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RESPONSIBILITY IN SCHOOL INNOVATION
THROUGH A RESEARCH-BASED
MANAGEMENT STRATEGY

Daniela Caprioara*

“Ovidius” University of Constanta
Constanta, Romania
ccaprioara@yahoo.fr

Abstract

European and national policies aimed at the development and modernization of
education systems promote innovation across all their components. In response to
these requirements, managers of educational institutions in Romania have made,
and continue to make, efforts to align their missions with the demands of
contemporary society, where digitalization and internationalization represent major
challenges.

This study aims to diagnose the process of innovation in education by addressing
several key research questions: How is innovation understood within the
management of educational institutions? How has the innovation process been
implemented, what factors support it, and what challenges does it face? What
solutions could enhance the effectiveness of innovative measures in schools?
The study, conducted through a questionnaire containing both closed-ended
questions (with predefined or Likert-scale response options) and open-ended
questions, gathered the opinions of 46 teachers holding management positions in
schools (principals, deputy principals, and board members) from the South-East
region of Romania, which was selected for practical and logistical reasons.

The qualitative and quantitative analysis of the collected data yielded several
important findings regarding the effectiveness of the innovation process in
education. Innovation represents an important dimension of institutional
management, and teachers are generally receptive to innovative practices, with
most of them participating in continuous professional development in this area.
However, not all schools have a coherent strategy for innovation in the educational
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process based on a clear and objective analysis of the school’s context, available
resources, and opportunities for change.

Keywords: educational research, responsible innovation, school management,
strategy of innovation.

Rezumat

Politicile europene si nationale privind dezvoltarea si modernizarea sistemelor
de invagamant promoveaza inovarea in toate componentele acestora. Ca raspuns
la aceste cerinte, managerii institutiilor de invatamdnt din Romania au depus si
continud sa depuna eforturi pentru alinierea misiunii institutionale la exigentele
societdtii contemporane, in care digitalizarea §i internationalizarea reprezintd
provocari majore.

In cadrul acestui studiu ne propunem si analizam procesul de inovare in educatie,
pornind de la urmatoarele intrebari de cercetare: Cum este infeleasd inovatia la
nivelul managementului institutiilor de invatamant? Cum s-a desfasurat procesul
de inovare, care sunt factorii care il sustin si dificultdtile cu care se confrunta? Ce
solutii ar putea contribui la eficientizarea mdsurilor inovatoare implementate in
scoala?

Cercetarea, realizatd prin intermediul unui chestionar care include atdt intrebari
inchise, cu raspunsuri predefinite sau de tip Likert, cdt si intrebari deschise,
prezinta opiniile a 46 de cadre didactice cu atributii de management gcolar
(directori, directori adjuncti si membri ai consiliilor de administratie) din regiunea
de Sud-Est a Romdniei, selectata din considerente practice si logistice.

Analiza calitativa si cantitativa a datelor colectate a evidentiat rezultate
importante privind eficienta procesului de inovare in educatie. Acesta constituie
o dimensiune importanta a managementului institutional, iar cadrele didactice
manifestd receptivitate fata de schimbare, majoritatea beneficiind de formare
continud in acest domeniu. Totusi, nu toate scolile au o strategie coerentd de
inovare a procesului educational, fundamentatd pe o analiza clara si obiectiva a
realitatii scolare, a resurselor disponibile si a oportunitatilor de schimbare.

Cuvinte-cheie: cercetare educationald, inovare responsabild, management scolar,
strategie de inovare.
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1. Introduction

Innovation in the education process is not an option. It is becoming a necessity
in the context of accelerated changes at all levels of society, because in a
competitive market with a globalized economy, innovation is the soul of
competitiveness (Mihai & Titan, 2014). For schools, as institutions responsible
for formal education, innovation represents a priority. Policies at European and
national level set clear directions in this regard. Thus, the European Parliament
Resolution on the modernization of education in the EU states that “the changing
educational reality and related challenges underline the potential offered by new
information and communication technologies (ICT) and innovation as tools that
offer new opportunities in the field of education, responding more effectively to
the individual needs of learners (including special learning needs), increasing
flexibility in learning and teaching processes, personalization and responsibility,
as well as promoting interactive forms of cooperation and communication”
(European Parliament, 2018, p. 12).

Research and innovation, both conditions and effects of quality education,
arerelevant and beneficial aspects for a society in which knowledge represents
“a fundamental economic resource and a source of citizens’ well-being”
(p- 12). Thus, the European Commission and the Member States are called
upon to support teachers to incorporate innovation and technology into
teaching by strengthening their digital skills, by providing more in-service
training and by developing online communities and open-access educational
resources and courses. In this context, Romania must face the challenges
of the modern world — a global, competitive and technological world, in
which innovation and technological evolution take place at an increasingly
rapid pace, a world in which the ability to adapt quickly — for individuals and
society alike — makes all the difference (Administratia Prezidentiala, 2021,
p- 4). For this reason, quality education is needed, the benefits of which at a
societal level have materialized in “economic development, global
competitiveness, innovation, social cohesion, increased civic involvement”
(Administratia Prezidentiala, 2021, p. 5). Modernizing the school for the 21st
century takes more than curricular reform; it takes systemic transformations
across every dimension of the school. The focus will be placed on a key factor:
the quality of teachers’ professional development, which constitutes a
prerequisite for all other educational changes (Javrha & Kalina, 2010).
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The broad country project contains “twelve desiderata for an educated
Romania, on the horizon of 2030”, including “a professionalized and
innovation-based educational management” (Administratia Prezidentiala,
2021, p. 14), which will ensure the efficient functioning of a modern education
system. This professional educational management can “implement, monitor
and provide feedback to public policies in education, in all educational units”
(p. 14). The research highlights the fundamental role that managers of
educational institutions have in realizing the innovation process in education,
because school reform and modernization require the emergence of a
collective will (at the institutional and social level) that desires and supports
these processes. They have to have transparent and concrete goals, which
are vitally linked to the local environment and other partners (Javrha &
Kalina, 2010).

As part of the national strategy outlined in the Educated Romania (Romdnia
educata) project, the professionalization of educational management and
the establishment of governance are grounded in the principles of “integrity,
quality and equity”. This involves “the creation of initial and continuous training
programs for education managers, their selection through competition and
the separation of the economic-administrative management of schools from
the educational one” (Administratia Prezidentiala, 2021, p. 16).

2. Conceptual background

Starting from the basic term “innovation”, which generally refers to the
introduction of change, educational innovation refers to the process of
transforming educational institutions (schools, universities, etc.), which must
evolve and adapt in order to fulfil their main mission: preparing pupils and
students for a complex, interconnected world characterized by rapid technical,
cultural, economic, and demographic changes (European Commission,
2023). Innovation in education is closely linked to the development of digital
technology. While many would argue that much good comes from this
process, there is increasing recognition of the risks and downsides of
innovation (Greenfield, 2017, Lanier, 2010, as cited in Bates et al., 2019).
Thus, innovation in education is often perceived as being synonymous with
the introduction of digital technology “pursuing newness at all costs, as
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production for its own sake without reflecting on the wider consequences”
(Bates et al., 2019, p. 2). This fact led to “responsible innovation”, defined
as “taking care of the future through collective stewardship of science and
innovation in the present” (Owen et al., 2013). According to the same authors,
“science and innovation have not only produced understanding, knowledge,
and value (economic, social, or otherwise), but also questions, dilemmas,
and unintended impacts”. Responsible innovation highlights four key
components, namely anticipation, reflexivity, inclusion, and responsiveness
(Stilgoe et al., 2013) and can be genuinely transformative and constructive,
“an alternative lens that can be used to increase the positive impact of
technological solutions and reduce the risk of unintended consequences
challenging the success of the innovation in the future” (Bates et al., 2019,

p- 3).

According to the Organisation for Economic Co-operation and Development
(2025), responsible innovation refers to an ethical and trustworthy process
of technological development grounded in democratic values, aimed at
addressing societal needs, and committed to generating benefits for society.
Integrating this paradigm into the development of emerging technologies
helps align research, transfer and commercialization processes with social
interests and priorities. Jirotka et al. (2017) argue that responsible research
and innovation aim to ensure that the processes and outcomes of research
are aligned with societal values, and for Stahl et al. (2023), responsible
innovation can be understood as a process of increasing mutual
responsiveness between societal actors and innovators that is meant to lead
to increased acceptability, sustainability and societal desirability of innovation
processes and outputs.

Thus, responsible research and innovation aims at “making new technologies
work for society [...] without causing more problems than they solve” and
is based on the following principles: research and innovation for social values,
considering all impacts, stakeholders’ participation, governance and
transparency (European Commission, 2016, p. 14).
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3. Methodology

The study was conducted on a sample of 46 participants, consisting of teachers
with various managerial responsibilities in pre-university educational
institutions, including principals (59%), deputy principals (30%), and board
members (11%). All categories of educational institutions are represented,
including primary and lower secondary schools (35%), combined
kindergarten, primary and lower secondary schools (15%), high schools
(28%), colleges (high school level) (7%), vocational schools (2%), and
institutions providing all levels of instruction (13%). From the point of view
of the residential environment of the educational units, the group is divided
into 50% rural and 50% urban, and according to the number of students in
the educational unit, the largest representation in the research group consists
of units with a number between 500 and 1000 students (48%), the rest being
distributed as in the figure below.

Figure no 1. Distribution of the batch of participants according to the number
of students in the educational unit they represent
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Participation in the study was voluntary, and the research was conducted
using the opinion poll method. Data collection was conducted in two stages:
the first consisted of administering a paper-based questionnaire composed
of items of different types (with response options, Likert-scale items, but
most of them open-ended, in order not to influence the respondents’ answers
in any way). The items were developed based on the four pillars specific to
Responsible Innovation (anticipation, reflexivity, inclusion, and
responsiveness). After completing the questionnaire, three focus groups were
organized (the sample being divided into three groups), in which respondents
were able to further develop and elaborate on some of the questionnaire
items (e.g., the relevance of an innovation strategy at school level, and the
enabling factors and obstacles in the innovation process). Therefore, the
data obtained through the two research methods are complementary. The
structure of the sample according to managerial experience describes a
Gaussian frequency distribution curve (see Figure no. 2).

Figure no 2. Distribution of the group of subjects by experience in institutional
management
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According to other variables that we considered relevant for our study, the
structure of the subject group is presented in Table no. 1.

Table no 1. Structure of the subject group

Variable Frequency
Specialty Mathematics and Natural sciences 26%
Language and communication 17%
Social studies 17%
Primary and preschool teacher 17%
Vocational (theology, physical 11%
education)
Others 11%
Gender Female 80%
Male 20%
Level of Teaching degree | 82%
training Teaching degree 11 11%
PhD 7%
Age Under 25 2%
25t035 11%
36 to 50 46%
Above 50 41%

4. Results and discussion

The way in which school managers relate to the concept of innovation defines
the direction in which this process is implemented at the level of educational
units. The responses provided by the study participants outline four conceptual
categories, summarized in Table no. 2.

Table no 2. Distribution of responses to the item “What is, in your view,
innovation in education?”

Category Frequency
adaptation to individual and societal needs 35%
optimization, efficiency 26%
digitalization 24%
openness to novelty 17%
no answer 4%

We note that multiple responses were possible for this question. The largest
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proportion (35%) falls within the category of respondents for whom innovation
in education refers to adapting the school to the needs of students and society,
as shaped by current changes. In other words, innovation in education is
understood as ensuring “a new school for a new society,” a perspective we
consider pertinent. However, this requires a thorough understanding of the
characteristics of a society increasingly dominated by digital technology, on the
one hand, and of the structural and functional dimensions of the education system,
on the other hand.

In the next position, 26% of respondents define innovation in education in terms
of optimizing and increasing the efficiency of the educational process, with an
emphasis on the use of existing school resources. A similar proportion (24%)
corresponds to respondents who associate innovation in education with
digitalization processes and the implementation of technologies. Finally, 17% of
the managers included in the study define innovation as “openness to the new,”
without further specification of its meaning.

The next item asked respondents to assess, on a scale ranging from not
at all (0) to a very high extent (5), the level of innovation across the main
dimensions of the educational process in the schools they represent. Based on
the data summarized in the diagram below (Figure no. 3), we observe that, at

Figure no 3. The corresponding levels of innovation in the educational units
represented in the study
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the extremes, the integration of technological resources records the highest
mean value (4.6), while curriculum innovation registers a lower mean value
(3.1). At a relatively close level is the innovation of teaching methods, with a
mean score of 3.4.

When asked about the factors supporting the innovation process in schools,
74% of respondents referred to European-funded projects (most frequently
PNRR, PNRAS, and Erasmus+), used for the equipment and modernization
of schools (with the support of local authorities) and/or for the professional
development of teaching staff (through training courses or participation in
mobility projects). In 52% of the responses, reference was made to the
support received for digitalization as an element of innovation in education.
Corroborating the data recorded for the three items, we may conclude that
innovation in the schools participating in the study is understood primarily as
the introduction of digital technology and modernization, supported by
community funding. In our view, this aspect is necessary for the innovation
process, but not sufficient. Technology should not be regarded as an end in
itself, but rather as a tool for ensuring a high-quality teaching process.
UNESCO Strategy on Technological Innovation in Education (2022-2025)
promotes individual-centred technological innovation in education, with a
view to ensuring equitable, inclusive and quality education, as well as universal
access to lifelong learning. “Technology should be designed to serve people
in accordance with internationally agreed human rights frameworks and
principles” (UNESCO, 2021, p. 1). Technological innovations in education
must contribute to “more just, equitable, peaceful, and sustainable knowledge
societies” (p. 1). One of the areas of action is enhancing the quality of
teaching and learning (UNESCO, 2021).

One of the most thought-provoking questions in the questionnaire, as also
highlighted in the focus group discussions, concerned the existence of an
innovation strategy developed at the school level. For this question,
respondents could choose one of the following options: No; No one required
it of me; I did not think about it; Yes, on my own initiative; Yes, it was
required of me; Other answer. The responses were subsequently grouped
into three categories: Yes, No, and Other answer, as shown in the diagram
below (Figure no. 4).
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Figure no 4. Frequency distribution for the item: Is there an innovation
strategy at the educational unit level?

One can notice that the affirmative answers (39%) are somewhat balanced
by the negative answers (44%), in favour of the negative ones. A significant
part of the respondents (17%) selected the option “other answer” without
providing further details, suggesting that there is no clearly outlined and
assumed innovation strategy at the level of the educational unit. The 44% of
the negative answers are divided into two subcategories: 24% who chose
the answer option “No”, respectively 18% who opted for the option “I didn’t
think about it” and 2% (one respondent) who chose the option “No one
required it of me”. In the “Yes” category, 39% of respondents are divided
into 37% who stated that they have such a strategy on their own initiative,
and 2% (one respondent) who indicated that “It was required of me.” From
the responses provided to the subsequent question, in which respondents
were asked to detail or justify their choice, only two respondents (4%) among
those who stated that they have an innovation strategy on their own initiative
indicated that this strategy is a clearly defined component of the management
strategy documents (Institutional Development Plan). In the other cases,
“there is no written document” in this regard, but innovation is implicitly
embedded in the actions carried out at the school level. This indicates that
school managers are concerned with school innovation and support
educational policies for innovation in education, even in the absence of a



18

specific innovation strategy. This approach is based on a realistic analysis of
resources and needs at the school level (the SWOT analysis being a highly
useful tool in strategic management, as it confronts the internal and external
conditions of the institution).

Another question targeted the managers’ perception of the link between research
and innovation in the educational field. A very large proportion of respondents
(89%) indicated, in various forms, that there is a connection between the two
concepts (“close relationship” — 26%, “innovation implies research” — 46%,
and “interdependence” — 17%). In general, respondents emphasized the
importance of research for the innovation process in education, stating that

tE N3

“without research we will not know what to innovate”, “research provides data
for the innovation strategy”, “thorough research is necessary to successfully
implement any change”, etc. However, for the most part (59%), this research
occurs only on the elaboration of the methodological-scientific paper for obtaining
the Teaching Degree I', without it being a current practice within the school.
For the remaining 37% of respondents, educational research consists, in most
cases, of participation in professional development programmes/continuous
training courses, workshops, round tables, symposia, conferences, educational
projects, and experience exchanges. The table below summarizes the answers
to the questions in the questionnaire regarding the connection between research
and innovations in education.

Table no 3. Frequency distribution for the variable “link between research
and innovation in education”

Item Frequency
There is a connection (close,
How do you see the connection inter-conditioning, innovation 89%
between research and innovation in | requires research)
education? There is no connection 2%
No answer 9%

Only in the context of
professional teaching
development (through the 59%
At what level is educational preparation of Teaching Degree
research conducted in your school? | 1 papers)

It is a common practice in
school

Another answer 4%

37%
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The Law no. 198/2023 on Romanian pre-university education, Chapter IIL
Professional profile and roles of teaching staff, art. 167(1) establishes
the roles of the teaching staff, in the professional career, necessary for
carrying out the educational activity under optimal conditions. Among these,
paragraph f) specifies that it is a “promoter of innovation in education”.
Therefore, teaching staff are called to support and promote the innovation
process in education, being the most important factor in translating innovations
in education into visible effects on the outcomes of the process, namely the
competencies of its direct beneficiaries, i.e., students. In our opinion, this
represents the final and most important segment of the innovation process:
the teaching—learning process carried out within the teacher—student
interaction, for which the teaching staff should have all the resources
necessary to regulate and optimize it. Among these resources, an essential
role is played by the educational research competence. This is materialized
through a critical/reflective approach to the elements of innovation and an
objective evaluation of the effects/results obtained, in relation to real and
sustainable expectations and needs, at the individual and social level. For
responsible innovation, educational research should be a fundamental
dimension of the teaching competence and a current practice in school, a
fact contradicted by the answers provided by the respondents.

Moreover, Law No. 198/2023 on Romanian pre-university education, Chapter
XVI Rights and obligations of pre-university education personnel,
stipulates in Article 222 the right to professional initiative, which consists
in [...] ¢) putting into practice innovative ideas for the modernization
of the education process. However, among the factors identified as
difficulties/obstacles to innovation in schools, 48% of respondents referred
to teachers, citing resistance to change among some of them, as well as the
reluctance — particularly among older teachers — to use digital technology
and/or to implement new teaching methods (e.g. “reluctance of some older

LR INA3

teachers towards new teaching methods and/or technology”, “resistance to
change”, “outdated mentalities and inertia of teachers to accept change”,
“reluctance and unavailability of some teachers”). By comparison, only 37%
of respondents mentioned teachers as a support factor in innovation in school,
through participation in advanced training courses and practical
implementation of innovative elements in the classroom (digital technology

and teaching methods). In our opinion, there is a persistent lack of confidence
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on the part of some teachers in educational innovation, which also comes
from the lack of an innovation strategy at the institutional level, understood
and assumed by the entire teaching staff.

The innovation strategy at the institutional level also includes risk management.
When asked about the risks that may be associated with the innovation
process, the answers fell into the following categories: negative effects on
the health and well-being of students and teachers, mainly with reference to
the excessive use of technology (21%); ethical problems among students,
namely the accentuation of the differences between urban and rural
environment, or the socio-economic status of families (11%); disruptions to
the educational process (37%) in various ways, including “deepening chaos
in the system”, “failure”, “not obtaining the desired results”, “innovation for
the sake of change”; loss of valuable traditional practices (14%). It is worth
mentioning that 12% of the respondents did not give any answer, and for 2%
there is no risk associated with innovation. Several answers were possible
to this question. We identify, among these responses, defining elements of
responsible innovation (Bates et al., 2019), particularly from the perspective
of anticipating the risks associated with the innovation process, which can
be managed through an institutional-level strategy that takes into account
specific contextual characteristics.

It is also worth noting that 98% of the respondents indicated that the innovation
of teaching methods must be done selectively and not by replacing the
traditional ones with new ones. The arguments most frequently invoked are
the continued use of traditional methods that are still effective, alongside the
complementary introduction of new methods (“we do not want to create
another school, but a better school”, “what is good should not be changed
just for the sake of change”).

Through participatory institutional management, the risks associated with
innovation in education are identified and analysed, and measures are designed
to anticipate and mitigate or eliminate potential effects. As a result, the degree
of involvement and accountability of teachers in the educational innovation
process is expected to increase.
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5. Limitations of Research

Caution is required in generalizing the results, taking into account the size and
regional nature of the group of subjects included in this research. Future studies
conducted by expanding the geographical area and implicitly expanding the
group of subjects could provide a much clearer picture and more conclusive
results regarding the situation of innovation in education at the national level.

6. Conclusions

In this broad and complex process of school transformation, we consider
the question “Where are we?”” to be pertinent. Therefore, we have undertaken
a diagnostic research process, aimed at identifying possible solutions that
would streamline the innovation process, recognize the joint effort, and
compensate for the resources invested (human, material, time, etc.). We
aimed to highlight what is well done and to identify aspects that can be
improved. Obviously, we do not claim to have conducted an exhaustive study;
however, we consider that the data collected from the sample are largely
relevant, pertinent to the research objectives, and constitute valuable
benchmarks for a sound analysis of the management of the innovation process
in education in the south-eastern area of Romania.

