention
increased the
repertoire of leisure
skills and the level
of physical activity
for their children
with ASD.

Research
Methodology
Satisfaction
was
measured
with a
Questionnaire
at the end of
the 14-week
programme
by children
and their
parents.
Response
percentages
were
calculated for
the
Close-ended
items & were
reviewed, key
themes were
identified.
Three 6-year
old children
with ASD
participated
in 3 different
aquatic skills,
essential for
movement
exploration in
water and
swimming, in
a one-to-one
training
format at
three sessions
per week.

A multiple
probe design
across
behaviors
was used to
analyze the
effects of
MLP.
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4. Discussion
Summaries of these seven studies revealed that the existing literature can be
described as limited with respect to the overall corpus of studies, and the
relatively few numbers of participants with ASD (N=72). In terms of
methodological quality, the most important limitation is that many of these
studies provide the use of a strong experimental design and the positive findings
across a wide range of dependent variables do suggest that increasing water
exercise and/or activities of individuals with ASD is likely beneficial.
Results of Zanobini and Solari’s (2019) study argue with the findings of
this review. The two researchers suggested that perhaps aquatic activities
are an advantage in relational skills. In addition, water exercise may produce
positive changes both in behavior and physical fitness. According to
Blankenship (2017), physical education in different environments, in this
case, aquatic environment, focuses not just on physical benefits but also on
the psychological principles and strategies which help children to develop
prosocial behavior, and self-perception. One possible explanation for the
improvements that involve increases in social behavior in both children
and adolescents with ASD are the activities which provide a way to meet
new people in a fun, no-pressure situation. In general, swimming pools
serve as a hub for all sorts of activities, social gatherings, and community
activities. For instance, study results of Pan (2010) and Najafabadi et al.
(2018) argue that group aquatic activities create an adapted atmosphere in
which a child or an adolescent with ASD interact with other people, even if
he or she has never met before. From a social development standpoint, this
aspect of group work in the water can be valuable as a child learns how to
interact and be confident around different personalities. Similar results
involving increased social behaviors were also found in Battaglia et al. (2019)
and Primenta et al. (2016) studies. The active practice facilitated social
changing perspective. Fragala-Pinkham et al. (2011) and Yanardag et al.
(2015) argued that the opportunity of young children with ASD to
dynamically engage with others in a skilled, supportive, and reciprocal
manner is a key contributory element of aquatic programs. Based on the
results of Tucker’s (2016) study, individuals with ASD can learn social
skills and attitudes during an aquatic play, as they learn how to be cooperative and be empathetic with others.
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Regarding the first aim of this paper, there is a general consensus across the
studies of this review that aquatic activities have developed social skills
among children and adolescents with ASD, at least as measured by tests
and observations. It appears that aquatic playing activities have a more
pronounced effect than other swimming exercises. Aquatic playing activities
were compared in four studies involving a total of 60 participants and, in all
cases, aqua activities produced more substantial improvements (Battaglia
et al., 2019; Fragala-Pinkham, 2011; Pan, 2010; Primenta et al., 2016).
Observations of positive effects following aquatic activities were assessed
in three studies involving a total of twenty-two participants (Battaglia et
al., 2019; Pan, 2010; Tucker, 2016). This suggests that in some cases multiple
sessions per day may be preferable (Battaglia et al., 2019). Similar results
across other studies indicate the need for more longitudinal studies.
Regarding the second aim, the most interesting result is that all of the studies
agree that aquatic activities can be applied better by physical educators
and instructors who have training in these techniques because these
activities need more adaptations for participants with ASD. The primary
goal of physical educators is the combination of exercise or play and
cooperation among participants with ASD. Finally, referring to the third
aim, aquatic activities/programmes researchers worked to establish lines
of research.

4.1.