The results of the analysis are summarized in a few main conclusions:

* FEuropean policies on innovation in education are reflected in national-level
decisions and supported by non-reimbursable funding projects aimed at
the modernization of schools and their digital equipment;

* the training of teaching staff is generally a priority at school level, being
encouraged by educational policies and supported both legislatively and
financially through non-reimbursable funding projects;

* staffinvolved in educational management (principals, deputy principals, board
members) are concerned with innovation at the level of educational units;

* innovation tends to occur predominantly in a top-down manner, often
imposed in accordance with national strategies, with limited scope for
adapting these changes to the concrete, context-specific needs of
educational units, in the spirit of responsible innovation, and without a
clearly defined strategy with personalized targets and objectives.
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Even though they are not always integrated into a formalized strategy, there
are some local innovation initiatives at the level of educational units. Therefore,
to streamline this process, we consider it necessary to:

* encourage and support the strategic management of innovation at the
level of educational institutions, based on research and analytical tools
for identifying existing needs and resources (i.e., SWOT analysis), as
well as for assessing the effectiveness of actions taken at institutional
level, in order to balance investment and outcomes, in line with the
principles of Responsible Research and Innovation, as “an approach for
making research and innovation a collaborative, intergenerational and
democratic process” (Rodriguez et al., 2018, p. 1255);

* encourage and support initial and continuous training of teachers for
educational innovation, by developing a critical and reflective attitude, a
“critically responsible teacher” (Javrha & Kalina, 2010), in the spirit of
responsibility in innovation, based on the results of educational research
on the efficiency of technology and innovative practices in classroom teaching,
taking into account the fact that “one important aspect of responsible
innovation is to provide training on its principles and practices to current
and future researchers and innovators” (Stahl et al., 2023, p. 1);

* shift the focus from innovation as an end in itself to innovation as a
means to increase the quality of education.

In conclusion, innovation in education is necessary, but for it to be effective,
it must be grounded in clear answers — based on research findings — to a
series of questions: What do we innovate? Why do we innovate? When
do we innovate? How do we innovate? With what results do we innovate?

Note

! The continuous professional development of teaching staff in Romanian pre-university
education, in accordance with Law No. 198 of July 4, 2023, on Pre-university Education,
Chapter VIII, stipulates in Article 185(2) that career advancement is achieved by
obtaining Teaching Degree II, Teaching Degree I, and the title of emeritus professor.
Pct (8). The evaluation for obtaining the teaching degree I includes [...]. ¢) the
development of a methodological-scientific work, which includes educational
resources developed by the teaching staff, based on micro-research applied at the
level of teaching activity under the guidance of a scientific coordinator [...].
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Abstract

The integration of technology into the educational process led to changes in
educational goals by emphasizing the development of key competences necessary
for integration into the labor market, including digital competence. The changes
targeted both the school curriculum and the reforms needed to update it, as well as
teaching practices aligned with a student-centered paradigm. This research aims to
investigate, through a systematic analysis of the specialized literature, effective
teaching practices for developing digital competence in primary school students, as
well as the factors that influence these practices. We analyzed the following aspects:
types of professional development programs for teachers which have proven
effective in the long term, determinants that influence the teachers’ digital
competence level, the teaching practices used to develop digital competence in
young students and their impact on the learning process. We also analyzed the
barriers encountered in integrating technology and ensuring digital equity. The 29
included studies were selected from international databases (WoS, ProQuest,
ScienceDirect), and the review process followed the PRISMA reporting guidelines.
The results of the research highlighted that training programs that included applied
activities, mentoring, collaborative learning, or those leading to the formation of the
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practice communities were the most effective. The level of development of teachers’
digital competence is influenced by both personal characteristics and institutional
factors. The development of digital competence in primary school students is a
complex process that involves educational policy, teacher professional development,
institutional factors, and teaching practices tailored to specific age levels.

Keywords: curriculum reforms, digital competence, digital equity, teacher professional
development, teaching practices.

Rezumat

Integrarea tehnologiei in procesul educativ a condus la schimbari in ceea ce
priveste finalitatile educationale, prin accentuarea formarii competengelor-cheie
necesare pentru integrarea pe piata muncii, inclusiv competenta digitala.
Schimbarile au vizat atdt curriculumul scolar si reformele necesare actualizarii
acestuia, cat si practicile didactice adaptate unei paradigme centrate pe elev.
Prezenta cercetare isi propune sa investigheze, printr-o analiza sistematicd a
literaturii de specialitate, care sunt practicile didactice eficiente pentru formarea
competentei digitale a elevilor din ciclul primar, dar si factorii care le influenteaza.
Au fost analizate urmatoarele aspecte: tipurile de programe de dezvoltare
profesionala destinate cadrelor didactice care s-au dovedit eficiente pe termen
lung, factorii care influenteaza nivelul competentei digitale a profesorilor,
practicile didactice utilizate pentru formarea competentei digitale la gcolarii
mici §i impactul acestora asupra procesului de invdtare, dar si barierele
Intampinate in integrarea tehnologiei si asigurarea echitatii digitale. Cele 29 de
studii incluse au fost selectate din baze de date internationale (WoS, ProQuest,
ScienceDirect), iar procesul de revizuire s-a realizat folosind metoda de raportare
PRISMA. Rezultatele obtinute in urma cercetarii au evidentiat faptul ca programele
de formare care au inclus activitati aplicative, mentorat, bazate pe invatare
colaborativa sau care au condus la formarea unor comunitati de practica s-au
dovedit cele mai eficiente. Nivelul de dezvoltare a competentei digitale a
profesorilor este influentat atdt de caracteristici personale, cat si de factori
institutionali. Formarea competentei digitale a elevilor din ciclul primar este un
proces complex, care implica atat elemente de politica educationald, pregatire
profesionald a cadrelor didactice, cdt si factori institutionali ori practici didactice
adaptate specificului nivelului de varsta.

Cuvinte-cheie: competente digitale, echitate digitala, formare profesionald
continud, practici didactice, reforme curriculare.
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1. Introduction

The development of society, in its current form, was made possible by the
widespread use of the latest technological systems across multiple fields,
which have facilitated considerable progress in a relatively short time. The
introduction of technology into educational systems was a natural step, given
the need to prepare students, the future full-fledged citizens, able to be active
and integrated members of society (European Commission, 2019). These
changes have led to a rethinking of the purposes of the school curriculum
and teaching practices, aligning them with current realities and the necessary
preparation for entering the labor market, while also developing skills in
digital technology use (Vidal-Esteve & Martin-Gomez, 2023).

Despite all the benefits that digital technology brings to daily activities, its
integration into the educational process is not at the expected level. In some
developed countries, where school digital equipment is at a high level,
technology is not integrated into teaching practice as anticipated (Lomos et
al., 2023) due to low levels of digital competence among teachers or to
curricular integration that is not adapted to the context.

Teachers are, for the most part, digital immigrants (Prensky, 2001). The
teacher’s digital competence refers to “general digital competences for life
and work and educator-specific digital competences to be able to effectively
use digital technologies for teaching” (Redecker, 2017, p. 15). Some of them
had a positive attitude toward technology in general and an easy embrace of
new things due to their awareness of their usefulness (Fiitterer et al., 2023;
Saez-Lopez et al., 2024), while others showed a certain reluctance.

The integration of Information and Communication Technology (ICT) content
into the school curriculum has led to the emergence of new teaching methods
and strategies, which have been subscribed to the field of digital pedagogy
(Cucos, 2023; Friend et al., 2015; Istrate, 2022). Considering that it is a
recently conceptualized area that is encountered in teaching practice at all
levels of education, the need has arisen for teachers to familiarize themselves
with the new concepts through continuous professional development courses
and mutual support within practice communities (Pongsakdi et al., 2021;
Vaitdja, 2023).
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One of the biggest challenges is integrating technology at the primary school
level to develop digital skills in young school-age students. In Romania, the
students’ digital competence is defined as “the assembly of key competencies
which aim to prepare graduates for facing current challenges in both personal,
and professional plan” (p. 1) and covers six areas: digital literacy, digital
communication and collaboration, creating digital content, cyber security,
and responsible use of technology (Ministerul Educatiei, 2024). Although
there are numerous types of digital educational resources (DER) adapted to
the age level (Van Allen & Katz, 2019), the specific nature of cognitive
development in primary school children requires additional attention in
designing activities, selecting relevant resources, and using them creatively
and effectively. It is not enough to form an algorithmic mental pattern (Chen
et al., 2017); it is necessary to stimulate students’ curiosity and creativity
through engaging learning experiences (Sherwood et al., 2024).

Considering all these aspects, which need to be taken into account when
implementing curricular changes, this systematic literature review aimed, as
main objectives, to identify the teaching practices through which the digital
competence of primary school students is formed, as well as the factors that
facilitate or hinder the integration of digital technology in primary education.

1.1. Teaching practices for developing digital competence

The development of digital competence in schools, starting from the primary
cycle, involves, in addition to legislative and curricular changes, modifications
to teaching practices to integrate activities aimed at developing it (Arruda &
Kerres, 2024).

Taking into account its definition (as stated in the DigComp reference
frameworks — transposed in Romania through DigCompRo and detailed for
students through Order no. 6466/30.08.2024), we can observe that digital
competence represents more than just the simple operation of technological
tools. This includes the knowledge, skills, and attitudes necessary to use
digital technologies confidently, critically, creatively, and ethically, to solve
problems and create digital content (Ferrari et al., 2012). This is included in
the National Curriculum for primary school students and in the graduate
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training profile for primary school students, and states that they should be
able to “utilize digital devices and applications for learning purposes, with
support from adults”, and “develop simple digital content in the context of
learning activities”. This should be done “respecting basic safety rules in the
use of devices, applications, digital content and the internet” (Institutul de
Stiinte ale Educatiei, 2015, p. 4). Banut and Albulescu (2024) counted the
number of examples for learning activities in the Romanian current primary
school curriculum, which would help children develop their digital
competences. They found that the references regarding learning activities
that use technology are scarce (28 in number, less than 2% of the suggested
activities for each learning year).

All these references and current teaching practices are insufficient for
achieving this competence, as it is described in the graduate training profile.
Moreover, the only study regarding the Romanian students’ digital competence
(Iancu & Iliescu, 2023) revealed a minimum functional level for this school
level.

The development of primary students’ digital competence is directly linked
to the teacher’s ability to implement student-centered digital pedagogy. The
emphasis should not only be on integrating digital tools available for this level
of education into the educational process, which can be easily accessed by
most teachers, but also on how these tools are used to develop students’
digital competence.

There are several theoretical models that have proven efficient in integrating
technology into the educational process. One of these is Technological
Pedagogical Content Knowledge (TPACK), developed by Mishra and
Koehler (2006), that provides a coherent framework for technology
integration. TPACK results from the intersection of three main domains:
Pedagogical Content Knowledge (PCK), Technological Pedagogical
Knowledge (TPK), and Technological Content Knowledge (TCK).
Implementing this model requires having a solid understanding of the subject,
good knowledge of the way students learn, selecting appropriate teaching
strategies and digital tools that facilitate a more engaging learning experience.
Bratland et al. (2023) emphasize that, although teachers declare an openness
to using technology in the educational process, its integration is only done
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sequentially, as support within lessons conducted using traditional methods.
Moreover, in most situations, student involvement consists only of completing
routine tasks focused solely on familiarization with digital technology, rather
than on digital literacy, digital citizenship, internet safety, or problem-solving.
However, research shows that teaching practice changes in contexts with
methodological, technical, and institutional support.

Even when teachers benefit from support in terms of equipment and access
to technology, inadequate or insufficiently practical continuous professional
training can be one of the factors hindering the integration of technology into
practice (Lomos et al., 2023). The most effective courses are those in which
theoretical training is followed by practical application, with teachers
implementing what they have learned in the classroom (Loureiro et al., 2024).
A natural next step is mentoring, in which the trainer or fellow trainees
provide support to improve or diversify teaching practices. Furthermore,
communities of practice represent a way to ensure the continuity of new
approaches (Véaitéja, 2023). Pflaumer et al. (2021) observed that teachers
who participated in interactive workshops and practiced using digital
educational games integrated the concepts more easily into their daily
activities. The integration of new concepts is influenced by the following
aspects: the relevance and the applicability of the training content; peer
support and a collaborative culture; the time allocated for testing and
reflection; the existence of professional practice communities (El-Hamamsy
et al., 2024; Jaipal-Jamani et al., 2015; Vaitdja, 2023).

In addition to changing the way continuous professional development for
teachers is conducted, one of the most discussed and analyzed changes
involves the introduction of ICT elements and concepts of algorithmic
thinking as essential parts of the education of children and students, starting
from the preschool level, given the alignment with the recommendations of
the European Commission. In many countries, programming and computer
science elements have been introduced into the curriculum, with these
subjects offered as separate subjects or integrated into existing subjects
(van der Vlies, 2020). Thus, changes have emerged not only in the
reformulation of the taught content but also in the reconfiguration of
educational objectives and methodologies.
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Also, there has been an increased interest in collaborative, problem-solving,
interdisciplinary projects and real-world task-based learning approaches (Hsu
et al., 2019; Searle et al., 2023). In this way, technology is used to develop
skills applicable in the real world, not just for identifying and accumulating
new knowledge. Studies conducted in Germany and Norway (Pflaumer et
al., 2021; Yang, 2022) highlight curricular changes aimed at supporting digital
literacy, developing algorithmic thinking, and implementing work tools adapted
to the primary cycle.

For the sustainability of changes at the educational system level, in curricular
and methodological plans, it is necessary for technology to be integrated into
regular teaching practice, not just treated as a one-off innovation. In many
situations, teachers are forced to integrate technology into the educational
process without having adequate methodological or technical support (Raihan
etal., 2025).

In the Romanian context, where there is a desire to accelerate digitalization
across all levels, including the educational field, from the primary cycle onward,
itis necessary to investigate how this can be achieved in an efficient, equitable,
and sustainable manner.

Before implementing legislative and curricular changes in teaching practice,
it is recommended to first analyze the conditions under which they can be
applied and their determinants.

In this regard, the present research aims to explore the conditions necessary
to move beyond the stage of using technology as support and transform it
into an integrated and sustainable component of the instructional-educational
process, addressing the following questions:

R.Q.1. What are the factors that influence the digital competence level of
primary school teachers?

R.Q.2. What types of training and professional development programs for
teachers have proved effective in the long term for integrating digital
technology into primary-level teaching practice?

R.Q.3. What types of barriers do teachers encounter in integrating technology
into primary teaching practices, and what are their reasons?
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R.Q.4. What models of technology integration are effective for developing
the digital competence of primary school students?

R.Q.5. How does the integration of technology influence the learning process,
algorithmic thinking, or creativity of young school-age students?

The results of this research can be useful to decision-makers in countries
undergoing digitalization, such as Romania, to implement efficient, coherent,
and viable changes.

2. Research methodology

For this research, the focus was on classroom pedagogical practices for
developing digital competence in primary school students and the factors
that influence them. The study was conducted using the systematic literature
review method (Higgins et al., 2024; Randles & Finnegan, 2023), while the
reporting of the selection of studies included in the analysis was done using
the Preferred Reporting Items for Systematic Reviews and Meta-Analyses
(PRISMA) (Haddaway et al., 2022).

2.1.  Eligibility criteria for studies

The search and selection of studies were conducted in May 2025, using the
following databases: Web of Science (WoS), ProQuest, and ScienceDirect.
To ensure the credibility of the analysis, from all the studies conducted on
this topic, only articles published in the last 10 years (2016-2025), in English,
that have undergone the peer-review process, with free access for viewing,
and that have addressed the subjects were selected: educational research,
scientific research, teaching methods, teaching, educational technologies,
and key competencies. For each of the three mentioned databases, the
following combination of keywords was used: (“digital teaching practices”
OR “digital instructional practices” OR “digital pedagogical practices”) AND
“digital pedagogy” AND (“primary school curriculum” OR “elementary
curriculum” OR “elementary education”) AND “development of digital
competencies” AND “curriculum integration”. The table below lists the
inclusion and exclusion criteria for the search.
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Table no. 1. Selection criteria for the included articles

Inclusion criteria Exclusion criteria
Published between 20162025 Published before 2016
Published in English language Published in other languages
Subjects: Educational research, Scientific Other subjects

research, Teaching, Teaching methods,
Educational technologies, Key competences
Free access Payment for the article

Peer-reviewed Not peer-reviewed

Source: https://estech.shinyapps.io/prisma_flowdiagram/

Figure no. 1. Reporting selected studies using the PRISMA flowchart
(Haddaway et al., 2022)
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The initial search of the databases using the keywords revealed a total of
12,204 articles (WoS = 6272, ProQuest =4367, ScienceDirect = 1565). The
application of inclusion criteria in the automated research selection reduced
the number of articles to 10,490. Of the remaining, 70 were eliminated as
duplicates of other articles.

After each refinement of the search, 1714 articles remained. After reviewing
the title and/or abstract of the studies, 112 articles were selected for in-depth
analysis. Of those, 20 were eliminated because they could not be accessed.
The remaining 92 articles were carefully analyzed, and it was found that 50
of them represented research conducted on students under the age of 6 or
over the age of 11 (ages considered for kindergarten children or middle
school students in Romania), two studies represented systematic literature
reviews, 5 of them did not refer to the proposed topic for this analysis, but to
other research topics, and 6 of them were articles presenting exclusively
theoretical aspects of the targeted theme, rather than articles resulting from
applied research. Thus, 29 articles were selected for the present analysis.

2.2.  Data extraction and content analysis

From each selected study, the following information was extracted: research
method, number of subjects, the country where the research was conducted,
the theoretical framework followed, the purpose and the research questions.
In the end, a brief description of the results obtained was provided (Appendix).
The selected research studies were conducted worldwide to obtain a global
perspective on teaching practices. Most of the research was conducted in
the United States of America (six studies), followed by Spain (four studies)
and Norway (two studies). From the other countries, only one study was
selected.
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Source: https://app.datawrapper.de/

Figure no. 2. The geographical distribution of research

The analysis of the content and subjects of the selected studies led to their
grouping into several main themes, presented in Table no. 2.

Table no. 2. Main themes of the selected articles

Main theme

Authors

Teacher’s digital competence

Akayoglu et al. (2020); Besic et al. (2025); El-Hamamsy
et al. (2024); Lomos et al. (2023); Loureiro et al. (2024);
Siddiq & Scherer (2016); Teidla-Kunitsdn et al. (2023);
Vidal-Esteve & Martin-Gomez (2023); Xie et al. (2023)

Training and professional
development of teaching staff

Callaghan et al. (2018); Cepi¢ & Pejic Papak (2021);
El-Hamamsy et al. (2021a); Killen et al. (2023);
Sherwood et al. (2024); Viaitija (2023)

Didactic innovations and the
integration of digital technology
(including emerging technologies) in
pedagogical practices

Abedi (2024); Alenezi & Alfaleh (2024); Area-Moreira
et al. (2016); Arruda & Kerres (2024); Banut &
Albulescu (2024); Bratland et al. (2022); Hsu et al.
(2019); Novak et al. (2024); Ramirez et al. (2023);
Rogne et al. (2024); Searle et al. (2023)

STEM education and the
development of algorithmic thinking

Banut & Albulescu (2024); El-Hamamsy et al. (2021a);
Novak et al. (2024); Pflaumer et al. (2021);
Vandenberg et al. (2020)

Inclusive education and digital
equity

Besi¢ et al. (2025); Alcala del Olmo-Fernandez et al.
(2024); Xie et al. (2023)
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Most of the research has been based on the theoretical foundation of practices
for integrating technology into teaching (10 studies — Abedi, 2024; Akayoglu et
al., 2020; Area-Moreira et al., 2016; Besic¢ et al., 2025; Lomos et al., 2023;
Loureiro et al., 2024; Pflaumer et al., 2021a; Rogne et al., 2024a; Sherwood et
al., 2024; Xie et al., 2023), constructivist learning theories — Piaget’s cognitive
constructivism, Vygotsky’s social constructivism; socio-cultural constructivism
(seven studies — Banut & Albulescu, 2024; Cepié & Pejic Papak, 2021; Hsu et
al., 2019a; Matos et al., 2019; Novak et al., 2024; Vandenberg et al., 2020;
Vidal-Esteve & Martin-Gémez, 2023); Technology Acceptance Model (TAM)
theory (four studies — El-Hamamsy et al., 2021b; El-Hamamsy et al., 2023;
Pflaumer et al., 2021; Siddiq & Scherer, 2016); The Technological Pedagogical
Content Knowledge (TPACK) framework (three studies — Alenezi & Alfaleh,
2024; El-Hamamsy et al., 2023; Pflaumer et al., 2021); the community of practice
theory (three studies — Killen et al., 2023; Reis-Andersson, 2024; Viitdja, 2023),
DigCompEdu and DigComp 2.2. (three studies — Arruda & Kerres, 2024; Lomos
etal., 2023; Loureiro et al., 2024) and the UNESCO-ISTE reference framework
(one study — Teidla-Kunitson et al., 2023). Some of the articles were based on
multiple theoretical paradigms, which is why they appear in multiple classifications.

3. Results

The 29 selected articles of quantitative, qualitative, or mixed research focus
on the research questions and provide examples of effective teacher
practices for developing the digital competencies of primary school students.
They also highlight the factors that influence the integration of technology in
the educational process.

The analysis of the articles on long-term, effective training and professional
development programs revealed seven studies that investigated continuous
professional training and development for in-service teachers or future
teachers (students at the time of the study) to integrate technology into the
teaching practice. The purpose of the research and the results of implementing
teacher training programs were extracted.

Regarding the types of training and professional development programs for
in-service teachers, collaborative professional learning and practice
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communities were some of the most long-term effective programs for
teachers willing to integrate digital technology in their teaching practice or to
improve their pedagogical strategies. This finding is supported by El Hamamsy
et al. (2021a), who analyzed the sustainability of the curricular reform in
digital education two years after the completion of the professional
development programs for teachers. The results indicated that it depends on
the perceived usefulness of teaching new content, the ease of implementation,
and the availability of sufficient technical support in schools. However, barriers
such as lack of time, effort, and clear evidence of student learning remain
significant challenges in digital education. Similar results were reported by
Cepi¢ & Pejic Papak (2021), who analyzed teachers’ experiences in grades
I, V, and VII following the implementation of a curriculum reform program
in Croatia, which emphasized competency-oriented learning. Despite the
challenges posed by curricular planning and administrative requirements,
teachers appreciate the autonomy to choose teaching methods and materials,
as well as the emphasis on interdisciplinary connections. Although a positive
attitude toward technology was observed, there is also a need for additional
training and issues related to the digital infrastructure in schools.

Building on the need to develop algorithmic thinking [AT] for students’ digital
competence, Killen et al. (2023) analyzed the impact of a GA training program
for both students and active teachers. The results highlighted the effectiveness
of collaborative professional learning and communities of practice on the
classroom implementation of new pedagogical models. The study by
Sherwood et al. (2024) also focused on professional development centered
on lesson planning to foster students’ AT within the existing curriculum.
Although they did not significantly change their assessment practices, teachers
were supported in gradually adapting their practices and placing students as
active thinkers, capable of using algorithmic thinking in various real-world
contexts.

Professional training and development are a constant in the activity of teaching
staff, considering the increasingly frequent curricular innovations. Each
curricular reform requires informing teachers about the new methods and
teaching strategies they can implement in the classroom. However, simple
theoretical training without support and assistance in the practical domain is
not sustainable in the long term (ElI-Hamamsy et al., 2021b). Although new
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concepts may seem attractive and easy to integrate into educational activities
(such as robotics and computational/algorithmic thinking training), both future
teachers and experienced educators appreciate follow-up sessions and the
value of practice communities. In these meetings, they can clarify unclear
concepts, receive answers on the effectiveness of certain teaching practices,
observe examples of good practice to use as models in their future activities,
or find solutions to the cultural adaptation of practices observed in other
contexts. Initial training programs (specific courses for digital initiation,
courses for developing existing skills), completing modules within university
programs, represent the basic condition for using technological devices for
both personal and professional purposes (El-Hamamsy et al., 2024). Following
the completion of these training programs, some teachers continue to improve
through independent study (Loureiro et al., 2024), while others need support
to integrate technology into their teaching activities. Those who can assist
them may be more experienced colleagues or teachers with more advanced
knowledge, as well as members of communities of practice (Vaatdja, 2023).
The inclusion of technology in all stages of the educational process, as well
as in administrative activities, has generated the need for feachers to develop
both general digital competencies and competencies specific to the
educational environment (OECD, 2023). The development of teachers’
digital competence is conditioned by both internal influences (the perceived
level of technology utility, attitude toward it, beliefs about personal abilities,
perceived ease of using technology, age, professional experience) (Fiitterer
et al., 2023) and external factors (access to technology and the internet,
support received during training programs, the existence of communities of
practice) (El-Hamamsy et al., 2023; Vaatdja, 2023). Each of these factors
influences both the level of digital competence of teachers and the way in
which teachers subsequently integrate technology into their teaching activities
as a supportive tool in instruction, as well as for the purpose of developing
students’ digital competencies (Vidal-Esteve & Martin-Gémez, 2023). The
perception of technology’s usefulness and the perceived ease of use are
other determinants that influence the use of technology and its integration
into the teaching process. Integral variables of the Technology Acceptance
Model (Davis et al., 1989), the two influence the attitude toward technology
use, and perceived usefulness determines the manifestation of behavioural
intention to use, which leads to the actual use of technology. When teachers
have a positive perception of technology and consider it easy to use, they
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will adopt a positive attitude and find ways to use and integrate it into their
teaching activities. Pflaumer et al. (2021) conducted a classification of
teachers based on their level of digital competence and the degree of
recognition of the benefits of integrating technology into teaching activities,
resulting in four categories: 1) the expert (who has a high level of digital
competence and is aware of the benefits of technology); 2) the skeptic
(who has a high level of digital competence but does not recognize the
benefits); 3) the willing one (who has a low level of digital competence but
recognizes the benefits of technology) and 4) the negative one (who has a low
level of digital competence and is not aware of the usefulness of technology).

Age, teaching experience, professional profile, and gender of teachers also
play a role in the development of teachers’ digital competence and the
integration of technology into teaching activities. Area-Moreira et al. (2016)
observed that younger teachers, who have fewer years of professional
experience but have received training for the development of digital
competence, integrate technology less into their teaching activities, unlike
those aged between 45 and 55, who have more extensive professional
experience, come from the ranks of digital immigrants, and did not receive
digital training during their university studies. Moreover, the more frequently
teachers use technology in their daily lives, the more they develop their level
of competence and can quickly transfer knowledge to any field.

Numerous recent studies confirm that technology, when used intelligently

and is pedagogically integrated, not only facilitates learning but also transforms

it into an innovative experience. Regarding the effective technology

integration models in developing the digital competence of primary

school students, the analyzed articles highlight several pedagogical models

and strategies that have proven effective and can be grouped as follows:

1) those that involve students in the active creation of digital content (PBL,
AR);

2) those that use technology as a scaffold tool;

3) those that integrate digital skills into the disciplinary curriculum;

4) those that encourage personalized learning.

Hsu et al. (2019) illustrate the effectiveness of Project-Based Learning
method combined with situated learning, observing and analyzing the creation
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of augmented reality (AR) artifacts by primary school students. They
observed significant increases in key areas of digital competence.

Another effective model is technology-enhanced scaffolding, in which
students are provided with digital support to help them get across learning
difficulties and set them to success in achieving progress. The concept of
“scaffolding” refers to the temporary and adaptable support provided to
students to aid them achieve learning objectives that they could not accomplish
independently (Wood et al., 1976, as cited in Banut & Albulescu, 2024).
Usually, this support comes from the teacher or peers. In the digital age, it
has been observed that technologies could also be used for this purpose.
Bénut and Albulescu (2024) applied this model of music learning through
programming (using Sonic Pi), showing that technology can support cognitive
processes such as memorization and understanding. Musical programming
activities have contributed to the development of skills in memorizing and
understanding musical notation, as well as stimulating algorithmic thinking
through the process of logically and sequentially structuring sounds.
Additionally, AT is naturally trained through activities that involve visual or
creative programming. Killen et al. (2023) emphasize that AT is increasingly
integrated into the disciplinary curriculum, including in Science, at the primary
level, and its integration into interdisciplinary contexts, such as STEM, requires
prior teacher training.

Creativity can also be stimulated through technology in primary education.
Students can use digital applications or interactive platforms to create new
content, thus expressing their own ideas or points of view. Under teachers’
supervision and guidance, they become content creators, not just content
“consumers”, developing their digital competence across all areas.

Pflaumer et al. (2021) discuss adaptive literacy games as tools for
personalizing learning, which can contribute to the development of digital
competence. However, their success relies on teachers’ understanding of
the pedagogical benefits of technology adaptability. Bratland et al. (2022)
complete this picture by explaining that the integration of technology revolves
around a specific content of each subject and the teaching practices of the
teachers, suggesting that a generic approach to integration might be less
effective.
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Hsu et al. (2019) investigated the development of digital literacy (DL) skills
of 32 primary school students through the creation of augmented reality
(AR) artifacts. The students created multimodal, contextual, and interactive
AR artifacts, which led to an increase in creative skills. The game design
process (similar to creating AR artifacts) increases “opportunities for students
to improve their technological fluency and build knowledge” (Kafai, 2006,
as cited in Hsu et al., 2019). This “learner-as-creator” approach develops
higher-order thinking skills, creativity, and critical analysis (Bower et al.,
2014, as cited in Hsu et al., 2019).

Instructional design combined situated and spiral learning showed significant
increases in five areas of students’ digital competence: information
management, collaboration, communication and sharing, creation, and evaluation/
problem-solving. These results highlight that technology enables students to
“effectively and creatively apply existing ICT in our technology-based society”
(Ferrari et al., 2012; Ng, 2012, as cited in Hsu et al., 2019). On the other
hand, the study conducted by Ramirez et al. (2023) highlights a clear difference
between educational fields regarding the use of technology. Thus, for subjects
like Natural Sciences or Social Sciences, digital resources (interactive maps,
explanatory videos) are more frequently adopted, unlike the mother tongue
or Mathematics, where traditional resources continue to dominate.

Regarding the barriers encountered by teachers in using technology in
teaching activities, these can be of an external nature, such as lack of
resources (equipment, internet, digital educational resources, instructional
software), lack of support (lack of technical support, professional development
opportunities), or lack of institutional strategies (Xie et al., 2023). Among the
internal barriers are the digital skills of teachers, the importance given to the
relevance of digital resources in supporting student learning, and the time
spent using digital resources. Except the lack of technological infrastructure
in schools, insufficient professional training is considered another significant
barrier to integrating technology into teaching practices (Cepi¢ & Pejic Papak,
2021). Sometimes, the technology itself can be a barrier when teachers do
not know how to use it and, consequently, cannot integrate it into their teaching
(Pflaumer et al., 2021).

Besic et al. (2025) observed that sustained efforts are being made to ensure
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digital equity in schools and teaching practices and different curricular reforms
to support the integration of technology into school programs are
experimented. But change often comes from schools as a result of
collaboration between school leaders and teachers to identify specific needs,
improve digital infrastructure, and provide support. Additionally, continuous
evaluation of teaching and organizational practices is necessary to ensure
equitable and accessible digital education for all students.

4. Discussion and conclusions

The present systematic literature review aimed to identify and analyze effective
teaching practices in developing digital competence among primary school
students, as well as the factors that support or hinder this process. The results
of the analysis of the 29 articles presenting national or international studies,
published between 2016 and 2025, revealed aspects which facilitate to create a
general picture of the challenges of integrating technology at the primary school
level, in order to implement coherent and effective changes.

A synthesis of the reviewed studies demonstrates a clear consensus on the
necessity of practice-oriented professional development and highlights the
mediating influence of teacher attitudes in technology integration. Across various
national contexts, findings indicate that isolated technical training is inadequate;
instead, sustained and collaborative models, such as communities of practice
and ongoing mentoring, are considered essential for developing long-term
competence (Cepi¢ & Pejic Papak, 2021). However, the literature diverges
regarding technology implementation: some studies present technology as a
direct scaffolding tool for specific subjects (Banut & Albulescu, 2024), while
others advocate for systemic, project-based, or transversal approaches, such as
STEAM (Chappell & Hetherington, 2024). Additionally, significant uncertainty
remains concerning the causal impact of specific barriers. Although infrastructure
and access are frequently identified as foundational, it is unclear whether increased
equipment availability alone can address pedagogical resistance without
substantial changes in organizational culture (Raihan et al., 2025). These gaps
indicate that future research should progress beyond documenting successful
interventions and focus on analyzing the scalability and long-term sustainability
of digital integration models.
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Regarding the first research question, the analysis of the selected studies
highlighted the central role of training and professional development programs
based on practical experiences. By completing them at the initial training
stage (as students, future teachers), or as continuous professional
development (for active teachers), contexts are created for training and
developing teachers’ digital competencies. However, these prove their
effectiveness only if they include practical activities, not just theoretical
elements. They should also be followed by post-course sessions and
mentoring. The most effective training includes the formation of communities
of practice, which encourage collaboration among colleagues (Vaitiji, 2023),
mentoring sessions during and after the training programs (Callaghan et al.,
2018), and the development of digital self-efficacy (El-Hamamsy et al.,
2021b). It would also be advisable to have more professional development
courses.

Among the personal characteristics that influence the level of digital
competence of teachers are the attitude toward technology, determined by
perceived usefulness and perceived ease of use (Pflaumer et al., 2021), age
and teaching experience (Area-Moreira et al., 2016; Siddiq & Scherer, 2016),
as well as the pre-existing level of digital literacy and the frequency of daily
technology use. The attitude toward technology is a determining factor in its
use. The greater the openness to the advantages of using it, the more
frequently it is used (Area-Moreira et al., 2016). Regarding external factors,
the degree of access to technology is the primary one that influences the
level of competence. This is followed by participation in initial and continuous
training, organizational support, and collaboration among teachers to overcome
technical barriers (Loureiro et al., 2024; Xie et al., 2023). Support from
school leaders, an organizational culture based on collaboration among
teachers, and the sharing of valuable digital educational resources can
encourage teachers to develop digital competencies and surmount barriers
to integrating technology into teaching practice.

The methods of integrating technology into teaching activities are varied. Some
are student-centered and support them in creating digital content (Banut &
Albulescu, 2024; Hsu et al., 2019), while others are used to provide students
with opportunities to personalize their learning through the use of digital
platforms and games (Pflaumer et al., 2021). The most complex methods
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aim at the transversal integration of technology into the curriculum, through
the implementation of projects targeting STEM or STEAM fields. In these
situations, the teacher acts as a facilitator of learning, designing learning
activities that focus on developing students’ competencies. The learning
process is supported through activities in which technology is used as a
“scaffolding” tool, providing real-time feedback and allowing collaboration
between students (Alenezi & Alfaleh, 2024; Banut & Albulescu, 2024). The
use of interactive applications and digital tools supports the creative process
of students, placing them in a position to create and present their own digital
materials (El-Hamamsy et al., 2021a; Hsu et al., 2019; Istenic Starc¢ic et al.,
2016).

External barriers (lack of technical equipment, qualitative and suitable digital
educational resources, etc.), or internal barriers (Xie et al., 2023), can be
overcome through the concerted efforts of institutional factors, sustainable
continuous training programs, realistic curricular reforms, and culturally
adapted teaching practice models (Cheng & Wang, 2023; Cepié¢ & Pejic
Papak, 2021; El-Hamamsy et al., 2024).

In conclusion, this review presents a structured scheme for teachers,
redirecting focus from technological infrastructure to the nuanced pedagogical
strategies within the classroom. By synthesizing the main practices that
define digital teaching in early education, this study offers a starting point for
educators and trainers. The principal contribution lies in identifying teacher
agency and instructional design, rather than digital tools alone, as the primary
drivers of digital literacy. These findings can guide the development of
professional training programs, ensuring that future primary education is
informed by pedagogically robust, teacher-led digital innovation.

5. Limitations

The limitations of the present study are related to temporal, linguistic, thematic,
contextual, and methodological aspects. The selection of studies published
in the last 10 years was made to have an updated perspective on the analyzed
issue. However, earlier research that contributed to the foundation of
pedagogical theories guiding the integration of technology into teaching
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practice was excluded. Future research could include a longitudinal analysis
of the evolution of teaching practices for developing students’ digital
competence across different periods (e.g., pre- and post-COVID-19).

The exclusion of research published in other languages and the selection of
articles published only in English represent another limitation of the study.
This approach was taken to facilitate the coherence of the analysis of the
articles’ contents, as well as because the majority of articles focused on this
topic were published in English. To avoid such a limitation in the future, it
would be useful to integrate studies published in other internationally circulated
languages, and academic translations will be used for content interpretation.

Another limitation concerns filtering studies based on the criteria of open
access and peer-reviewed studies. The publication of studies reviewed by
specialists in the field provides credibility and scientific validity; however,
this has led to the exclusion of studies that are in the process of being published
and which can offer valuable insights into the researched issue. Additionally,
studies found in databases with limited or restricted access were omitted,
from which relevant research results could have been selected.

The various research methodologies (qualitative, quantitative, mixed) limit
the generalization of the obtained results and make it difficult to conduct a
meta-analysis to measure the effectiveness of teaching practices on the
development of digital competence. Subsequent research could include only
quantitative studies, which could be used to conduct meta-analyses focused
on the effects of training and professional development programs or the
efficiency of pedagogical practices.

This analysis is focused mainly on the teachers’ perspectives. A better
understanding of effective practices would be obtained from measuring
students’ outcomes from these practices. Including more long-term studies could
show the sustainability of students’ digital competence to secondary school.

The development of digital competence in young school-age students is a
comprehensive process. By cultivating these skills through a creative, ethical,
and responsible manner, young students will grow to become active, engaged
citizens in a society that is constantly transforming.
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Abstract

In recent decades, the evolution of digital technologies, along with the emergence
of artificial intelligence, has brought significant changes to the education system.
In a world where artificial intelligence (Al) has revolutionised the educational process
by offering students round-the-clock support — through its ability to generate
content, solve assignments, or draft essays rapidly — teachers are constantly seeking
solutions to provide learners with the most effective learning resources, to develop
authentic competencies tailored to everyone’s needs. The present study, primarily
quantitative with a complementary qualitative component, investigates the
perceptions of first-, second-, and third-year students enrolled in the Primary and
Preschool Education Pedagogy study program at George Emil Palade University of
Medicine, Pharmacy, Science, and Technology of Targu Mures. The study aims to
identify how students use Al in their educational activities. Data were collected
through an online questionnaire created in Google Forms, which consisted of both
closed- and open-ended questions, and was administered in December 2025. The
findings revealed that students primarily use artificial intelligence to write essays
and presentations, solve assignments/projects, perform translations, and prepare
for exams. Furthermore, participants stated that Al helps them save time during their
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studies, better understand difficult content, and develop critical thinking.
Additionally, the study highlights students’ attitudes toward academic integrity
and notes their need for a clear guide on the use of Al in the academic environment.
Overall, the study pinpoints the benefits and risks of using Generative Al tools
among higher education students. While most respondents use GenAl tools for
academic purposes weekly to save time while learning, a small number of students
reported using them only 1-2 times per week. Regarding ethical issues and academic
integrity, 54% of students understand the proper use of GenAl tools, while 25%
report a partial understanding of the regulations. Further investigation is needed to
accurately understand the effect of Gen Al tools on students’ long-term learning.

Keywords: academic integrity, Al effect, artificial intelligence, digital technology,
educational process.

Rezumat

In ultimele decenii, evolutia tehnologiilor digitale si aparitia inteligentei
artificiale au adus schimbari importante in sistemul educational. Intr-o lume in
care inteligenta artificiala (IA) a revolutionat procesul educational, oferind
studentilor suport non-stop, ca urmare a posibilitatii de a genera rapid continut,
de a rezolva teme sau de a redacta eseuri, cadrele didactice cauta constant solutii
pentru a le oferi cele mai optime surse de invdtare, in vederea dezvoltarii unor
competente reale, adaptate nevoilor individuale ale fiecaruia in parte.
Prezentul studiu, predominant cantitativ, cu o componentd calitativa
complementard, investigheaza perceptiile studentilor din anii I, Il si Il de la
programul de studiu Pedagogia Invatimdntului Primar si Prescolar din cadrul
UMFST G.E. Palade din Targu Mures, pentru a identifica modul in care acestia
utilizeaza IA in activitatea lor educationald, combindnd tehnici cantitative §i
calitative pentru a obtine o viziune mai profunda asupra fenomenului. Datele au
fost colectate cu ajutorul unui chestionar elaborat online pe platforma Google
Forms, compus din intrebari inchise si deschise, si administrat in luna decembrie
2025. Rezultatele obtinute indica faptul ca studentii utilizeazd cu precddere
inteligenta artificiala pentru a redacta eseuri §i prezentari, a rezolva teme §i
proiecte, a realiza traduceri si a se pregati pentru examene. Mai mult decdt atat,
participantii la studiu au afirmat ca IA ii ajutd sa economiseascd timp la studiu,
sa inteleaga mai bine continuturile dificile si sa isi dezvolte gdndirea critica.
Totodata, studiul evidentiaza atitudinea studentilor fata de integritatea academica,
acestia exprimdnd necesitatea elaborarii unui ghid clar privind utilizarea IA in
mediul academic.

In concluzie, studiul evidentiaza beneficiile si riscurile utilizarii instrumentelor
de IA in randul studentilor din invatamdntul superior. Desi majoritatea
respondentilor folosesc instrumentele IAGen saptamdnal in scopuri academice
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pentru a economisi timp in procesul de invatare, un numar limitat de studenti au
raportat cd le folosesc doar de 1-2 ori pe sdptamadnd. In ceea ce priveste problemele
etice §i integritatea academicd, 54% dintre studenti inteleg utilizarea corectd a
instrumentelor IA, in timp ce 25% raporteaza o ingelegere partiala a
reglementarilor. Este necesard o investigatie suplimentard pentru a infelege corect
efectul instrumentelor IAGen asupra invatarii pe termen lung a studentilor.

Cuvinte-cheie: efectul 14, integritate academica, inteligenta artificiald, proces
educational, tehnologie digitala.

1. Introduction

In recent years, the use of Generative Al tools (GenAl), such as ChatGPT,
Grammarly, Canva, Gemini, and others, has revolutionised today’s society,
transforming education and the way information is transmitted, understood
and used. ChatGPT, one of the most widely used large language models,
has gained recognition and is used worldwide by millions to answer simple
questions or find information on various topics. Among teenagers, ChatGPT
is used as an educational tool to help them solve complex problems, write
essays or reviews, or simply get advice on life-related issues. ChatGPT,
version 4 (Rawas, 2024), has become one of the most widely used Al-driven
tools, with 180 million monthly users, owing to its cross-disciplinary importance
(Singh, 2025). It is a fine-tuned GPT model that is free for use (Bozkurt,
2023) and enables users to create content and find answers and solutions to
their problems.

Moreover, another Al-enhanced design tool is Canva, which improves
students’ engagement, creativity, and academic performance by enabling
them to create educational materials (Jamaludin & Sedek, 2024). A qualitative
study performed by Pedroso et al. (2023) examined how students relate to
Canva as an educational tool. The findings highlighted that students perceive
Canva as a user-friendly tool for creating visually engaging presentations. A
meta-analysis of 22 studies performed by Astano (2025) found that using
Canva among students can lead to significant improvements in their academic
performance.
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Similarly, Google Gemini, a multimodal generative Al tool, is used by students
to generate audio, video, text and images, enabling students to learn more
efficiently (Imran & Almusharraf, 2024). Another study by Majidah et al.
(2025) involving 45 undergraduate students investigated how university
students perceive Gemini as a learning tool. Most of the students felt that
Gemini helped them understand course materials much better, was very
easy to use, and had a user-friendly interface. The authors concluded that
the tool is excellent and can be easily used in higher education environments.
In their quasi-experimental study, Elhag et al. (2025) examined whether the
use of Generative Al tools in educational contexts had a positive influence
on students’ academic performance and on their motivation to learn. The
research, based on tests and questionnaires, found that students who used
GenAl tools achieved higher test scores than those who did not. The study
also emphasised that the use of these tools did not significantly alter students’
motivation to learn.