Limitations and Recommendations

The effect of aquatic activities on social skills and specifically on
communication, friendship and cooperation are totally conclusive, thus it
can be suggested that it enhances the theoretical framework which supports
the practice by offering opportunities to individuals with ASD to enhance
their social skills through social interactions with others. In this review, the
researcher chose to present articles which have as participants only children
and adolescents with ASD. Research in future studies can present and analyze
numerous strategies of aquatic and swim activities and demonstrate to
physical educators how to reinforce the social skills of individuals with
ASD and other disabilities.
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The present volume, Psihologia învăţării. Cum învăţă copiii şi adulţii?
(Psychology of learning. How do children and adults learn?), is coordinated
by Georgeta Pânişoară. It came recently into light in 2019 where it was
published by Polirom Iaşi, under the „Psihologia Copilului & Parenting”
collection coordinated by the author herself.
Other authors who have contributed to this collection are: Ruxandra Chirca,
Barbara Crăciun, Violeta Ene, Siliva Făt, Cristina Marina Ghiţă, Florinda
Golu, Ana-Nicoleta Grigore, Iuliana Lazăr, Ovidiu Pânişoară, Nicoleta Laura
Popa, Alexandra Predoiu, and Radu Predoiu. Most of the authors are teachers
currently teaching (assistants, lecturers, senior lecturers, professors, etc.)
either at the University of Bucharest, Faculty of Psychology and Educational
Sciences or at the University of Iaşi, “A.I. Cuza”, Faculty of Psychology
and Educational Sciences. By far this brings about a lot of career experience
in the field of learning in general, as well as metacognitive perspectives.
Georgeta Pânişoară’s previous works focused on certain topics related to:
motivation, career management, education, psychology, etc. Here are some
of the works she wrote or co-authored: Medaliile de succes 2. Şcoala de vis
(“Success Medals 2. Dream School”), Medaliile de succes 3. Marele muzeu
*

Researcher, PhD., Institute of Educational Sciences, Bucharest, Romania.