From a teacher-centred perspective, GenAl can be a tool that promotes
student independence, but it may also cause them to lose their ability to solve
problems and think critically in different circumstances. From a student-centred
perspective, the use of technological resources allows students to transform
their learning habits and master new techniques. Al-driven tools allow students
to personalise and improve their learning and explore new ways to enhance
their knowledge.

Education is one of the fields that has been greatly influenced by the use of
artificial intelligence. According to Bikanga Ada (2024), the instructional
effectiveness, the support, and students’ capacity to use Al have been
questioned as it has become an integrated part of the educational system.
As stated by Fleischmann (2024), these technologies promote autonomous
learning, offer personalised learning experiences, and therefore can enhance
academic efficiency.

However, students’ perceptions of these tools vary significantly, as some
are unsure whether GenAl can provide the best answers to their questions.
Others question whether the information received is valid and can be trusted,
or whether it can be included in papers, articles or a final thesis. A study
conducted in Hong Kong (Chan & Hu, 2023) highlighted that even when
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students were satisfied with the integration of Al in education, they were
also cautious about how educators incorporate these tools into their daily
teaching. Thus, regulations have been developed, and UNESCO (2023) has
also issued recommendations on how people should use and integrate GenAl
into their teaching and daily lives to maintain human safety. According to a
2023 survey of 1,800 undergraduate students from 15 countries conducted
by Chegg (2023), 40% reported using GenAl in their studies. Although they
stated that the answers they receive are accurate, 47% of current users are
concerned that GenAl offers them inaccurate information.

While there are studies that focus on the use of Al tools among higher
education students, there is limited research on how these tools are used by
students from the Pedagogy of Primary and Preschool Education study
program. Thus, little is known about how future kindergarten or primary
school teachers perceive the use of Generative Al tools in their studies and
how this use influences their academic activities.

The study focuses on future kindergarten and primary school teachers, who
will play an important role in developing the next generation by integrating
GenAl tools into the educational process. Therefore, the respondents’
perceptions and practices regarding the use of these technologies will directly
influence their academic journey and teaching. Since preschool and primary
school education is considered critical to young children’s development, the
appropriate use of GenAl tools by their educators can significantly affect it.
Thus, the aim of the present research is to investigate higher education
students’ perceptions from the Pedagogy of Primary and Preschool Education
study program related to GenAl and to find an answer to the following
research questions:

RQ1. To what extent are GenAl tools used by higher education students
from the Pedagogy of Primary and Preschool Education study program?
RQ2. When and for what academic activities do students from the Pedagogy
of Primary and Preschool Education study program use GenAl tools?
RQ3. How does GenAl influence higher education students’ learning habits
from the Pedagogy of Primary and Preschool Education study program?
RQA4. Are students from the Pedagogy of Primary and Preschool Education
study program aware of the ethical implications of GenAl tools?
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2. Literature review

Generative Al tools, or simply GenAl tools, are Al-driven technologies that
create content by using natural-language requests from users. They can
also produce images, music, videos, social media posts, and any other
requested content (UNESCO, 2023). The use of artificial intelligence became
widespread during the COVID-19 pandemic when traditional classroom
teaching was transferred to online learning (Mijwil et al., 2022). Since then,
GenAl has significantly changed the paradigm of higher education by offering
students the ability to solve problems, write essays, create presentations,
and, moreover, enhance their academic performance (Kishore et al., 2023).
From tools that help students generate accurate writing to those that help
them personalise their learning, education in the 21st century has changed
radically. GenAl-driven tools help students improve their writing abilities
(Garcia-Martinez et al., 2023), foster creativity (Bender, 2023) and promote
a deeper academic engagement (Weng et al., 2024; Zouhaier, 2023).
According to Bates et al. (2020), Al-powered learning systems, such as
Coursera, edX or Udemy, adapt their content to each student’s needs and
level of knowledge, offering them customised courses and rapid feedback.
GenAl tools can also be useful for teachers, enabling them to perform
assessment tasks more easily. Plagiarism detectors and automated grading
systems help educators provide comprehensive feedback quickly and
efficiently (Ilma & Sampurna, 2024; Swiecki et al., 2022).

In recent years, multiple studies have examined university students’
perceptions, awareness, and usage patterns of GenAl. Numerous research
studies examined students’ satisfaction with the use of GenAl tools and
revealed mixed feelings among the surveyed participants. On one hand,
students are satisfied with the use of these tools as they can help them
simplify certain tasks and enhance productivity. A study conducted in Vietham
with 200 students highlighted a positive attitude among learners toward
integrating ChatGPT into teaching and learning (Ngo, 2023). In their
qualitative study, Shuhaiber et al. (2024) highlighted that students are positively
engaged in using chatbots for research and completing their homework, but
they also reported missing human interaction, which is significantly important
for learning. Sousa and Cardoso (2025) conducted a quantitative study using
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a questionnaire to assess students’ perceptions of GenAl The study revealed
that most of the students used GenAl tools for summarisation and data
analysis, while many found ChatGPT useful for planning and conducting
research for essay writing.

However, despite positive reactions, studies have found significant concerns
about the long-term use of GenAl tools and their effect on academic integrity.
Thus, in a survey of 1,091 participants, Baek et al. (2024) found that students
use GenAl tools for writing and research tasks. However, the results indicated
that the lack of institutional support made students avoid using these tools.
The use of GenAl tools has also affected students’ learning outcomes. Studies
performed in this respect highlighted that students are more engaged in
learning, as these tools provide simplified versions of the content that help
them understand the subject more easily. Furthermore, these tools offer
them greater independence but may affect their critical thinking and
memorisation skills. Zafar et al. (2024) conducted a quantitative study based
on a questionnaire administered to 345 university students, to highlight the
effect of GenAl tools on their learning outcomes. The results showed that
students used these tools for writing assignments because they were highly
efficient; however, their critical thinking and independent research skills were
reduced as they relied mainly on content generated by AL. GenAl tools are
widely used by higher education students to conduct research and to help
with writing or learning tasks.

Moreover, Jacobs-Basadien et al. (2025) found that students became more
dependent on GenAl tools, leading to decreased memorisation skills, as
learning with these tools does not support long-term retention of information,
which may lead to academic failure. In their research, Vieriu and Petrea
(2025) investigated how Al-driven tools influence university students’ learning
outcomes and academic results. Conducted among 85 second-year students
at the National University of Science and Technology Politehnica Bucharest,
the study found that students use Al technologies for personalised learning
and great learning outcomes, but overuse of these tools diminishes their
critical thinking and leads them to engage in academically dishonest practices.
Additionally, Dragomir and Todorescu (2025) investigated through a
questionnaire survey how students at the Politehnica University of Timigoara
perceive GenAl tools and their effects on their learning activities. The study
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included 292 undergraduate students from nine faculties and found that learners
consider these tools beneficial, but, as other studies have suggested, expressed
concern about their future effect on their learning outcomes. Similarly, Radoi et
al. (2025) highlight the risk that students overuse GenAl tools, which may lead
to reduced critical thinking. Moreover, the author suggests that students may
find balance in using Al-generated content and human support.

Ethical issues and academic integrity are also widely debated in the context
of the use of GenAl tools. Uppal and Hajian (2025) conducted a survey of
44 undergraduate participants from the Psychology Department at Kwantlen
Polytechnic University, Canada. The results of the study emphasised students’
concerns regarding ethical issues, such as plagiarism and the authenticity of
content they create using GenAl technologies. The study suggests that
universities should implement clear policies to help students use Al tools
responsibly. The same ethical concerns were identified in studies by Hadinejad
et al. (2025) and Batista et al. (2024), in which students highlighted their
fear of being accused of plagiarism. Another study found that even when
students were enthusiastic about using GenAl tools, they were concerned
about the ethical implications (Chan & Tsi, 2024). Academic integrity and
ethical issues are real concerns, and researchers emphasise the need for
clear guidelines and policies to ensure the responsible use of Al-generated
content among university students (Andrade-Giron et al., 2024; Gligorea et
al., 2023; Radoi et al., 2025).

Current research indicates that GenAl tools are highly used in research and
assessment among higher education students (Andrade-Giron et al., 2024;
Bower et al., 2024). Students expressed concern that Al may facilitate
cheating (Chan & Hu, 2023) or lead to unintended consequences (Batista et
al.,2024).

3. Materials and methods
3.1. Research design

The present study, primarily quantitative with a complementary qualitative
component, is based on an online questionnaire administered to students
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enrolled in the Pedagogy of Primary and Preschool Education study program
inyears I, II, and Il at George Emil Palade University of Medicine, Pharmacy,
Science and Technology of Targu Mures. The questionnaire consists of
seven sections, totalling 36 questions, of which five pertain strictly to demographic
data. The questions were formulated to assess students’ perceptions of
technology and digital competencies, Al usage patterns and their influence
on learning, Al accuracy, academic and ethical integrity and recommendations
and needs. The questions in the survey were developed by the author after
reviewing and analysing several studies in this field to ensure they were
relevant to the study. The students received all necessary information
regarding the study, its use and importance, and, by answering the online
questionnaire, they provided their consent to participate. Names and any
additional personal information were not collected. As all participants
answered all questions in the questionnaire, no one was excluded from the
study. The questionnaire was accessible to all enrolled students across the
three cohorts (N = 125); 100 students responded, yielding an 80% response
rate. Although the questionnaire was developed based on existing literature
on this topic, neither formal pilot testing nor validation using external methods
was conducted.

3.2. Research sample

Students from the Pedagogy of Primary and Preschool Education study
program, years L, II, and III, at George Emil Palade University of Medicine,
Pharmacy, Science and Technology of Targu Mures, were invited to
participate in the study. A total of 100 students completed the questionnaire
in full. Participants were aged 18—19 years (n = 25), 20-22 years (n = 63),
23-26 years (n = 8), and above 27 years (n = 4). Based on the data, the
mean age is 20.94 years, and the standard deviation is 2.12 years. The
demographic data includes participants’ gender, age, place of residence and
study year. Most respondents (99%) were female, as girls predominate in
this study program. The only male student (1%) also completed the
questionnaire. Of the students who completed the questionnaire, 59% are
from rural areas, whereas 41% are from urban areas (see Table no. 1).
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Table no. 1. Demographic information

Full sample

Sample characteristics
n

Gender
Male 1
Female 99
Age range
18-19 25
20-22 63
23-26
Above 27
Place of residence
Urban 41
Rural 59
Study year
I year 43
11 year 34
III year 23

Note. N = 100.

3.3. Research instrument

An online questionnaire was used to collect data, making the process more
efficient and less time-consuming. The questionnaire contains sections on
demographic data and students’ perceptions of GenAl tools, their use, effect
on learning, accuracy and reliability and academic integrity and ethical issues.
The survey comprises open- and closed-ended questions, as well as
statements that were assessed on a 5-point Likert scale. Participants were
given all necessary information before completing the questionnaire, including
an estimated completion time. The survey was administered online via Google
Forms within the first half of the 2025-2026 academic year. As all respondents
completed the questionnaire, no one was excluded from the study.

3.4. Procedure

Both quantitative and qualitative analyses were used to assess students’
perceptions of GenAl’s use in the educational process. Students’ use of
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GenAl was surveyed to determine how often, why, and in what circumstances
students from the Pedagogy of Primary and Preschool Education study
program use GenAl tools.

For the quantitative analysis, a descriptive study was used to summarise the
data. Percentages were calculated to offer a clearer outline of the distribution
of responses. For the qualitative analysis, the responses offered to open-ended
questions were analysed thematically after being manually coded by the
researcher. The manual coding involved assigning thematic labels to data
segments and organising them into categories. This type of analysis was
chosen as it allows the identification of specific themes and patterns within
the data and enables a thorough understanding and examination of these
patterns.

3.5. Statistical analysis

Data from the Excel spreadsheet was analysed after cleaning and coding.
All 100 questionnaires were complete and were therefore retained for
analysis. Categorical variables were summarised as absolute frequencies
and percentages. Ordinal variables, including Likert-scale items, were
additionally summarised using medians, interquartile ranges, means, and
standard deviations.

For inferential analysis, ordinal response options were numerically coded in
ascending order. Agreement items were coded from total disagreement
(1) to total agreement (5). Acceptability items were coded from completely
unacceptable (1) to completely acceptable (5). Frequency of GenAl use,
level of trust, frequency of verification, perceived clarity of rules, and
willingness to use institutionally supported GenAl tools were coded as ordinal
variables. Multiple-response questions were decomposed into both binary
indicators for each selected option and count variables reflecting the number
of tools, contexts, tasks, verification methods, or institutional measures
selected by each respondent.

Composite scores were calculated for theoretically related item groups:
perceived learning benefit, instrumental learning benefit, affective benefit,
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perceived dependency/reduced effort, acceptability of supportive GenAl
use, and acceptability of high-risk GenAl use. The internal consistency of
these composite scores was assessed using Cronbach’s alpha. All scales
demonstrated acceptable reliability values (o> 0.70). Composite scores were
calculated by averaging the responses corresponding to each construct. These
scores were used to interpret the study results. Exploratory principal
component analysis was used to assess whether the items within each scale
loaded on a common latent dimension. Associations between ordinal variables
were assessed using Spearman’s rank correlation coefficient. Differences
between study years and residence groups were assessed using Kruskal-Wallis
tests. Associations between categorical variables were assessed using chi-square
tests or Fisher’s exact tests when expected frequencies were small. Effect
sizes were reported using Cramér’s V, epsilon-squared, or odds ratios with
95% confidence intervals, as appropriate. For the main correlation matrix,
false discovery rate correction was applied using the Benjamini—Hochberg
procedure. Statistical significance was interpreted at a two-sided p < 0.05,
with adjusted g-values reported for multiple correlation testing. Gender was
not used as a grouping variable because the sample was almost exclusively
female.

4. Results and Discussion

4.1. Access to technology and GenAl skills

A total of 100 students (99 females and 1 male) filled in the survey via
Google Forms. To clearly assess students’ use of GenAl tools, it was important

to evaluate their digital competencies and determine whether they are familiar
with GenAl and have participated in a course on its use.
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Figure no. 1. Students’ IT competencies Figure no. 2. Students’ GenAl
knowledge

According to the responses, 45% of participants reported possessing
advanced IT competencies, whereas only 3% reported having basic skills.
Regarding students’ knowledge of GenAl use, 45% are advanced users,
and only 1 student reported being a basic user (see Figure no. 1). Furthermore,
86% of respondents reported not having taken a course on the use of GenAl,
while 6% reported attending courses on the proper use of GenAl tools (see
Figure no. 2).

4.2. GenAl use among respondents

The most important section of the questionnaire contained closed-ended
questions with a multiple-response approach, and it was designed in order to
find out as much as possible about students’ use of GenAl tools, the type of
tool they usually use, the frequency they use them, the purpose, the context
and the type of work for which they use it. It was also important whether
they used the tools most of the time when dealing with assignments, rather
than only occasionally. According to Figures no. 3 and no. 4, 98% of students
use GenAl for things related to university work to learn (72), create/write a
project (68), write essays (37), prepare for exams (51), create presentations
(47), and create lesson plans (28). Only 5 respondents stated that they use
GenAl tools for other purposes, which are not related to university tasks.
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Figure no. 3. GenAl use among Figure no. 4. Purpose of GenAl tools
respondents

These data are essential, as they provide a clear answer to RQ2 regarding
when and for which academic activities higher education students use GenAl
tools, thus allowing us to assess how GenAl tools are applied across different
fields.

The frequency of GenAl use was also questioned, and the analysis of the
survey highlighted that most of the respondents (45%) use the tools on a
weekly basis, 32% use them 3—5 times per week, and only a slight percentage
(4%) use them 1-2 times per month. The data suggest that students use it
regularly, which is not at all surprising, taking into consideration the widespread
use of GenAl tools among the population (see Figure no. 5). GenAl tools
are readily accessible to most students, which explains their frequent use
among respondents. The findings are essential as they can clarify how these
technologies are included in the educational process across different fields.
To examine students’ engagement with GenAl tools, the results in Figure
no. 6 indicate that most respondents (92) prefer ChatGPT to other available
tools. The list is followed by Canva (52) and Google Gemini, Copilot and
Claude (28). Less frequently, students use DeepL (9), and some respondents
(3) mentioned using other tools as well. As the students are following a
study program that prepares them to become kindergarten and primary school
teachers, it is understandable that DeepL, a tool primarily used for translation,
is not widely used among the population surveyed.
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Figure no. 5. Frequency of GenAl use Figure no. 6. GenAl instrument

In recent years, students have become dependent on GenAl tools, using
them regularly for their academic work. When asked how much they rely
on GenAl tools, 51% of students in the Pedagogy of Primary and Preschool
Education study program reported relying moderately, and 24% reported
relying only in certain cases. On the other hand, 20% of respondents reported
using GenAl tools frequently, while 2% reported using them very frequently
(see Figure no. 7).

Figure no. 7. Students’ reliance on Al

4.3. Effect of GenAl on learning outcomes

Artificial intelligence has transformed the educational system and the way
students learn and engage with their subjects. GenAl tools provide students
with continuous support in a short period. The questionnaire aimed to shed
light on students’ views on the effect of GenAl tools on their learning
performance.
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GenAl tools are generally seen as time-saving resources that help students to
structure their learning. Thus, most respondents (39% agreement, 16% total
agreement) reported that GenAl tools can help them save time while learning,
whereas only a small number (8%) were in total disagreement (see Figure no.
8). Moreover, GenAl is regarded as an effective assistant that can help
respondents understand complex concepts. In this respect, most students (46%
agreement, 27% total agreement) agreed that GenAl offers concise clarifications
ondifficult content. Again, only a small portion (7%) disagrees with the efficiency
of GenAl tools (see Figure no. 9). The data obtained is crucial, as it allows us to
understand how the use of GenAl platforms affects the academic performance
of future kindergarten and primary school teachers.

Figure no. 8. GenAl tools as time- Figure no. 9. GenAl tools as
savers assistants

Furthermore, GenAl tools can adjust explanations to students’ current
knowledge. This is why most students (45% agreement, 26% total
agreement) believe these tools offer them explanations tailored to their level
ofunderstanding.

A small group (7%) believe that these tools are not effective for them (see
Figure no. 10). At the same time, GenAl tools can provide students with
ideas and help them structure their work. Once again, almost all students
(47% agreement, 27% total agreement) agreed that GenAl tools are effective
in helping them organise their tasks (see Figure no. 11). Motivation is a key
factor for students, influencing their engagement with their work and
academic persistence. Figures 12 and 13 highlight students’ beliefs about
whether GenAl tools can help them stay motivated and can reduce their
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Figure no. 10. GenAl offers tailored Figure no. 11. GenAl as a work
explanations organiser

anxiety and stress levels before exams. Of these, 47% of respondents (neutral)
are unsure whether these tools can positively affect their motivation, whereas
13% (moderate agreement) consider them valuable assets for increasing it.
The same is to be observed when we talk about stress and anxiety reduction.
Most students (32% neutral, 21% in agreement) do not see a significant role
for GenAl tools in reducing their stress and anxiety levels before assessments.

Figure no. 12. The role of GenAl in Figure no. 13. The role of GenAl in
increasing motivation reducing stress and anxiety

Figure no. 14. GenAl and critical thinking
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Due to technological advancements, critical thinking has become essential
in the 21st century. Most students (25% in agreement, 14% in total
agreement) consider GenAl tools important for developing their critical
thinking, whereas a smaller percentage (12%) believes these cannot support
this area (see Figure no. 14). This result appears to contradict findings from
the existing literature, which suggest that the use of GenAl tools may diminish
critical thinking (Vieriu & Petrea, 2025; Zafar et al., 2024). A possible
explanation for this contradiction might be the profile of the students who
completed the survey. As future kindergarten and primary school teachers,
students might consider these Al tools as a cognitive platform that allows
them to explore new perspectives and focus more on higher-order thinking,
such as analysing, synthesising, or evaluating information. Moreover,
regarding dependence, most students (35% neutral, 29% disagree) believe
that GenAl tools do not reduce their autonomy. Only a small proportion (1%
in total agreement) considers that these tools generate dependency and reduce
autonomy (see Figure no. 15). For some students, GenAl tools appear to be
the best instrument for completing academic tasks without diminishing their
personal effort, while 25% of respondents remain neutral and 24% agree.
On the contrary, only a few students (13%) strongly disagree with this
statement (see Figure no. 16).

Figure no. 15. The role of GenAl in Figure no. 16. The role of GenAl in
reducing autonomy reducing personal effort

Overall, most respondents view GenAl tools as assets that have a positive
influence on their academic lives and progress (see Figure no. 17).
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Figure no. 17. Influence of GenAl tools

To improve understanding, students completed an open-ended question
inviting them to provide illustrative examples of how GenAl tools supported
their learning. The categorisation of these questions was performed manually
by the researcher. All the responses were reviewed, common themes were
identified, and categories were formed based on recurring ideas. A total of

100 responses were received and divided into 6 different categories. Table
no. 2 includes students’ answers for each identified category to demonstrate
the formation of each group.

Table no. 2. Students’ examples

Categories/Themes

Students’ answers

Exam preparation

Course understanding and
summarisation

Project work
Explaining concepts

Interactive learning and
practice

Personalisation of learning

Generated multiple-choice tests based on the course for exam
preparation.

Helped structure information and identify main ideas when time
for preparation was limited.

For exams, I send my courses and ask it to extract the essential
ideas.

It structured the lesson better by focusing on the main ideas.

I understood the lesson better with AI’s help.

It helps me better understand difficult content.

I ask for activity ideas for my project.

I encountered terms I didn’t understand, and Al provided the
appropriate explanations.

Explaining terms and lessons.

It asked me questions based on the courses to check my
knowledge before the session.

I asked it to apply a test from the lesson for me to solve, and it
corrected and explained where I made mistakes.

It structured the lesson better by focusing only on the main ideas,
making it easier to understand.

It helps me the most when I want to phrase something, giving me
ideas and shortening my study time.
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4.4. Accuracy of GenAl tools

GenAl tools have become increasingly used among students for various
tasks. Understanding their accuracy is crucial, as it can directly influence
the effectiveness and trustworthiness of the information they provide.
According to 72% of respondents, their trust in GenAl as an academic
source is only medium, with 16% rating it as a high source of information
(see Figure no. 18).

The responses are not surprising, as 57% of students reported they have
encountered incorrect responses generated by these tools (see Figure no.
19). The types of errors encountered by the respondents are illustrated in
Figure no. 20. Most of them stated that they have come across
misinterpretations, conceptual confusion and fabricated information.

Figure no. 18. Level of trust in GenAl ~ Figure no. 19. Incorrect information
tools encountered

Figure no. 20. Types of errors encountered by the students
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The same respondents reported that they mostly verify incorrect information
on educational websites (73 respondents), in books (50 respondents), and in
scientific articles (30 respondents). Of these, 25 respondents reported
comparing their answers with multiple GenAl tools, whereas only 6 reported
not verifying the information they received (see Figure no. 21). Most
respondents (41%) sometimes verify information; others verify it often (28%)
or always (20%), but unfortunately, some students rarely (10%) or never
(1%) verify the correctness in other sources (see Figure no. 22).

Figure no. 21. GenAl generated Figure no. 22. GenAl generated
information verification information verification frequency

4.5. Academic integrity and ethical issues

Regarding ethical issues and academic integrity, the majority (54%) of
students who participated in this study understood what is permitted and
prohibited when using GenAl tools, whereas only 25% of respondents
partially understood the regulations (see Figure no. 23). Figure no. 24 highlights
students’ responses regarding the fields in which they consider the use of Al
to be permitted.

Most students consider grammar correction and summarising to be generally
accepted, while solving graded assignments and exam preparation elicited
either unacceptable or neutral responses. When asked about lesson planning,
most students offered neutral responses regarding the use of GenAl for this
activity, whereas a significant portion considered it acceptable.
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Figure no. 23. GenAl allowed or Figure no. 24. GenAI use
forbidden

Figure no. 25. GenAl use acceptance

When asked whether the use of GenAl tools should be cited as a source,
43% of students believe it should be cited only in certain cases, while 28%
consider it mandatory. 11% of the respondents do not consider it necessary
to include these sources in their references, whereas 18% are unsure (see
Figure no. 26). Of these, 59 respondents indicated that it is necessary to cite
only the generated text; 35 stated that ideas and structures provided by
GenAl tools should also be cited; and only 1 student indicated that all
information generated by these tools should be recorded as a bibliographic
source (see Figure no. 27). These findings are in contradiction with those
presented in the literature and in academic integrity guidelines, which stress
that all human- or Al-generated resources must be cited. This inconsistency is
significant, as international guidelines and policies emphasise the importance of
citing ideas and data to avoid plagiarism (American Psychological Association,
2020; Schiopu-Constantin, 2021). One possible explanation for this finding is
that students may not be fully aware of the implications of failing to cite data
that is not their own. It also suggests an urgent need to help students understand
academic integrity and ensure they follow proper citation practices.
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Figure no. 26. GenAl information in Figure no. 27. GenAl information
References mentions

With reference to the use of GenAl tools, most students (41% probably,
35% in agreement) who completed the questionnaire indicate that they would
use these tools with greater confidence if the university provided them with
official access and clear rules (see Figure no. 28). Among the measures
that respondents consider should be implemented at the university, 70 students
mentioned guides that clearly describe what is allowed and what is forbidden,
68 consider that training courses would be beneficial, while only 26 are in
favour of data protection measures (see Figure no. 29).

Figure no. 28. Official access and clear  Figure no. 29. Necessary measures
rules

4.6. Advantages and challenges of GenAl tool use

The last question included in the questionnaire was an open-ended one related
to the advantages and challenges encountered by students when using GenAl
tools. Table no. 3 encompasses the answers provided by the respondents.
To gain better insight into the answers, they were included in the table under
different categories.
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Table no. 3. Advantages and challenges of GenAl tool use

Categories

Advantages

Personalised learning

Time-saving

Access to information

Idea generation

Instant explanations

The biggest benefit is personalised learning, as it explains lessons in a
way each student understands.

It helps students receive explanations, exercises, and feedback tailored to
their pace and needs, increasing the likelihood of true understanding.

The biggest benefit is that I save time, and the biggest challenge is that
it’s not always correct.

You learn everything much faster.

The biggest benefit is rapid access to information.

The biggest benefit is that we have much easier access to information.

It helps with idea generation.

It generates answers very quickly, but if we searched for them ourselves,
we would remember the information better.

The biggest benefit is that you get instant explanations in a way you
understand.

It provides instant explanations, making it easier to learn and understand.

Rapid feedback Feedback is fast and constant.
It offers quick feedback and support.
Challenges
Dependency on Al The biggest challenge is dependency on Al, which may reduce critical

Decline in critical
thinking

Loss of originality
and creativity

Overuse
Lack of accurate

information

Plagiarism and
ethical use

thinking.

The biggest challenge is using AI without having the necessary
knowledge and presenting information at an event without verifying
against other sources what is correct and what isn’t.

The biggest challenge is that students might become dependent and stop
thinking for themselves.

It may affect critical thinking and creativity.

The biggest challenge is the loss of originality and creativity, as students
might copy everything and forget to add their personal input.

The biggest challenge is the loss of creativity and originality when
students overly rely on Al

Al can limit imagination and reduce creativity.

Al is overused, which could diminish the need for personal input and
effort.

The biggest challenge is that it’s not always correct.

Many people use Al without verifying if what they’ve done with Al is
correct.

Al can give incorrect information, leading to misunderstandings.

Al might be considered as doing 90% of the work, which could raise
ethical concerns

It is important to use Al responsibly and avoid being reliant on it for
completing assignments or presentations.

According to Table no. 3, there is a balance between the advantages and
challenges of using GenAl. Personalised learning, time savings, access to
information, and instant explanations are among the advantages identified
by the students. The respondents stated that the greatest advantage of GenAl
tools is their usefulness in explaining lessons in ways that everybody can
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understand. Moreover, they are time-saving, and students can access
information rapidly. Among the challenges, the students mentioned user
dependence on Al tools, the decline in critical thinking, loss of originality and
plagiarism.

Additionally, students provided a few suggestions on the proper use of GenAl
tools. The answers are depicted in Table no. 4.

Table no. 4. Suggestions on the correct use of GenAl tools

Themes Suggestions

Al as alearning tool Al is very helpful when used as a tool for reviewing, idea generation,
and summarising information.
Al can be used as a starting point for brainstorming ideas, but students
should add their own thoughts and creativity.

Al as a support Al should be used as a tool to support learning, but not replace
independent thought and effort.
Al should be used as a helpful resource, not as a replacement for actual
learning and effort.

Al and personal The challenge is using Al without becoming dependent on it, while still

development developing critical thinking and personal insights.
Students need to ensure they use Al as a resource while still focusing on
their personal learning and critical thinking.

As suggested by the respondents, students should use GenAl tools as learning
aids that can help them summarise information and generate ideas. Students
need to bring their own contribution and use these tools as support resources
without becoming dependent on them.

4.7. Additional statistical analysis of GenAl use, perceived benefits, trust,
and academic integrity

Beyond the descriptive distributions already reported, additional non-parametric
analyses were performed to identify deeper associations between GenAl
use, perceived learning effect, trust, verification behaviour, and academic
integrity attitudes. Overall, respondents reported moderate-to-high
engagement with GenAl tools. The median number of GenAl tools used
was 2.0 (IQR: 1.0-3.0), while the median number of academic contexts in
which GenAl was used was 3.0 (IQR: 2.0-4.0). The median number of
task types supported by GenAl was also 3.0 (IQR: 2.0—4.0), indicating that
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students do not use GenAl for a single isolated purpose, but rather across
multiple learning and academic production activities.

ChatGPT or a similar chatbot remained the dominant tool, used by 92% of
respondents. Canva or presentation-generating tools were used by 52%,
while Google Gemini, Copilot, Claude, or similar tools were used by 28%.
Regarding academic context, the most frequent were learning and
understanding course content (72%), project or assignment work (68%),
exam preparation (51%), presentation creation (47%), essay or paper writing
(37%), and pedagogical practice or lesson plan preparation (28%).

Several significant correlations remained after false discovery rate correction.
Digital competence was moderately associated with familiarity with Al tools
(Spearman’s p=0.513, p <0.001, ¢ <0.001), indicating that students who
considered themselves digitally competent also tended to report a better
understanding of GenAl functioning and limitations.

Reliance on Al was positively associated with trust in Al as an academic
source (p = 0.439, p < 0.001, g < 0.001), perceived learning benefit (p =
0.344, p<0.001, g=0.002), and acceptability of high-risk uses such as full-text
generation or solving graded tasks (p = 0.332, p < 0.001, g = 0.002).
Frequency of GenAl use was also associated with reliance on AI (p =0.335,
p <0.001, g = 0.002), but not with verification frequency (p =0.013, p =
0.900). This suggests that students who use GenAl more often tend to rely
on it more, but greater frequency of use does not necessarily imply more
systematic verification of Al-generated information.

The benefit of the perceived learning was strongly associated with
acceptability of supportive uses of GenAl, such as summarizing, generating
ideas, structuring work, grammar correction, translation, or exam self-testing
(p = 0.480, p < 0.001, g < 0.001). It was also associated with a greater
willingness to use Al if the university provided official access and clear
rules (p = 0.368, p <0.001, g = 0.001). This finding suggests that students
who perceive greater educational value in GenAl are also more receptive to
institutional regulation and support.



Revista de Pedagogie/ Journal of Pedagogy « 2026 (1) « LXXIV 91

A noteworthy negative association was observed between exposure to
incorrect or misleading Al-generated answers and trust in Al as an academic
source (p =—0.343, p <0.001, g =0.002). However, exposure to errors was
not significantly associated with more frequent verification of Al-generated
information (p =0.106, p = 0.298). This suggests that encountering incorrect
Al output reduces trust but does not automatically translate into more rigorous
checking behavior.

Communication of rules by the university or professors was moderately
associated with students’ perceived clarity regarding what is permitted or
forbidden when using Al (p = 0.434, p < 0.001, ¢ < 0.001). However,
perceived ethical clarity was not associated with lower acceptability of
high-risk Al use (p =0.010, p = 0.924). This indicates that simply knowing
whether Al use is permitted or forbidden may not be sufficient to reduce
ethically problematic attitudes; practical training and redesign of assessments
may also be needed.

Table no. 5. Main statistically significant correlations

Spearman’s FDR-adjusted

Association p-value

rho q-value

Digital competence — Al familiarity 0.513 <0.001 <0.001
Learning-benefit score — supportive-use 0.480 <0.001 <0.001

acceptability

Reliance on Al — trust in Al 0.439 <0.001 <0.001

Rules communicated — ethical clarity 0.434 <0.001 <0.001
Learning-benefit score — willingness to use 0.368 <0.001 0.001

official Al access

Reliance on Al-learning-benefit score 0.344 <0.001 0.002
Error exposure-trust in Al —0.343 <0.001 0.002
Frequency of use-reliance on Al 0.335 <0.001 0.002
Reliance on Al-high-risk-use acceptability 0.332 <0.001 0.002
Learning-benefit 0.330 <0.001 0.002

score-dependency/reduced-effort score

4.7.1. Internal consistency and composite scores

The items assessing perceived learning benefits showed excellent internal
consistency. The eight-item learning-benefit score had a Cronbach’s alpha
of o =0.949, with a mean score of 3.42 £ 0.96 and a median of 3.56 (IQR:
3.00—4.00). Exploratory principal component analysis supported a single



92

dominant dimension, with the first component explaining 74.1% of the variance
and all item loadings above 0.81. This supports the interpretation that students’
responses to the learning effect items reflected a coherent underlying
construct.

The strongest perceived benefits were instrumental: saving time, understanding
difficult content, receiving explanations adapted to one’s level, organizing
ideas, and learning more actively. The five-item instrumental-benefit score
had a Cronbach’s alpha of a = 0.945, a mean of 3.66 = 0.99, and a median
of 3.80 (IQR: 3.20-4.20). By contrast, the affective-benefit score, based on
motivation and reduced stress/anxiety, was lower, with a mean of 2.95 + 1.10
and a median of 3.00 (IQR: 2.38-3.50). This suggests that students perceive
GenAl primarily as a practical cognitive and organizational support tool rather
than as a strong emotional or motivational aid.

The two-item perceived dependency/reduced-effort score had good internal
consistency (Cronbach’s alpha o= 0.829), with amean 0f 2.80 + 0.99 and a
median of 3.00 (IQR: 2.00-3.50). This indicates that, at the group level,
students were ambivalent rather than strongly convinced that GenAl reduces
autonomy or personal effort.

4.7.2. Differences by study year and residence

No statistically significant differences across study years were found in the
frequency of GenAl use, reliance on Al, perceived learning benefit, trust in Al
verification frequency, supportive-use acceptability, or ethical clarity. The only
significant difference by study year concerned willingness to use GenAl more
if the university provided official access and clear rules: H(2) = 10.744, p =
0.0046, €2 = 0.090. This willingness was highest among second-year students,
with a median of 4.5 compared with 4.0 in first- and third-year students.

Residence was not significantly associated with frequency of GenAl use,
reliance on Al, perceived learning benefit, trust, verification frequency, ethical
clarity, or willingness to use official Al access. A weak unadjusted difference
was observed for digital competence, with urban students reporting a higher
median score than rural students (median 4.0 vs. 3.0; H=5.872, p=0.015,
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€2=0.050), but this should be interpreted cautiously due to multiple testing.
An exploratory categorical analysis suggested that use of Gemini/Copilot/
Claude-type tools differed by study year, increasing from 16.3% in first-year
students to 29.4% in second-year students and 47.8% in third-year students;
y?>=7.448, p=0.024, Cramér’s J'=0.273. This indicates a possible tendency
for more advanced students to diversify beyond ChatGPT, although the result
should be considered exploratory.

4.7.3. Academic integrity and acceptability of Al use

The acceptability analysis showed a clear distinction between supportive
and high-risk uses of GenAl. Supportive-use acceptability had a mean score
of 3.60 + 0.80 and a median of 3.75 (IQR: 3.22-4.00), with good internal
consistency (Cronbach’s alpha a = 0.894). The highest acceptability was
reported for summarizing materials (74% acceptable or completely
acceptable), idea generation (72%), exam self-testing (66%), translation
(64%), and generating a structure or plan (63%).

By contrast, high-risk-use acceptability, based on full-paper writing and
solving graded assignments, was lower, with a mean of 2.84 + 1.09 and a
median of 3.00 (IQR: 2.00—4.00). Full generation of an entire paper was
accepted by 32% of respondents, while 43% considered it unacceptable or
completely unacceptable. For solving graded assignments or exercises,
responses were more divided: 39% considered them acceptable or completely
acceptable, 31% were neutral, and 30% considered them unacceptable or
completely unacceptable. This distribution shows that students are not
uniformly opposed to higher-risk academic uses of GenAl and that academic
integrity guidance should explicitly address these borderline or ambiguous
practices.

Principal component analysis of the ten acceptability items suggested a
two-dimensional pattern. The first component reflected general openness
toward GenAl use and explained 54.0% of the variance. The second component,
explaining 16.3% of the variance, contrasted low-risk supportive uses, such as
grammar correction, translation, summarizing, and exam self-testing, with
higher-risk uses, such as full-paper writing, solving graded tasks, and lesson
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plan generation. This supports the interpretation that students distinguish
between Al as a learning assistant and Al as a substitute for personal
academic work, but that this distinction is not yet sufficiently clear for all
respondents.

5. Limitations of the study

While the study offers valuable insights into the use of GenAl tools by students
in the Primary and Preschool Education Pedagogy study program, it also
has several limitations that should be considered. One considerable limitation
of the present study is the near-exclusively female sample, with 99% of
respondents being female (1% is male). This gender bias limits the
generalisability of the findings, as perceptions of male students may differ.
Generalisability could also be limited by the fact that the respondents belong
to a single institution. A second limitation is that, although the present study
includes exploratory, inferential, and correlational analyses, its cross-sectional
design does not permit causal inferences. The findings should therefore be
interpreted as associations between students’ self-reported GenAl use,
perceptions, trust, and academic-integrity attitudes. A third limitation could
be the cross-sectional design of the research, which does not allow the
researcher to track changes over time. Future studies should include a more
balanced sample to ensure more representative results for a wider population.

6. Conclusions

The use of GenAl tools is becoming increasingly widespread, and it is
important for students to understand the limitations to consider when using
technology. It is important for students to understand that GenAl tools can
support their learning to some extent, but overuse may hinder the development
of'their critical thinking skills and negatively affect learning outcomes.

Students from the Pedagogy of Primary and Preschool Education study
program, years L, II, and III, at George Emil Palade University of Medicine,
Pharmacy, Science and Technology of Targu Mures, admitted using GenAl
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tools, but they also mentioned that they understand what is limited and
permitted while using advanced technology for academic purposes.

Higher education students use GenAl tools regularly. In response to RQI,
45% of respondents reported using GenAl tools for academic purposes,
particularly ChatGPT, a finding consistent with other studies (Baek et al.,
2024). DeepL, a translation program, is the least-used because it is dedicated
solely to translation. For RQ2, students reported using GenAl tools for
learning, creating projects, preparing for exams and creating lesson plans
and presentations. This finding aligns with Sousa and Cardoso’s (2025)
argument that students use GenAl tools to summarise a text, analyse data
and write their essays.

Moreover, RQ3 revealed that students’ reliance on GenAl tools is moderate,
and they are regarded as resources that can help them save valuable time
while learning for different subjects. While studies (Baek et al., 2024; Vieriu &
Petrea, 2025) have suggested that the use of Al-driven tools diminishes
students’ critical thinking skills, the results of this research indicated that
higher education students use these tools to clarify terminology, refine
explanations, structure their work and support critical thinking.

Most of the students who took part in the study believe that GenAl tools do
not create dependency. Instead, they consider them assets that contribute
positively to their academic development. However, further investigations
are needed to better understand respondents’ perceptions of dependency
and how these may influence students’ engagement with such tools. Even
though students perceive GenAl tools as useful and important, respondents’
trust in them is only moderate because they sometimes generate incorrect
responses. Furthermore, responses to RQ4 indicated that the same
respondents believe not all information generated by Al-driven technology
should be cited, whereas 35 respondents believe that ideas and structures
generated are also necessary to be cited in the references. Students also
provided suggestions for consideration when using GenAl, which can be
viewed as advice for future users.
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Rezumat

Studiul investigheaza impactul integrarii platformei Kahoot! in procesul educational,
analizand potentialul acesteia de a facilita interactiunea dintre imigrantii digitali
(profesorii) si nativii digitali (elevii). Analiza critica propune o perspectiva triadica
(teza—antitezd—sinteza), evidentiind atat potentialul formativ al platformei, cat si
riscul unei Invatari superficiale in absenta unei medieri pedagogice adecvate.
Cercetarea, de tip exploratoriu, utilizeaza o metodologie mixta, structurata pe patru
paliere complementare pentru a asigura o perspectiva integratd asupra fenomenului
studiat: o analiza calitativa a literaturii de specialitate, observatia directa, interviuri
semistructurate si o cercetare constatativa realizata prin sondaje de opinie. Primul
palier fundamenteaza cadrul conceptual si exploreaza teoriile cognitive (Mayer,
Dehaene, Piaget) ce sustin utilizarea gamificarii. Observatia directa, realizata pe
parcursul a trei ani in cadrul a peste 100 de sesiuni Kahoot! la nivel gimnazial, ofera
baza empirica privind gradul de implicare activa a elevilor, reactiile spontane ale
acestora si perceptia lor directd asupra Invatarii prin joc. Interviurile semistructurate
realizate cu zece cadre didactice au explorat barierele subiective si motivatiile
profesorilor pentru a clarifica ezitarea in utilizarea sistematica a platformei. Palierul
cantitativ se bazeaza pe sondaje de opinie aplicate cadrelor didactice pe platforma
iTeach. Esantionul (166 de respondenti) a permis investigarea perceptiilor, atitudinilor
si barierelor psihopedagogice ale profesorilor in adoptarea tehnologiei.
Concluziile subliniaza faptul ca integrarea atent planificata a gamificarii poate depasi
functia de divertisment, de reducere a anxietatii, devenind un instrument care, prin
valorificarea mecanismelor naturale ale Invatarii, poate sustine dezvoltarea cognitiva
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superioara, folosind strategii precum feedbackul imediat, micropauzele mentale si
sesiunile de debriefing.

Cuvinte-cheie: competente socio-emotionale, feedback, Kahoot!, nativi digitali, pauze
mentale.