174

RECENZII

al cărţii (“Success Medals 3. The Great Book Museum”), Cele 7 medalii
ale succesului (“The 7 Success Medals”), Managementul resurselor umane
(“Human resources management”), Copilăria şi adolescenţa. Provocari
actuale în psihologia educaţiei şi dezvoltării (“Childhood and Adolescence.
Current challenges in the psychology of education and development”),
Motivarea eficienţei. Ghid practic (“Efficiency Motivation. A Practical
guide”), Integrarea în organizaţii. Paşi spre un management de success
(“Integration in organizations. Steps towards a successful management”).
The author has also co-authored different educational materials for teachers
or parents: Personality game and Provocarea emoţiilor (“Provoking
emotions”). As one can notice, the author has constantly addressed
challenging topics in her work that support the coordination of the volume.
Looking into this volume, Georgeta Pânişoară has brought together various
fields of interest that one might have not pursued so easily: human resources
management, career management, pedagogy, psychology, and educational
psychology. Our authors discuss various themes which for students, parents,
psychologists, educators, school counsellors and even researchers in the
field of education are of great importance, nevertheless in a single book. In
this respect, the volume looks into common or uncommon typical learning
angles, from childhood until adulthood, the capacity to learn, strategies
approached to learning and how to improve learning from an early age up
to maturity. In this volume, the authors include essential psychological
“clues” for learning such as how to achieve good learning skills for everyday
life. They are summarized through suggestions, questions or
recommendations at the end of each chapter in a way that reminds an effective
lecture where the audience/readers get a final in-depth core knowledge.
The book’s main theme is “learning”, a key factor in anyone’s development,
child or adult: “learning is present to us from birth to the end of life, whether
it is convenient or not” (Pânişoară, 2019, p. 13). What the readers could
recognize is that the emphasis is mainly on the need to find various coping
mechanisms in order to develop a positive psychological “learning strategy”
through behaviour, motivation, creativity, management, etc., to oversee the
multitude of information with which one is confronted every day; aspects
that are underlined throughout the book.
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The main “key” that opens the door over the years for constant “learning”,
improving one’s learning habits or even overcoming certain obstacles
encountered in/during school or outside of their environment, could be “held”
by each individual, in which one has to comprehend the various learning
influences encountered daily in order to cope with them: “all around us
there are learning opportunities. From birth to death, we learn continuously.
Consciously or unconsciously, spontaneously or in a systematic way, directly
or implicitly, we are subjected to various learning influences, which may
impact us or improve us more or less” (Pânişoară & Făt, 2019, p. 15). In
other words, this equation discusses about the relationship between us and
our environment, the influences surrounding us as a modus operandi, in
that from the beginning of our life, we need to understand that the learning
process is somehow determined by the know-how of our learning influences
that are with us until adulthood.
The book contains an introduction, with seventeen short chapters and several
subchapters associated. These chapters could be seen as learning modules,
from the beginning to the end of this volume, chapters and sub-chapters,
that contain subjects that one teaches, as the theme of the title suggests,
where each chapter or subchapter becomes more and more an “educational
approach to learning”, the “substance” needed to give them more
connotations for the readers from a didactical perspective (the tendency to
teach and learn). Equally, as the individual starts to apprehend the world
around him/her, how to eat, walk, write, calculate… they are more and
more aware of what he/she has acquired, how to adapt to knowledge, how
to overcome various learning milestones, even negative ones, during their
life. This allows the individual to have a clearer and more coherent approach
towards learning: “the process of understanding can have a complex and
sinuous path, but it can be, with the help of positive, easier and more pleasant
benchmarks, assisted by an intrinsic motivation, by the psychosocial balance,
by the personal and managerial competences of those who guide this learning
process” (Pânişoară, 2019, p. 14).
Our authors present in these chapters and subchapters definitions,
applications, examples, descriptions, questions, exercises, case studies, etc.,
from both a psychological and pedagogical approach for the readers aspects
which reflect teachers’ perspective, applicable for many areas, such as: child
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development, pedagogy, educational psychology, teacher training, etc. I will
not go into every chapter or subchapter separately, leaving the reader to go
through the volume, as a learning process, since some of them (2nd chapter
through the 12th chapter) follow the same sequence: introduction, theory,
reflection questions, conclusions based on presenting a certain theory.
The first chapter: “Learning. Definition of learning” (Învăţarea. Definiţia
învăţării) consists of an introduction to, as the title suggests, definitions
related to “learning”, simplifying and contextualizing the idea surrounding
this word, alongside with others issues: factors that are involved in learning
(cognitive, biological, etc.), forms of learning (e.g., e-Learning). An easy
statement is provided to the readers related to the fact that we have it in us
to reach the “key hole” of learning and adaptability to make our life easier:
“…learning contributes to the development of personality, a personality
that continuously adapts to the challenges around it. These [challenges] are
more and more substantial and that is why we must be prepared for what
our daily life reserves” (Pânişoară & Făt, 2019, p. 23). If the readers have
questions about their own mechanisms of learning, this chapter offers some
possible answers.
As mentioned above, in the 2nd chapter through the 12th chapter, the authors
provide information about the various learning theories: associationist/
behaviourist (J. Watson, EI. Thorndike, B.F. Skinner, E.C. Tolman), Albert
Bandura’s theory (social-cognitive learning); humanist theories (C. Roger,
A. Maslow); constructivist theories (J. Piaget, L.S. Vygotsky); cognitive
theories (traditionalist, social, cognitivist, multimedia, etc.) (Pânişoară, Popa,
Enea, Ghiţă, Grigore, Predoiu, & Lazăr, 2019, pp. 25-157). Apart from this,
they offer substance about the psychoeducational implications that each
theory addressed following a similar template: questions, an introduction,
the theory undertaken, applications, exercises, etc.
“Forms and styles of learning” (Forme şi stiluri de învăţare) is another
chapter in this volume, where the learning process is explained
comprehensively and where in Florinda Golu’s view, each individual has
the ability to manage his/ her own resources: “knowing how to learn, how
to create and direct your own learning environment requires a good
knowledge of your own personal resources and availability, learning
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objectives and contents, transforming learning into an active, personalized,
creative and constructive process” (Golu, 2019, p. 178). In this chapter, she
reflects upon the perspectives concerning learning, the link between
education and learning, the types and forms of learning, explaining how
some people are very efficient in the way they are in learning, etc. The
author underlines the fact that it is important to know your dominant type
of learning (audio-visual, logical-mathematical, kinesthetic, visual, etc.) in
order to improve your own learning skills, necessary for identifying the
best strategy and resources for learning.
In the thirteenth chapter, “Motivation for learning” (Motivarea pentru
învăţare), we are looking into how to motivate ourselves when we try to
learn. The authors, Georgeta and Ion-Ovidiu Pânişoară, touch upon how
important it is to introduce, cultivate or increase our intrinsic motivation
level in our learning habits from a young age through discovery and
encouragement strategies: “children who learn about their motivation and
others will be able to use the power of learning to grow as successful adults!”
(Pânişoară & Pânişoară, 2019, p. 195). Another main “clue” that our authors
underline, in this respect, is that other key people or factors contribute to
increasing our motivational level, such as: social approval, the need for
affiliation, curiosity/knowledge, exercise, etc. (Pânişoară & Pânişoară, 2019,
pp. 181-195). In other words, the school community, but nevertheless the
family, play an important role in developing our motivation for learning
from a very fragile age until adulthood.
“Creativity” (Creativitatea) is another main subject presented in this volume,
consistent with the main theme of the current issue (no. 2/2019) 1 and with
the inventory of factors that contribute to learning, consequently, creativity
could be developed from a small age depending on: the development of
intrinsic motivation, intelligence, intellectual skills, styles of thinking,
creativity ability innate (mathematics, art, etc.). Apart from what was
mentioned above, the two authors present: definitions associated to creativity,
obstacles in developing creativity, etc. (Predoiu & Predoiu, 2019, pp. 196218).
1