Abstract

The study investigates the impact of integrating the Kahoot! platform into the
educational process, analyzing its potential to facilitate interaction between digital
immigrants (tfeachers) and digital natives (students). The analysis adopts a triadic
perspective (thesis—antithesis—synthesis), highlighting both the platform's
educational potential and the risk of superficial learning in the absence of
adequate pedagogical mediation.

The exploratory research employs a mixed-methods approach structured around
four complementary levels to provide an integrated perspective on the phenomenon
under investigation: a qualitative review of the relevant literature, direct
observation, semi-structured interviews, and descriptive research based on opinion
surveys. The first level establishes the conceptual framework and explores cognitive
theories (Mayer, Dehaene, and Piaget) that support the use of gamification in
education. Direct observation, conducted over a period of three years and
encompassing more than 100 Kahoot! sessions at the lower secondary level, provides
an empirical basis for assessing students’ active engagement, their spontaneous
reactions, and their perceptions of game-based learning. Semi-structured interviews
conducted with ten teachers explored the subjective barriers and motivations
influencing the adoption of the platform, helping to clarify teachers’ reluctance
toward its systematic use. The quantitative component is based on opinion surveys
administered to teachers through the ileach platform. The sample, comprising a
total of 166 respondents, enabled the investigation of teachers’ perceptions,
attitudes, and psycho-pedagogical barriers related to technology adoption.
The findings suggest that carefully planned integration of gamification can
transcend its entertainment function and anxiety-reduction benefits, becoming a
valuable educational tool. By leveraging natural learning mechanisms, it can
support higher-order cognitive development through strategies such as immediate
feedback, mental micro-breaks, and structured debriefing sessions.

Keywords: digital natives, feedback, Kahoot!, mental breaks, socio-emotional
skills.
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1. Introducere

Articolul de fatd porneste de la o constatare empirica frecvent intalnita in
practica educationald: in ciuda popularitatii ridicate a aplicatiei Kahoot! in
randul elevilor, profesorii manifestd o anumita ezitare in utilizarea sa
sistematica 1n activitatile didactice. Aceasta discrepanta intre entuziasmul
elevilor si reinerea cadrelor didactice ridica intrebari privind perceptia asupra
utilitatii pedagogice a aplicatiei si impactul real asupra dezvoltarii
competentelor socio-emotionale i cognitive.

Lucrarea 1si propune sa exploreze potentialul formativ al aplicatiei Kahoot!
in sustinerea proceselor de invatare, oferind un cadru interactiv care apropie
universul nativilor digitali (elevii) de cel al imigrantilor digitali (profesorii).
Integrarea aplicatiilor interactive in activitatile didactice, n special utilizarea
unor instrumente ludice precum Kahoot!, reprezintd o deschidere a
profesorului cétre limbajul si ritmul de invatare al elevului, putand functiona
ca o veritabild punte intre cele doud lumi. Pentru elevii de astazi, nativi
digitali, interfata grafica, rapiditatea si interactiunea tactila sunt firesti. Prin
Kahoot!, profesorul renunta la discursul unidirectional in favoarea unui limbaj
vizual si dinamic, facilitand receptarea informatiei fara barierele formale
care pot genera plictiseald sau deconectare.

Rezultatele unor studii precum cel publicat de Wang si Tahir (2020) subliniaza
ca aplicatia Kahoot! prezinta virtuti adesea subestimate, atat in ceea ce
priveste stimularea competentelor cognitive (atentie, memorie de lucru, gandire
rapidd), cat si in dezvoltarea celor socio-emotionale, precum cooperarea,
autoreglarea si gestionarea emotiilor.

Cercetarea de fata, de tip exploratoriu si analitic, si gdseste fundamentul in
transformarile profunde pe care insertia tehnologiei le produce in toate
domeniile vietii contemporane, inclusiv in educatie. Studiile subliniaza ca
digitalizarea nu reprezinta doar o schimbare de instrumente, ci una de
paradigma in modul in care elevii invatd, comunica si se raporteaza la
informatie (OECD, 2021; UNESCO, 2023). In acest context, profesorii resimt
nevoia de a identifica instrumente interactive care sa stimuleze participarea
elevilor si sa genereze experiente de invatare relevante si motivante, in acord
cu recomandarile politicilor educationale europene privind competentele
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digitale pentru secolul XXI (Vuorikari etal., 2022). Prensky (2001) semnaleaza
existenta unei opozitii aparent transante intre modul de gandire si de invatare
al profesorilor care au dobandit competente digitale la varsta adulta —
asa-numitii imigranti digitali — si cel al elevilor nativi digitali, crescuti
intr-un mediu saturat de dispozitive, aplicatii si interactiuni online. Intre cele
douad generatii exista diferente de ritm, stil cognitiv, preferinte de invatare si
perspective diferite asupra realitdtii care genereaza tensiuni si frustrari de
comunicare.

Cercetari ulterioare (Bennett & Maton, 2010; Kirschner & De Bruyckere,
2017) sustin cd nu existd dovezi empirice solide care sa demonstreze ca
intreaga generatie de tineri poseda competente digitale inndscute si uniforme.
Studiile citate atrag atentia ca aceste diferente nu sunt biologice, ci culturale
si experientiale, iar o abordare dihotomica poate conduce la stereotipurisi la
neintelegeri pedagogice.

Mai degraba decat o competenta innascuta, fenomenul pare sa fie rezultatul
unei expuneri timpurii $i constante la tehnologie, care a modelat noi tipare de
asimilare a informatiei si structuri cognitive specifice. In acest context,
educatorul nu trebuie doar sa transmita continut, ci s construiasca punti de
mediere prin care sd acceseze aceste noi moduri de gandire. Instrumente
precum Kahoot! devin astfel mai mult decat simple resurse digitale; ele
reprezinta un spatiu hibrid 1n care limbajul ludic al elevilor se intalneste cu
obiectivele pedagogice ale profesorului, transformand bariera generationala
intr-un dialog functional. Aceasta perspectiva raspunde intrebarii formulate
de Prensky (2001): ,,Ce ar trebui sa se Intdmple? Ar trebui elevii nativi digitali
sd invete metodele vechi sau educatorii lor imigranti digitali sa le invete pe
cele noi?” (p. 3).

Mentiondm ca majoritatea studiilor consultate se raporteaza la nivelul
universitar. Existd un deficit de cercetare in contextul invatimantului
preuniversitar (primar i gimnazial), zona in care studiul de fata isi propune
sd demonstreze eficienta instrumentului Kahoot! si impactul acestuia asupra
competentelor socio-emotionale si cognitive, analizat atat din perspectiva
elevului consumator, cat si din cea de creator de continut digital.
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Articolul nostru valorifica cercetari care confirma beneficiile asupra motivatiei
si exploreaza un aspect mai putin investigat la nivel de gimnaziu: legatura
dintre performanta in cadrul jocului Kahoot! si utilizarea micropauzelor de
restaurare a atentiei, cu impact asupra competentelor cognitive si asupra
invatarii durabile.

2. Literatura de specialitate
2.1.  Ceeste Kahoot!? Scurt istoric si functionalitati

Platforma Kahoot! reprezinta materializarea proiectului de cercetare Lecture
Quiz, initiat In anul 2006 in cadrul Universitatii Norvegiene de Stiinta si
Tehnologie (NTNU). Geneza platformei a implicat dezvoltarea si evaluarea
riguroasd a mai multor prototipuri pe parcursul a cativa ani, demonstrand,
inca de la inceput, potentialul de a transforma dinamica salii de curs (Wang
etal., 2007).

Cu ajutorul motorului de cautare Google Scholar, au fost accesate baze de
date de specialitate precum ERIC (Education Resources Information Center),
Scopus (Elsevier) si Wiley Online Library. Aceasta strategie de documentare a
returnat studii de caz, articole peer-reviewed, teze de doctorat si meta-analize
recente, precum cea realizati de Ozdemir (2025) care evalueazi peste 43
de studii independente axate pe efectele gamificarii prin Kahoot!.

Definit adesea ca un clicker modern, Kahoot! utilizeaza formatul clasic de
Trivia pentru a Tmbina educatia cu divertismentul. Functiile sale principale
vizeaza 1n special feedbackul imediat, iar prin intermediul elementelor
competitive mentine angajamentul activ si faciliteaza Invatarea prin joc.
Kahoot! este un sistem de raspuns al elevilor (GSRS) bazat pe jocuri, in
care sala de clasa este transformata temporar intr-un joc, unde profesorul
este gazda, iar elevii sunt concurentii (Wang, 2015).

Invitarea bazati pe aplicatii (app-based learning) reprezintd punctul
strategic de intersectie intre nevoile cognitive ale nativilor digitali si
disponibilitatea pedagogica a imigrantilor digitali. In acest context, Kahoot!
actioneaza ca un mediator. Totusi, literatura de specialitate si observatiile
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empirice semnaleaza o anumitd retinere din partea cadrelor didactice,
deoarece jocurile educationale de tip Trivia sunt uneori receptate eronat ca
raspunzand exclusiv nevoii de divertisment, neglijandu-se potentialul lor de
structurare a informatiei.

2.2.1. Impactul produs asupra dezvoltarii socio-emotionale in
utilizarea la clasa

Dezbaterea centrala in jurul aplicatiei oscileaza Intre statutul de simpla metoda
de relaxare si cel de instrument pedagogic sustenabil. Prin mecanismele de
tip feedback imediat si niveluri de dificultate progresiva, gamificarea
incurajeaza perseverenta in fata provocdrilor, stimuleaza rezilienta si
dezvoltarea unor competente de baza din domeniul inteligentei emotionale,
asa cum sunt ele definite in CASEL (n.d.). Designul ludic al platformei poate
fi abordat ca un vector de interventie pedagogica care activeaza si sustine
dezvoltarea competentelor socio emotionale, evidentiate distinct in urmatoarele
domenii:

* Constiinta de sine — In timpul jocului, elevii isi identifica emotiile in timp
real, de la entuziasmul succesului la frustrarea provocata de eroare.

* Congstiinta sociald — Atunci cand elevii creeaza ei Insisi chestionare, acestia
exerseaza empatia cognitiva: Cum vor percepe colegii mei aceasta
intrebare?, Este clara sau prea dificila?

* Abilitati de relationare — Prin utilizarea modului Team Mode, elevii sunt
nevoiti sd colaboreze, sd negocieze raspunsuri sub presiunea timpului si
sd gestioneze conflictele spontane, consolidand coeziunea grupului.

* Responsabilitate in luarea deciziilor — Elevii evalueaza riscurile (viteza
vs. acuratete).

Desi confirma beneficiile pedagogice ale platformei, Wang si Tahir (2020)
avertizeaza, in cadrul unei ample sinteze de literaturd, asupra existentei unor
riscuri psihopedagogice colaterale, cum ar fi anxietatea declansatd de
presiunea timpului cronometrat si aparitia oboselii competitive in randul elevilor
care se plaseaza constant in afara podiumului.
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2.2.2. Impactul utilizarii platformei in domeniul cognitiv

Dezvoltarea abilitatilor socio-emotionale, pe 1dnga generarea starii de bine a
elevului, maximizeaza si performantele scolare, asa cum demonstreaza Mayer
si Salovey (1997), Goleman (1995/2008) si Bar-On (1997).

Integrarea Kahoot! in procesul de predare-invatare conduce la imbunatatirea
performantelor academice, angajand direct functiile executive ale creierului:
atentia selectiva, memoria de lucru si viteza de procesare a informatiei
(Wang & Tahir, 2020).

Eficienta la nivel cognitiv a instrumentului poate fi fundamentata pe baza
Teoriei invatarii multimedia (Mayer, 2009), care sustine cd oamenii Tnvata
mai profund din cuvinte si imagini combinate decét doar din cuvinte. Kahoot!
ofera o experientd multisenzoriald care activeaza simultan canalul auditiv
(muzica) si pe cel vizual (culori/imagini). Pe un fundal muzical, folosind putine
cuvinte, elemente vizuale clare si butoane mari, mesajul devine mai usor de
retinut.

Sharpe si colab. (2025) extind viziunea lui Mayer, argumentand ca simpla
combinatie text-imagine nu mai este suficienta. Ei propun conceptul de
micro-resting intervals (pauze mentale). Intre o intrebare si cealaltd
raman 10—-15 secunde in care se discutd podiumul partial, se vizualizeaza
raportul si au loc explicatii (debriefing) care permit ca informatia sa fie
transferatd din memoria de lucru in cea de lunga durata.

Feedbackul imediat oferit de Kahoot! este In primul rand unul de corectie,
nu neapdrat de Invatare. Sharpe si colab. (2025) subliniaza ca atunci cand
un elev constatd cd a ales gresit, memoria sa de lucru este ocupata de
frustrare sau confuzie. Informatia procesata se poate transforma insa in
cunoastere integratd prin explicatiile si discutiile facilitate de profesor care
ofera elevului timp sa proceseze propriul succes sau esec, functionand ca
un proces de curdtare a erorilor, prevenind astfel encodarea gresitd a
conceptelor printr-o analiza metacognitiva.

In viziunea lui Sharpe si colab. (2025), integrarea pauzei mentale si a
debriefing-ului nu este doar o optiune pedagogica, ci o metoda directd de a
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satisface cele trei nevoi psihologice fundamentale: autonomia, competenta
sirelationarea.

Confirmarea explicitd, urmata de o pauza mentala in care se explica de ce-ul,
valideaza succesul si clarifica esecul, ceea ce reduce anxictatea si intareste
increderea 1n sine. Aceasta oferd elevului spatiul necesar pentru a decide
dacd are nevoie de mai multe explicatii sau daca este gata s meargd mai
departe. Acest ritm reglat (self-pacing) sustine motivatia intrinseca,
deoarece raspunde nevoii de autocontrol. Conform lui Ryan si Deci (2000),
oamenii au o nevoie Inndscuta de a se simti eficace in interactiunile lor cu
mediul, iar aplicatia rdspunde acestei nevoi prin formatul de joc care
genereaza o implicare ridicata.

Pe baza observatiilor noastre din mediul scolar, am constatat cd multi profesori
manifesta temeri cu privire la riscul ca elevii sd ghiceasca raspunsurile sau
ca mecanismele de recompensa asociate competitiei sa prioritizeze viteza in
detrimentul proceselor cognitive complexe. Cu toate acestea, analiza teoriilor
analizate anterior ne permite sa argumentam c4, prin debriefing, profesorul
are instrumentul necesar pentru a asigura trecerea de la invatarea de suprafata
la cea de profunzime. Dintr-un simplu test de viteza, Kahoot! se poate
transforma intr-un instrument de reglare cognitiva functionand ca un
accelerator al mecanismelor psihologice interne ale invatarii descrise de
Piaget (2008): asimilarea, acomodarea si echilibrarea.

¢ Asimilarea: atunci cand elevii intdlnesc o intrebare in Kahoot!, ei incearca
sd integreze noua informatie in schemele cognitive deja existente (,,Ah, asta
seamana cu ce am citit ieri””). Daca intrebarea confirma ceea ce stiu deja,
procesul de asimilare consolideaza cunostintele.

* Acomodarea: dezechilibrul —echilibrarea. Atunci cand un elev este convins
de un raspuns, iar eroarea este semnalizatd pe ecran cu rosu, creierul intrd
instantaneu in stare de dezechilibru. Aceasta frustrare controlata este motorul
care il forteazi s renunte la o idee veche pentru a face loc uneia noi. In acest
context, integrarea mediului digital in educatie are capacitatea de a accelera
dinamica structurala a cunoasterii teoretizata de Piaget (2008). Daca in Invatarea
traditionald un elev afla cd a gresit abia dupa corectarea temei (zile mai
tarziu), in Kahoot!, ciclul asimilare — dezechilibru — acomodare — reechilibrare
are loc in cateva secunde. Daca asimilarea esueaza (raspunsul e gresit),
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elevul trebuie sa isi modifice structurile mentale. Kahoot! forfeaza aceasta
acomodare rapida prin feedbackul vizual.

* Echilibrarea: feedbackul instantaneu oferit de platforma actioneaza ca
un motor al echilibrarii. Rezolvarea conflictului cognitiv (dintre ce credea
elevul si raspunsul corect afisat) conduce la o structurare superioara a
informatiei si la o intelegere mai profunda.

Tranzitia rapida Intre tipuri de intrebari (Adevarat/Fals, Puzzle, Multi-select)
si niveluri de dificultate forteaza creierul sa isi adapteze rapid strategiile
cognitive si sa-si adapteze constant strategiile de rezolvare, ceea ce stimuleaza
flexibilitatea cognitiva (capacitatea sistemului nervos central de a se adapta
la noi reguli sau perspective). Aceastd dinamica previne automatismul si
mentine cortexul prefrontal angajat activ pe tot parcursul activitatii.

La elevii aflati in stadiul operatiilor formale (de regula peste 11-12 ani),
invatarea nu mai este legatd de obiecte concrete, ci de abilitatea de a
gandi abstract, ipotetic i deductiv. In acest context, Kahoot! inceteazi
sd fie un instrument de recunoastere si devine un simulator de logica si
strategie. Aceasta rafinare a proceselor de gandire este sustinuta la nivel
cerebral de mecanisme de invatare universale, care transcend barierele
tehnologice.

Mai mult decat o simpld metoda de divertisment, aplicatia Kahoot! actioneaza
caun liant pedagogic ce umple golul dintre generatii prin valorificarea unor
mecanisme biologice ancestrale, universale pentru specia umana. Asa cum
demonstreaza Dehaene (2020/2022) prin pilonii invatarii, creierul are nevoie
de atentie, angajare activa si feedback imediat pentru a consolida informatia.
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Tabelul nr. 1. Corespondenta dintre pilonii invatarii (modelul Dehaene) si
mecanismele cognitive activate in platforma Kahoot!

Pilonul Dehaene

Manifestare in Kahoot!

Atentia

Studiile (Sharpe et al., 2025) mentioneaza ca atentia sustinutd a elevilor variaza intre 10 si 25 de

minute la nivel universitar, iar in preuniversitar fereastra de atentie este mai scurta (10-15 minute),

iar controlul inhibitor mai slab. Rezultatele unui sondaj aplicat pe un esantion de 172 de respondenti

(cadre didactice) evidentiaza o realitate ingrijoratoare privind capacitatea de concentrare a elevilor de

gimnaziu:

*  Fragmentarea atentiei: Majoritatea covérsitoare a respondentilor (46%, reprezentand 79 de
raspunsuri) indica faptul ca un elev isi mentine atentia mai putin de 25 de minute.

*  Epuizarea resurselor: Doar un procent infim (3,5%) considerd ca elevii pot fi atenti pe parcursul
intregii ore de 50 de minute.

Coreland aceste date cu studiile de specialitate, observam ca peste jumatate din esantion confirma ca

atentia functioneaza fie in reprize scurte (16 raspunsuri), fie cu intreruperi constante (30 de

raspunsuri), ceea ce face evidentd nevoia de secventialitate.

Kahoot! fragmenteaza monotonia unei lectii traditionale; pauzele cresc nivelul de atentie, permitand

creierului sa proceseze §i sa stocheze un segment inainte de a trece la urmatorul. Viteza actioneaza

caun accelerator al atentiei. Creierul nu are timp sa proceseze informatii periferice, asa ca trebuie sa

prioritizeze ce sa ignore. Identificarea distractorilor asigurd o recuperare a atentiei prin feedbackul

imediat.

Atentia nu inseamnd doar a privi spre ceva, ci a decide activ ce si nu procesezi. in Kahoot!,

controlul inhibitor opreste mana (impulsul de a apasa rapid pe o culoare — reactie instinctiva) pand

cand procesul de selectie atentionala este finalizat si stimulii vizuali irelevanti sunt ignorati.

Angajarea activa

Conform lui Dehaene, un organism pasiv nu invata; invatarea necesitd generarea de ipoteze $i
testarea lor. Angajarea activd in Kahoot! este sustinutd de mecanisme psihologice complexe,
precum efortul de recuperare si inhibitia cognitiva:

*  Efortul de recuperare si controlul executiv: Nu poti fi angajat activ dacd doar ghicesti. Sub
tentatia punctajului pentru viteza, elevul resimte o presiune competitivd care, contrar
asteptarilor, activeaza controlul executiv.

¢ Inhibitia cognitiva forteaza creierul si facd efortul de a ciuta raspunsul corect in memorie, in
loc sd cedeze primei reactii de a apasa imediat pe o culoare (impulsivitate).

Aplicand principiul restaurdrii resurselor atentionale prin micropauze (Sharpe et al., 2025),

structura jocului permite elevului sa alterneze intre efortul intens si scurtele momente de relaxare

dintre intrebari. Lupta interioara dintre impulsul de viteza si nevoia de acuratete reprezintd esenta
angajarii active: creierul este fortat sa ruleze simuldri rapide ale raspunsului corect, proces care
consolideaza urmele mnemice mult mai eficient decat lectura pasiva a unui text.

Feedbackul
(Eroarea)

Dehaene evidentiaza ca invitarea se leagd indisolubil de eroare, care functioneaza ca un semnal de
reglaj fin al cunoasterii. Spre deosebire de evaludrile traditionale, unde feedbackul este amanat,
Kahoot! stimuleaza functia executiva de monitorizare in timp real. Semnalul imediat de eroare
obliga creierul la o actualizare rapid a memoriei de lucru si la exercitarea flexibilitatii cognitive. in
acest cadru, greseala nu marcheazd un esec final, ci devine o unitate de informatie necesara
recalibrarii (procesul de acomodare in terminologia lui Piaget).

Hattie (2012/2014) apreciaza feedbackul printre cele mai putemice instrumente de progres scolar,
avand o marime a efectului de aproximativ 0.73, ceea ce il plaseaza semnificativ peste pragul de
impact educational relevant. Feedbackul imediat contribuie la invditarea vizibili, deoarece permite
creierului si corecteze modelul mental instantaneu.

Conform lui Nader si Hardt (2009), impactul cognitiv al aplicatiei este maximizat prin interventia
profesorului in momentele de pauza post-intrebare, cand prin reflectie este activata reconsolidarea
memoriei. Intrebirile de debriefing, precum ,,Care a fost cuvantul-cheie care v-a indus in eroare?”
sau,,De ce varianta B a fost cel mai frecvent distractor?”, transforma feedbackul procesual (Hattie &
Timperley, 2007) in invatare durabild, prevenind automatismul si consolidnd intelegerea.




Revista de Pedagogie/ Journal of Pedagogy * 2026 (1) « LXXIV 111

Pilonul Dehaene Manifestare in Kahoot!

Kahoot! accelereaza procesul de consolidare si stocare pe termen lung prin sinergia dintre]
mecanismele de repetitie, recompensd, abordarea non-liniard si reflectia finald si transforma o simpld|
activitate de verificare intr-un proces cognitiv complex.

Una dintre cele mai eficiente functii pentru consolidare este repetitia prin Ghost Mode (Modul|
fantoma) care oferd posibilitatea elevilor sa parcurgd din nou acelasi quiz, concurand impotrival
propriului punctaj anterior (reprezentat de o fantoma). Aceasta repetitie spatiata faciliteaza transferul
informatiilor din memoria de scurtd durati in memoria de lungd durati, consolidind urmele
mnemice prin reaccesare periodica.

Prin abordarea non-liniard (amestecarea subiectelor si alternarea tipurilor de intrebéri) aplicatial
forteaza creierul sd identifice strategii de rezolvare diferite in timp real. Acest proces, cunoscut in|
psihologia cognitiva sub numele de interleaving (Firth et al., 2021), duce la o recuperare mai rapida
si la 0 memorare mult mai robustd comparativ cu invétarea liniard, monotona.

Succesul in joc, dublat de feedbackul pozitiv, produce dopamind. Aceasta nu are doar rol
motivational, ci semnaleazd creierului ca informatia respectiva este importantd si meritd sa fie
pastratd, actionand ca un liant chimic esential pentru plasticitatea sinaptica.

Reflectia finali transforma sesiunea de Trivia intr-un instrument de analiza profunda. intrebérile de
tipul ,,Care a fost cuvantul-cheie care v-a indus in eroare?” sau ,,De ce varianta X a fost cea mai
frecvent selectata?”” forteaza elevii s reflecteze asupra propriei gandiri (metacognitie). Acest proces
previne uitarea de dupd test, demonstrand ca informatia nu este doar memoratd mecanic, ci i
inteleasa la nivel structural.

Consolidarea

Problema educatiei moderne nu este prezenta jocului, ci necesitatea ca acesta
sd transceanda divertismentul si sd devind un catalizator pentru procese
cognitive superioare. Printr-un design inteligent, utilizind functii avansate,
Kahoot! poate sa transforme oboseala competitiva intr-o oportunitate
formativa, daca profesorul devine un facilitator de context prin integrarea
unor secvente de debriefing.

Dezvoltarea proceselor cognitive de nivel superior este maximizata prin
trecerea elevului de la statutul de consumator pasiv la cel de creator activ
de continut digital. Construirea unui test Kahoot! nu reprezintd doar un
exercitiu tehnic, ci un demers de profunzime intelectuala care parcurge
etapele critice ale Piramidei Iui Bloom. Printre acestea se numara anticiparea
cognitiva, judecata critica asupra distractorilor, evaluarea relevantei datelor
si proiectarea lor strategica. Crearea unor variante de raspuns plauzibile
necesitd anticiparea erorilor tipice si a confuziilor colegilor, fapt ce dovedeste
o intelegere nuantata si o stapanire deplina a conceptelor predate.

in terminologia lui Papert (1991), un artefact este un ,,obiect cu care se
poate gandi” (object-to-think-with). Atunci cand elevul creeaza un
chestionar, conceptele abstracte devin intrebari concrete, cu optiuni de
raspuns §i limite de timp, iar ideile sunt proiectate intr-o forma ce le face
palpabile pentru ceilalti. Odata facut public, quizul Kahoot! devine un artefact
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digital prin care elevul isi exteriorizeaza si isi structureaza propria intelegere,
el putand fi reutilizat, Tmbunatatit si impartasit cu o comunitate.

3. Metodologia cercetarii
3.1.  Contextul si justificarea cercetarii

Prezenta metodologie adoptd o abordare de tip mixt, combinand analiza
calitativa a literaturii de specialitate cu cercetarea constatativa bazata pe
date cantitative si observatia participativa (sondaje de opinie privind perceptia
elevilor si a cadrelor didactice asupra impactului platformei Kahoot!).

Punctul de plecare al demersului l-au constituit observatiile empirice care au
semnalat nevoia unei reconfigurdri a dinamicii dintre nativii digitali si
imigrantii digitali. Acestea s-au realizat Tn mediul scolar gimnazial, la
disciplina Limba si literatura roméana. Observatiile directe asupra nivelului
de implicare a elevilor au generat intrebarile de cercetare, orientdnd atentia
citre nevoia de a depdsi perceperea instrumentului Kahoot! ca simplu
divertisment si de a analiza impactul cognitiv al aplicatiei.

Prin aspectul ludic si tehnologia intuitiva, care ii permit profesorului sa
transpund continuturile curriculare rigide intr-un format compatibil cu
structurile cognitive si asteptarile sociale ale noii generatii, Kahoot! este mai
mult decat o resursa auxiliara; el devine un veritabil mediator Intre universul
imigrantilor digitali (cadrele didactice) si cel al nativilor digitali (elevii).
Alegerea metodei mixte este justificatd de necesitatea de a testa si valida
ipotezele formulate, prin coroborarea observatiei empirice si a fundamentarii
teoretice cu datele colectate prin intermediul unor sondaje/ interviuri
semistructurate.

3.2. Cadrul teoretic
Fundamentul teoretic al studiului a fost construit pe baza unei cercetari

bibliografice realizate In perioada 2024-2025, utilizind motorul de cautare
Google Scholar si cuvinte-cheie precum ,,Kahoot!”, ,,mental break”,



Revista de Pedagogie/ Journal of Pedagogy ¢ 2026 (1) « LXXIV 113

»feedback”, . learning mechanisms”, ,,debriefing”. Procesul de screening a
inclus evaluarea titlurilor si a rezumatelor a peste 120 de surse identificate n
cautarea initiald, urmata de analiza integrala a textului pentru lucrarile care
au indeplinit criteriile preliminare.

Criteriile de includere au vizat lucrari fundamentale si studii care investigheaza
platforma Kahoot! dincolo de functia sa evaluativa, concentrandu-se asupra
impactului socio-emotional si cognitiv (atentie, feedback, eroare). Au fost
selectate acele surse care oferd o corelatie explicita intre functionalitatile
platformei si pilonii neurocognitivi descrisi de Dehaene (2020/2022), respectiv
mecanismele de echilibrare teoretizate de Piaget (2008), contribuind astfel
la consolidarea validitatii constructului teoretic al cercetarii.

Criteriile de excludere au eliminat postari de pe bloguri educationale fara
valoare stiintifica, precum si lucrari in care Kahoot! este mentionat superficial,
in liste generale de instrumente Web 2.0, fara o analiza de impact dedicata.

In urma procesului de selectie, au fost retinute 21 de surse stiintifice care
indeplineau criteriile de autoritate, actualitate si specificitate. Acestea includ
articole peer-reviewed, lucrari indexate si recenzii sistematice precum
cea a lui Sianturi si Hung (2021), care ofera o perspectiva integratd asupra
altor studii. Dintre acestea, 10 articole au fost utilizate ca baza principala
pentru analiza modului in care platforma Kahoot! influenteaza interactiunea
profesor—elev si procesele cognitive implicate Tn invatare.

Articolele si studiile analizate in etapa teoreticd au avut rolul de a clarifica
problematica si de a fundamenta un cadru conceptual care sa sustina teza
centrala a lucrarii, i anume ca aplicatia Kahoot! detine un potential formativ
semnificativ si In plan cognitiv, nu doar socio-emotional, potential insuficient
valorificat in practica educationala curenta.

In cadrul studiului, au fost raportate si adaptate, pentru nivelul gimnazial,
rezultatele unei cercetari realizate Tn mediul universitar (Wang et al., 2007),
avand in vedere similitudinile privind mecanismele de gamificare si dinamica
participarii in contexte educationale diferite.
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Atat chestionarul, cat si discutiile au urmarit identificarea reprezentarilor
subiective ale profesorilor asupra aplicatiei Kahoot!, precum si investigarea
barierelor psihopedagogice care determind ezitari in adoptarea frecventa a
gamificarii.

Este important de mentionat ca studiul nu a luat in considerare barierele
tehnice (precum conexiunea slaba la internet sau absenta dispozitivelor),
intrucat obiectivul sdu a fost acela de a analiza exclusiv perceptiile si retinerile
cadrelor didactice. De asemenea, cercetarea nu a diferentiat raspunsurile
profesorilor in functie de disciplina predata sau de nivelul la care acestia
activeaza, deoarece atentia a fost concentrata pe dimensiunea atitudinala si
perceptiva, nu pe variabile curriculare.

3.3.  Scopul si obiectivele cercetarii

Studiul si-a propus sa evidentieze modul in care Kahoot! poate functiona ca
un instrument pedagogic complex, capabil s imbine dimensiunea ludica cu
cea formativa si sa contribuie la crearea unui climat de Invatare motivant,
colaborativ si echilibrat, in special la ora de Limba si literatura roméana.

In acelasi timp, cercetarea a vizat o intelegere aprofundatid a modului in
care elementele de gamificare si micropauzele digitale influenteaza nivelul
de implicare a elevilor si calitatea interactiunilor dintre participanti.

Un alt obiectiv a fost analizarea modului in care profesorii percep utilizarea
aplicatiei Kahoot! 1n activitatile de la clasa si identificarea beneficiilor pe
care aceasta le poate genera 1n contextul interactiunilor dintre nativii si
imigrantii digitali.

3.4. [Ipotezele cercetarii

In concordanti cu obiectivele cercetirii, au fost formulate urmatoarele ipoteze

privind efectele utilizarii platformei Kahoot! in context didactic.

* Ipoteza generald 1 (IG1): Beneficiile platformei Kahoot! transcend sfera
socio-emotionala, manifestdndu-se semnificativ la nivel cognitiv prin
activarea functiilor executive si a proceselor de analiza si creatie.
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* Ipoteza generald 2 (IG2): Aplicatia Kahoot! este asociatd cu imbunatatirea
relatiei pedagogice profesor—elev.

* Ipoteza specifica 1 (IS1): Utilizarea sistematica a Kahoot! la disciplina
Limba si literatura roména se asociaza pozitiv cu motivatia intrinseca si
invatarea activa.

* Ipoteza specifica 2 (IS2): Integrarea sesiunilor de debriefing si a pauzelor
de reflectie este asociata cu niveluri mai ridicate de intelegere, clarificare
conceptuald si autoreglare a invatarii, comparativ cu utilizarea exclusiv
competitiva a platformei Kahoot!.

3.5. Instrumente si grup tinta
3.5.1. Grupuri tinta

Pentru cercetarea cantitativa au participat 166 de cadre didactice active pe
platforma iTeach, provenind din diverse arii curriculare. Criteriile de selectie
au vizat diversitatea si volumul datelor necesare pentru a valida adaptabilitatea
platformei in contexte de invatare variate. Participantii prezintd profiluri
eterogene sub aspectul varstei si al expertizei digitale, manifestand deschidere
fatd de metodele active, inovatia didactica si disponibilitatea pentru
participarea la cercetari prin chestionar.

Pentru cercetarea calitativa (interviuri, focus-grup si observatie) s-au utilizat
metode complementare de colectare a datelor.

In ceea ce priveste cadrele didactice, interviurile semistructurate au fost
aplicate unui esantion de 10 cadre didactice din aceeasi unitate de invatamant
gimnazial, urban, cu peste 1000 de elevi. Profesorii fac parte din ariile
curriculare Om si societate (4), Limba si comunicare (3), Matematica si
Stiinte ale naturii (2) si Tehnologii (1). Din punct de vedere demografic,
majoritatea participantilor se situeaza in intervalul de varsta 40-55 de ani, au
peste 25 de ani vechime Tn invatimant si detin gradul didactic I. Dintre acestia,
90% au urmat cursuri de formare in pedagogie digitala in ultimii trei ani.

Criteriul principal 1n alegerea acestui grup a fost proximitatea profesionala
care a permis colectarea unor observatii informale privind frecventa utilizarii
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aplicatiei, momentele lectiei in care a fost integrata, precum si beneficiile
obtinute Tn plan cognitiv si socio-afectiv.

In ceea ce priveste elevii, lotul a fost format din 20 de elevi de clasa a VII-a
(13—14 ani; 7 baieti si 13 fete), organizati in doud subgrupuri. Criteriile de
selectie au vizat: varstd omogend, corespunzatoare nivelului gimnazial;
familiaritate cu aplicatia Kahoot! inca din clasa a V-a; interes constant pentru
activitati bazate pe tehnologie; relatie pedagogica stabild cu profesorul
cercetdtor, pentru a elimina barierele de adaptare; disponibilitate pentru
participare la focus-grup si activitati observate.

Grupul a servit drept baza pentru testarea capacitatii platformei de a functiona
ca o ,,interfatd de mediere” intre stilul didactic al profesorului si mecanismele
de procesare a informatiei specifice noii generatii.

Totodata, cercetarea a inclus observarea directd a modului in care
micropauzele digitale si sesiunile de debriefing influenteaza calitatea
procesului de invatare, aspect fundamentat pe sinteza studiilor clasice si a
meta-analizelor recente privind eficienta acestor practici (Ciesielska et al.,
2024; Ozdemir, 2025.).

* Chestionarul

Chestionarul a fost aplicat esantionului descris anterior (n = 166). A fost
conceput ca instrument multidimensional, care a urmarit validarea preliminara
aipotezelor de cercetare (IG1, IG2, IS1, IS2), prin investigarea perceptiilor
profesorilor asupra atentiei elevilor si asupra utilitatii aplicatiei Kahoot! in
procesul educational. Chestionarul a cuprins opt itemi, structurati complementar
pe trei dimensiuni esentiale: dimensiunea cognitiva (managementul atentiei
si fixarea cunostintelor), dimensiunea socio-emotionala (motivatia si
interactiunea) si dimensiunea metodologica (integrarea pedagogica si
debriefing-ul).

S-au aplicat itemi de diverse tipuri:

* Patru itemi cu alegere multipla au fost utilizati pentru ierarhizarea
beneficiilor (socio-emotionale si cognitive), identificarea momentelor lectiei
in care aplicatia este integrata (predare, fixare, evaluare) si frecventa
sesiunilor de debriefing.
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* [temii pe scala Likert (2) cu 5 trepte au urmarit sd masoare gradul de
acord sau dezacord al participantilor privind cresterea motivatiei elevilor
in timpul utilizarii aplicatiei si al eficientei platformei ca spatiu de
interactiune si colaborare Intre elevi si intre elevi i profesori.

* [temii cu raspuns deschis (2) au vizat date calitative referitoare la impactul
aplicatiei asupra starii de bine a elevilor, in special in momentele de evaluare.

Chestionarul a avut rolul de a oferi o imagine preliminara asupra temei.
Intrucét analiza propriu-zisa se bazeaza pe metode calitative, rezultatele
chestionarului nu sunt detaliate Th mod separat, ci vor fi valorificate ulterior.

¢ Interviurile individuale si focus-grupul

Interviurile individuale si discutiile din cadrul unui focus-grup aplicat celor 10
cadre didactice prezentate Tn grupul t{intd au urmarit intelegerea barierelor
psihopedagogice si a motivatiilor subiective ale cadrelor didactice Tn utilizarea
aplicatiei Kahoot!

Intrebarile din cadrul interviurilor au fost concepute pentru a investiga
urmatoarele aspecte: experientele subiective ale profesorilor 1n integrarea
platformei Kahoot!, gradul de confort digital, perceptia asupra efortului de
pregatire a lectiei si impactul observat asupra elevilor. Complementar interviurilor,
au fost purtate discutii in cadrul unui focus-grup cu cei 20 de elevi beneficiari
directi prezentati anterior, care au urmarit sa scoata la lumina semnificatiile pe
care acestia le atribuie experientei Kahoot!. In cadrul focus-grupului s-au urmarit
urmatoarele aspecte: interactiunile si opiniile profesorilor referitoare la
frecventa utilizarii aplicatiei Kahoot!, identificarea momentelor specifice ale
lectiei (captarea atentiei, fixarea cunostintelor, evaluarea formativa) in care
instrumentul este integrat, perceptiile cadrelor didactice privind avantajele si
limitarile aplicatiei, modalitdtile de integrare a pauzelor cognitive §i a
momentelor de debriefing si modul in care utilizarea aplicatiei Kahoot!
reconfigureazd raportul de comunicare dintre cadrul didactic (imigrant
digital) si elev (nativ digital).

¢ Observatia directa

Observatia a fost realizata pe parcursul a trei ani (2022—-2025) in peste 100 de
sesiuni de lucru la clasele V-VII, la disciplina Limba si literatura romana pentru
a colecta date relevante pentru testarea ipotezelor IG1, I1G2, IS1 si IS2.
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Desinu s-a utilizat o grila formala, observatia a fost de tip participativ, utilizand
o lista de descriptori comportamentali (atentie, implicare, autoreglare reactie
la feedback etc.) care au ghidat jurnalul de reflectie al cercetatorului pentru
validarea ipotezelor. Strategiile de observatie au evoluat odata cu dezvoltarea
profesionald a cadrului didactic, in urma participarii la cursuri de digitalizare
si psihopedagogie. Acestea au generat ajustari In modul de utilizare a aplicatiei
(activitati individuale, lucrul in echipe de trei sau patru persoane, introducerea
regulilor explicite, integrarea pauzelor de debriefing), permitand o analiza
mai nuantata a efectelor pedagogice ale platformei.

4. Rezultate si discutii

Analiza datelor a integrat perspectivele teoretice clasice cu cercetiri de
actualitate (Sharpe et al., 2025), concentrandu-se pe pedagogia digitala si
gamificare ca punte Intre nativii digitali (elevii) si imigrantii digitali (cadrele
didactice). Au fost consultate si sintetizate atat studii clasice despre invatare,
cat si cercetdri recente, cu un accent particular pe pedagogia digitala si pe
rolul gamificarii —exemplificat prin utilizarea Kahoot! — ca strategie emergenta
de mediere a relatiei dintre nativii si imigrantii digitali.

Aceasta documentare a permis construirea unui cadru teoretic solid, esential
pentru identificarea punctelor tari ale aplicatiei Kahoot! si a oferit argumentele
necesare justificarii folosirii la clasa, demontand unele mituri privind impactul
tehnologiei in mediul educational.

4.1. Perspectiva cadrelor didactice

Pentru a respecta confidentialitatea participantilor la interviurile semistructurate,
cele 10 cadre didactice au fost grupate pe arii curriculare precum Om si
societate (P1, P2, P3), Limba si comunicare (P5, P6, P7), Matematica si
stiinte ale naturii (P8, P9) si Tehnologii (P10), iar raspunsurile acestora au
fost codificate de la P1 la P10. Pentru a pastra autenticitatea discursului,
redam literal fragmente relevante din raspunsurile participantilor, inclusiv
formulari informale si colocviale.
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Din perspectiva profesorilor, folosirea aplicatiei prezinta atat beneficii, cat si
bariere.

a) Beneficii si oportunitati

* automatizarea corectarii si feedbackul imediat: ,,Economisesc timp.”
(P10), ,,Scap de corvoada corectirii manuale si pot s ma concentrez pe
activitati de analiza, discutii si remediere.” (P1), ,,in 5 minute obtin o imagine
mai clara decat dupa 20 de minute de verificat exercitii prin lucrari scrise.”
(P8);

* identificarea rapida a lacunelor pentru recalibrarea predarii. Unii profesori
au mentionat cd, dupa identificarea unei dificultiti comune, trimit elevii catre
resurse suplimentare (liste de verbe, scheme, harti, recapitulari): ,,Daca vad
ca 70% din clasa a gresit la o Intrebare despre predicatul nominal, opresc
jocul si reiau explicatia pe loc.” (P5);

* satisfactia de a-i vedea pe elevi lucrand cu placere, cu nivel de motivatie
crescut: ,,Nu mai trebuie impinsi de la spate, vor sa lucreze, sunt bucurosi
cand au gasit rezolvarea corectd.” (P3), ,,Se intdmplad chiar sa nu auda
clopotelul.” (P4), ,,imi place cand ii vad ci fac semnul victoriei.” (P4), ,,Este
placut sa-i aud: Mai puneti-o o data sa vedem daca mai gresim!” (P6).

b) Bariere logistice si de timp

» dificultatea gasirii testelor si investitia de timp in crearea resurselor: ,,imi
ia prea mult timp sa caut un Kahoot! potrivit/sa-1 creez eu.” (P5), ,,Cele mai
multe quizuri merg la evaluari sumative, mari.” (P7), ,,Ar fi ideal sd existe un
depozit de bune practici sau de resurse de tip open-source gata de utilizat,
adaptate curriculumului national, usor accesibile pe discipline si ani de studiu.”
(P1);

* numdrul de optiuni redus in planul Basic: ,,Blocarea functiei Puzzle
afecteaza creativitatea si diversitatea activitatilor.” (P1) si abilitatea de
ordonare cronologicad a evenimentelor” (P3). Unii profesori considera ca
instrumentele ,,Word Cloud” si ,,Poll” sunt eficiente pentru sondarea opiniilor
sau pentru activitati de tip ,,ice-breaker”.

c¢) Influenta asupra managementului clasei si a comportamentului elevilor
Profesorii au remarcat ca utilizarea Kahoot! are un impact pozitiv asupra
dinamicii clasei. Elevii devin mai activi, mai competitivi si mai atenti. Totusi,
cativa profesori au mentionat si provocari:
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* gestionarea entuziasmului debordant: ,,Am Inceput sa tip la ei, pana cand
mi-am dat brusc seama ca sunt, de fapt, foarte fericiti.” (P6);

* tendinta elevilor de a migra spre retelele sociale (multitasking) in timpul
sesiunii: ,, Trebuie sa stau cu ochii pe unii ca pe butelie.” (P5);

* graba unor elevi de a raspunde in detrimentul acuratetei, goana dupa
puncte: ,,Unii elevi sunt mereu cu degetul deasupra ecranului Tnainte sa termin
eu de citit intrebarea, de parca ar fi la Formula 1!” (P7);

* lucrul cu aplicatia fiind mai distractiv conduce in timp, prin contrast, la
dezangajare si lipsa de interes fatd de activitatile de invatare de tip formal.

d) Probleme de natura etica si profesionala

Duplicarea fara acord, cu modificari superficiale, genereaza frustrare si ridica
intrebari privind proprietatea intelectuald in mediul digital: ,,Am muncit patru
ore pentru a crea un Kahoot complex, cu imagini selectate atent, intrebari
formulate pedagogic si explicatii detaliate, iar altcineva l-a duplicat si si-a
trecut numele.” (P4).