See the Call for paper 2/2019, http://revped.ise.ro/call-for-papers-journal-ofpedagogy-no-2-2019/.
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Although the fifteenth chapter, “The status of learning in the age of
technology” (Statutul învăţării în era tehnologiei) is short, the author
emphasizes the fact that technology gives the individual the ability to select
and adopt the best strategy of learning suited for him/her, an aspect that
should not be neglected considering that our world is permanently changing.
Ruxandra Chirca, the author of this subchapter, reveals George Siemens’s
view on the new learning theory related to “connectivism”. In his opinion,
“learning is a process that takes place within chaotic environments, whose
fundamental elements are subject to permanent changes, which cannot be
controlled by the individual (Chirca, 2019, p. 226). What is significant for
the individual to understand from his point of view is that the information
we acquire in our learning process is actually vital for making lifelong decisions;
information gives us the possibility to adapt easier in a changing world.
Another author in this volume, Barbara Crăciun, emphasizes, in the second
last chapter, “Self-regulated learning and its benefits” (Învăţărea autoreglată
şi avantajele sale), one of the main elements that surrounds the psychological
viewpoint of learning, embracing a wide range of variables that influence
this process, that are intertwined somehow with the chapters above: selfefficacy, will, intrinsic and extrinsic motivation, cognitive strategies,
cognitive reserve, maintaining positive beliefs, controlling emotions, etc. It
is about the “self” and “regulation” if we break up the two words, an aspect
the author pays attention to: “a way of self-direction by which pupils or students
transform their mental skills into academic skills (Crăciun, 2019, p. 246).
The last chapter of this volume was written by Cristina Marina Ghiţă,
“Success and failure in learning. Factors of influence” (Succesul şi eşecul
în învăţare. Factorii de influenţă), as the title suggests, “success/failure”
are aspects associated to learning. The author poses a series of questions to
sketch this chapter: “how to define success in school?”; “what should a
pupil do in order to avoid school failure?”; “does a pupil of success become
an adult of success?”; “how can we overturn learning difficulties”. As an
incentive given by the author, she underlines the fact that each school actor
should have in mind: “the capacity to concentrate, work, resistance to effort,
ambition, enthusiasm and efficiency” when faced with critical moments
(Ghiţă, 2019, pp. 263- 264).
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To sum up, Georgeta Pânişoară’s volume is a “guide” for individuals exactly
as the title suggests, “How do children and adults learn?”, in which various
directions are included for anyone interested (student, teacher or parent)
giving them the capability to understand the learning process in general
from a psycho-pedagogical perspective all together.
Organized interdependently, these chapters or subchapters leave the reader
to manage their area of enlightenment accordingly. In other words, the
volume gives the reader the ability to develop a self-taught angle, to reflect
upon as each chapter or subchapter presents itself, allowing the individual
to read and acquire knowledge at their own pace. Keeping the same
framework in mind, the volume payed attention to offering examples, case
studies, models, support for pupils or students, parents who are looking to
know: “how to identify learning”, “how to approach it”, “how to forsake
failure (even academical ones)”, “how to help their child to achieve learning
strategies”, “how to understand the different psychological mechanism of
learning (e.g., creativity)”, “how to identify the obstacles between different
stages of development (childhood until adulthood)”, etc. With all these
“ingredients” added up in agreement, the authors, evidently, make the process
of learning easier to grasp. I don’t have to underline the fact that, the authors
constantly make the transition from theory to practice, facilitating, equally,
the capacity to help encourage means of learning more through the various
themes assumed throughout this book.
In Romania we can perceive the emergence of this volume of collected
works and useful for a wide range of professions, who are looking into
“learning how to learn or to adjust their learning habits”, by making things
easier as a starting point in responding to various questions, to uphold or to
apprehend particular uncertainties or challenges that teachers face, as for
instance, how to help their pupils’ needs to discover the world around, how
to better learn, etc. The artistic part within this volume is also revealed
through the reflection questions posed at the beginning or at end of each
chapter, without, nevertheless, neglecting to put in various illustrations and/
or scientific contents related to each issue presented.
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