Rezultatele indica faptul ca tehnologia este o sabie cu doua taisuri n
managementul clasei. Desi creste motivatia (elevii lucreaza cu placere),
apar noi provocari ce perturba procesele de Invatare prin hiperstimulare,
distragere digitald (multitaskingul) si oboseala competitiva. Hiperstimularea
reprezinta starea de suprasolicitare a sistemului cognitiv in urma unei incarcari
extrinseci care consuma resursele limitate ale memoriei de lucru prin elemente
irelevante pentru sarcina de invatare: muzica acceleratd, cronometrarea
agresiva, competitivitatea (Sweller, 1988).

Oboseala competitiva (Yang & Li, 2021) este o forma specifica de epuizare
care apare in contextul performantei (sport, business, gaming). Include
oboseala mentala, dar adauga si componenta emotionala a presiunii, a mizei
si a efortului sustinut de a-i depasi pe ceilalti.

4.2.  Perceptiile elevilor
Pentru a completa datele obtinute prin observatie directa si pentru a intelege

profunzimea mecanismelor motivationale, a fost organizat un focus-grup cu
doua subgrupe de elevi. Daca observatia a vizat manifestarile elevilor, discutiile
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au urmdrit sd scoatd la lumind semnificatiile pe care acestia le atribuie
experientei Kahoot!, prin raspunsul la urméatoarele intrebari:

* Cum v-afi simtit in timpul activitatii cu Kahoot! comparativ cu o
metoda traditionala de evaluare sau predare?; Credeti ca folosirea
Kahoot! a imbunatatit relatia voastra cu profesorul sau modul in care
percepeti ora? Prin ce?

Citatele au fost transcrise fidel pentru a pastra autenticitatea limbajului elevilor.
Principalele teme identificate in urma analizei sunt:

Tema 1: Reconfigurarea raportului de autoritate si consolidarea relatiei
profesor-elev

Citate: ,,Pai, mai intai am aflat ca profesorul are incredere in noi prin faptul
cane lasa cu telefonul.” ,,Doamna chiar se pricepe la aplicatii! [...] parca ne
intelege mai bine.”

Utilizarea dispozitivelor personale functioneaza ca un exercitiu de incredere
delegata. Profesorul dobandeste un capital de prestigiu digital (,,se pricepe”),
ceea ce reduce barierele formale si creeaza o ,,simetrie digitala” (profesorul
si elevul folosesc acelasi limbaj tehnologic, diminuénd ierarhia traditionald).
Aceasta proximitate scade distanta sociald si incurajeaza interactiunea
verbala spontana.

Tema 2: Reducerea anxietatii si resemnificarea greselii

Citate: ,,Cand jucam Kahoot! ma simt liber.” ,,Sunt entuziasmat.”, ,,Ma simt
fericit.”, ,,Am pierdut puncte la un exercitiu, dar am castigat la altele.”, ,,Of,
stiam, dar am apasat prea repede, n-am vazut langa cine std cuvantul”.

Modul in care elevii descriu starea din timpul aplicatiei confirma ipoteza de
emancipare digitald (Selwyn, 2009). Greseala este privitd acum ca un
feedback imediat, evaluarea isi pierde caracterul punitiv, devenind o etapa in
optimizarea performantei.

Tema 3: Cresterea nivelului de imersiune si implicare afectiva prin folosirea
elementelor de gamificare

Citate: ,,Eu percep ora mai distractiva.”, ,,Am primit $i 400 de coronite pentru
a cumpdra mai multe accesorii.”



122

Elementele de joc (avataruri, puncte etc.) motiveaza extrinsec, dar servesc
si ca ancore de atentie si se pot transforma ulterior Tn angajament cognitiv
facandu-1 pe elev sa raimana focalizat pe parcursul intregii activitati pentru
a-si mentine progresul in joc.

Analiza tematicd a discursului elevilor a relevat o convergentad intre
entuziasmul observat la clasd si procesele de autoreglare a invatarii.
Rezultatele focus-grupului sugereaza ca aplicatia Kahoot! reuseste sa
umanizeze procesul de evaluare. Tranzitia de la elevul evaluat la elevul
Jjucator permite o implicare mai profunda, unde greseala nu mai este
sanctionata social, ci devine un indicator de progres si catalizator pentru
invatarea prin incercare si eroare.

4.3. Testarea ipotezelor prin observatie participativa

Dimensiunea calitativa a fost completata prin observarea directa a
comportamentului elevilor pe parcursul a peste 100 de sesiuni desfasurate in
ultimii trei ani la clasele de gimnaziu (disciplina Limba si literatura romana).
Observatia directd a vizat mecanismele de autoreglare si gestionare a
competitiei, modul 1n care reactioneaza la stimulii de gamificare, precum si
comportamentul elevilor in sarcinile de proiectare a propriilor chestionare
Kahoot!.

Observatiile arata ca elevii manifesta comportamente de autoreglare si dorinta
de autodepasire; solicita reluarea testelor pentru a-si imbunatati scorurile,
parcurg cu atentie toate variantele nainte de a raspunde si identifica in mod
logic capcanele gramaticale. In plus, modul creativ in care manipuleazi
conceptele — de exemplu, propunerea de a utiliza pseudonime construite din
termeni curriculari — sugereaza o internalizare autenticd a continuturilor.
Aceste elemente confirma IG1, insa doar partial, intrucat comportamentele
nu sunt inca generalizate la nivelul intregului grup.

Elevii revendica activitatea de tip Kahoot! ca pe un drept si o solicita spontan,
mai ales in momentele de oboseald, ceea ce indica o motivatie intrinseca
puternica. Ei cer continuarea exercitiilor, pun mai multe intrebari i ofera
sprijin tehnologic profesorului, ceea ce arata implicare i responsabilizare.
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Reactiile afective (zambete, relaxare corporala, gesturi) reflectda un climat
pozitiv si o valorizare sociala a activitatii. Toate aceste aspecte confirma
ipoteza IG2.

Participantii manifesta un timp de reflectie nainte de a raspunde, evitand
bifarea aleatorie si initiazd discutii argumentate despre raspunsuri. Ei
evalueaza gradul de dificultate al itemilor, solicita ajustarea timpului si 1si
noteaza strategiile sau capcanele identificate, fara a fi solicitati explicit. De
asemenea, exprima dorinta de a personaliza experienta de invatare prin
propuneri creative. Aceste comportamente indica reflectie, analiza
conceptuald si un inceput de autoreglare cognitiva, ceea ce conduce la
confirmarea partiald a ipotezei [S1.

Elevii verbalizeaza procesele mentale implicate in alegerea solutiilor, explica
erorile si formuleaza intentii de corectare pentru viitor, ceea ce evidentiaza
dezvoltarea metacognitiei. In cadrul echipelor gestioneaza conflictul cognitiv
si 1si explica reciproc strategiile, iar in contexte informale (pauze) descriu
criteriile folosite pentru excluderea variantelor gresite. Aceste comportamente
arata consolidarea autoreglarii si confirmad ipoteza IS2, insd doar partial,
intrucat nu sunt incé uniform distribuite in randul tuturor elevilor.

Se impune mentionarea faptului ca, in cei trei ani de observatie empirica,
organizarea in triadd s-a dovedit constant cea mai productiva structura de
lucru. Echipele formate din trei persoane au generat cel mai echilibrat raport
intre cooperare, negocierea raspunsurilor, distribuirea rolurilor si autoreglarea
ritmului, facilitind manifestarea celor mai multi indicatori relevanti pentru
validarea ipotezelor. In aceasta formula ,,ghicirea raspunsurilor” a disparut.

Aceste comportamente indicad trecerea de la o Invatare reactiva la una
reflexiva, orientata spre intelegere profunda si autoreglare si sustin in mod
direct Ipoteza generald 1 si Ipoteza specifica 2, demonstrand cad impactul
aplicatiei depaseste dimensiunea ludica si se extinde asupra proceselor
cognitive si relationale esentiale in Tnvatare.
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5. Concluzii si recomandari metodice

Datele indicd faptul cad integrarea Kahoot! nu este o simpld adaptare
tehnologica, ci o strategie pedagogica ce valorificd neuroplasticitatea si
mecanismele naturale ale invatarii. Concluziile subliniaza ca succesul metodei
depinde de implicarea profesorului: fara debriefing, platforma raméane la nivel
de divertisment; cu interventie pedagogica, devine un instrument de
consolidare a invatarii durabile si un spatiu de intdlnire intre generatii.

Dihotomia dintre nativii si imigrantii digitali (Prensky, 2009) este reevaluata
de autor si apare ca fiind secundara in fata capacitatii de a utiliza tehnologia
pentru a lua decizii mai bune si a invata profund (intelepciunea digitald).
Kahoot! devine un instrument de dezvoltare autentica atunci cand profesorul
echilibreaza adrenalina competitiei cu momente de debriefing, transformand
raspunsul rapid intr-o ocazie de analiza, iar eroarea intr-o oportunitate de
rezilientd emotionala.

5.1.  Limite

Prezentul studiu prezinta o serie de limitari care trebuie avute in vedere n
interpretarea rezultatelor. In primul rand, esantionul de cadre didactice, desi
adecvat din punct de vedere numeric, are caracter voluntar, ceea ce poate
introduce un bias de auto-selectie in favoarea atitudinilor pozitive fatd de
digitalizare. In al doilea rand, cercetarea s-a concentrat pe disciplina Limba
si literatura romand la nivel gimnazial, ceea ce limiteaza generalizarea
rezultatelor la alte arii curriculare. De asemenea, analiza a vizat dimensiunile
atitudinale si cognitive, fard a include variabile legate de infrastructura digitala
din mediile defavorizate, aspect care rimane esential pentru implementarea
gamificarii la scard larga.

Studiul se bazeaza pe perceptiile a 166 de profesori (platforma iTeach).
Desi dimensiunea esantionului nu este redusa, rezultatele nu pot fi generalizate
la nivelul intregii populatii de cadre didactice din Romania. O alta limitare
este lipsa unei segmentari demografice si profesionale detaliate (mediu urban/
rural, disciplind predata, nivel de competenta digitald), ceea ce poate ascunde
diferente semnificative in modul de perceptie a aplicatiei Kahoot!.
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In plus, nu au fost utilizate grupuri de control si nu s-au realizat corelatii intre
rezultatele obtinute si performantele scolare masurate prin evaludri traditionale
sau examene nationale. Cercetarea s-a bazat pe observatii empirice realizate
intr-o unitate de Invatdmant urbana, caracterizata prin infrastructura digitala
adecvata si acces stabil la internet de mare viteza. Elevii implicati prezentau
un nivel ridicat de alfabetizare digitala, utilizind frecvent dispozitive mobile
in activitatile de invatare. in absenta unei infrastructuri adecvate, barierele
tehnice pot diminua sau chiar anula beneficiile pedagogice ale instrumentului
digital, transforméandu-1 din facilitator al Invatarii intr-un obstacol.

De asemenea, studiul nu a analizat efectele pe termen lung ale utilizarii
constante a aplicatiei, in special in ceea ce priveste mentinerea motivatiei
dupa disparitia efectului de noutate.

O limitare suplimentard o constituie absenta unui design experimental
comparativ, bazat pe un grup de control (fara utilizarea Kahoot!) si un grup
experimental, corelat cu performantele obtinute la evaluari standardizate.

5.2.  Recomandairi metodice pentru eficientizarea actului didactic

Pentru a maximiza impactul Kahoot! asupra dezvoltarii socio-emotionale si
cognitive, propunem integrarea urmatoarelor strategii:

a) Inproiectarea chestionarului

* Diversificarea itemilor folositi pentru a depasi nivelul de simpla memorare
factuald, introducand itemi de tip aplicare sau analiza.

* Ajustarea timpului de raspuns in functie de complexitatea intrebarii pentru
a reduce anxietatea si a descuraja ghicitul norocos. Mesajul transmis
trebuie sa fie: Este mai valoros sa raspunzi corect dupa 30 de secunde
decdt gresit dupa 2 secunde.

b) In timpul activitatii

* Incluziunea digitala (7eam Mode) pentru a evita excluderea elevilor fara
dispozitive si pentru dezvoltarea competentelor socio-emotionale (conform
cadrului CASEL). Lucrul in echipa forteaza negocierea si consensul sub
presiune, transformand jocul Intr-un exercitiu de colaborare.
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* Implementarea unei pauze de reflectie dupa fiecare intrebare (de exemplu:
De ce ai eliminat varianta X?, Ce cuvant-cheie te-a condus la
raspuns?).

¢) Post-activitate

* Finalizarea sesiunii cu o perioada de 2 minute de celebrare si debriefing
pentru restabilirea resurselor atentionale, o micro-pauza de restaurare
(Sharpe et al., 2025).

* Includerea strategiei Elevul ca autor, prin solicitarea elevilor de a crea
propriii itemi. Procesul de a inventa un distractor plauzibil este un exercitiu
cognitiv de nivel superior.

* Evaluarea progresului, nu a podiumului.

* Discutarea evolutiei individuale fatd de sesiunile anterioare pentru a
stimula motivatia intrinseca.

Evolutia practicii noastre pedagogice in utilizarea platformei Kahoot! a
presupus o trecere graduala de la forme de organizare individuale citre
strategii bazate pe invatarea colaborativa, structurate n grupuri de cate trei
sau patru elevi. Daca in etapele initiale, administrarea activitatii s-a facut
fara un set de reguli prestabilite de functionare a grupelor, experienta
acumulatd a condus la necesitatea implementarii unor protocoale clare de
cooperare, menite sa eficientizeze interactiunea si sa asigure responsabilitatea
individuala.

Totodata, am procedat la o recalibrare a scopului didactic: de la utilizarea
instrumentului ca mijloc de evaluare sumativa simpla la un model de invatare
activa, in care Kahoot! devine un catalizator pentru explorarea resurselor
informationale. In acest format, elevii sunt incurajati sa utilizeze manualul si
alte surse de documentare pentru a fundamenta raspunsurile, transformand
jocul digital dintr-un simplu test de viteza intr-un instrument de constructie
participativa a cunoasterii. Initial, sesiunile au vizat exclusiv verificarea
cunostintelor; ulterior, au fost introduse pauzele de reflectie, analiza
rapoartelor si utilizarea materialelor suport, iar in cel de-al treilea an s-a
realizat trecerea la 0 nouad etapa: cea a elevului creator de quiz-uri. Crearea
unui quiz relevant presupune o procesare sporitd a cunostintelor, o reorganizare
logica a lor. Elevii trebuie sa predea materia sub forma de intrebari, ceea ce
impulsioneaza invatarea, deoarece nu poti formula o intrebare clara despre
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un concept pe care nu il stdpanesti pe deplin. Produsul final (quiz-ul) a fost
supus testarii In clasa.

Rezultatele acestei analize subliniazd potentialul aplicatiei digitale In
armonizarea relatiei dintre imigrantii §i nativii digitali. Kahoot! a fost mediul
in care autoritatea profesorului s-a intalnit cu autonomia elevului, facilitind o
interactiune Tmbunatatita intre profesor si elev, dar si intre elevi.

Trecerea responsabilitatii creatiei catre elevi reprezintd o forma de angajare
activa, demonstrand ca, atunci cand tehnologia este utilizatd pentru a incuraja
colaborarea si reflectia, aceasta nu distrage, ci fundamenteaza invatarea.

In final, succesul acestei interventii rezid in capacitatea de a transforma un
mit al divertismentului digital intr-o realitate a performantei pedagogice,

VVVVV

clasa si o mai mare facilitate in a raspunde la intrebari in clasa.

Réamane o provocare pentru cadrele didactice recalibrarea constanta a acestor
instrumente, migrand de la simplul consum de informatie cétre productia de
cunoastere de catre elevi.

Prezentul studiu releva faptul ca platforma Kahoot! nu poseda o valoare
pedagogica intrinseca fixa, ci functioneaza ca un multiplicator de forta al
designului didactic ales de profesor. Eficienta sa este sustinuta de cei patru
piloni ai invatarii (Dehaene, 2020/2022): atentia, angajarea activa, feedbackul
asupra erorii si consolidarea.

Multumiri

Multumim doamnei Ligia Sarivan, cercetator in cadrul Institutului de Stiinte ale
Educatiei si domnului lonut Capeneata, expert in integrarea tehnologiilor digitale in
educatie, pentru expertiza oferita in etapa de revizuire a manuscrisului. Observatiile
sirecomandarile lor au contribuit in mod semnificativ la clarificarea argumentatiei si
la imbunatatirea calitatii textului.
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Nota

In realizarea acestui material, au fost utilizate instrumente bazate pe inteligenta
artificiala (Gemini, MicrosoftCopilot, ChatGPT) pentru identificarea rapida a surselor
relevante de informatii, pentru facilitarea traducerii articolelor din limba engleza,
precum si pentru redactare, eliminarea informatiilor redundante si corectura finald a
textului.
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Abstract

The study analyzes how urban bird monitoring assists in learning ecological
behaviour amongst 121 tenth-grade high schoolers from Giurgiu. It started from the
premise that direct engagement by youths in observing local biodiversity affects
their attitudes toward the environment and their practices of engagement with a
wildlife source. The research implies a study on ornithofauna and an educational
experiment conducted in the 20242025 school year. The students were part of an
experimental group participating in monitoring activities or of a control group.
Evaluation through validated questionnaires measured ecological behaviours and
environmental attitudes before and after the intervention. The results proved that
despite no significant differences between groups after completing the study, there
is a strong correlation between pro-ecological attitude and observed behaviour.
Students may show a greater willingness to engage in basic tasks like recycling yet
have little interest in activities that involve longer-term dedication. Research is limited
by the short duration of the intervention and the limitations of the present educational
system which do not endorse nature-based activities.

The research provides insightful thoughts on the multi-dimensionality of ecological
consciousness. It suggests the need for change via a long-term comprehensive
education program as a component of the curriculum. The key finding of this study
is that successful ecological education does not simply involve imparting information,
it requires direct and continuous experience in nature, ongoing contemplation of
nature as well as taking part in conservation activities to create an environmentally
caring citizen.

Keywords: ecological behaviour, environmental education, urban bird monitoring.

Rezumat

Studiul analizeaza modul in care monitorizarea pasarilor urbane ajutd la
deprinderea comportamentului ecologic in randul a 121 de elevi de clasa a zecea
din Giurgiu. Studiul a pornit de la premisa ca implicarea directa a tinerilor in
observarea biodiversitatii locale le influenteaza atitudinile fata de mediu si
interactiunile cu biodiversitatea locala. Cercetarea a implicat un studiu asupra
ornitofaunei §i un experiment educational realizat in anul gcolar 2024-2025.
Elevii au facut parte dintr-un grup experimental care a participat la activitati de
monitorizare sau dintr-un grup de control. Evaluarea prin chestionare validate a
mdsurat comportamentele ecologice si atitudinile fata de mediu inainte i dupa
interventie. Rezultatele au aratat ca, desi nu s-au constatat diferente semnificative
intre grupuri dupd interventie, exista o corelatie puternica intre atitudinea
pro-ecologica si comportamentele observate. Elevii sunt mai dispusi sd adopte
practici simple, cum ar fi reciclarea, dar au putin interes pentru activitati care
necesita un angajament sustinut. Cercetarea este limitata de durata scurtd a
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interventiei gi de constrangerile actuale ale sistemului educational, unde
activitatile bazate pe naturd nu sunt incurajate. Cercetarea oferd perspective
valoroase asupra complexitdtii formarii congtiintei ecologice. Acesta subliniaza
necesitatea transformarii prin programe educationale pe termen lung, ca parte a
curriculumului. Contributia centrala a studiului este sublinierea faptului cd o
educatie ecologica eficienta depdseste simpla diseminare a informatiilor,
necesitand o experientd directa si sustinutd in naturd, o reflectie continud asupra
naturii §i implicarea in activitafi de conservare, pentru a creste cetateni grijulii
fata de mediu.

Cuvinte-cheie: comportament ecologic, educatie ecologicd, monitorizarea
ornitofaunei.

1. Introduction

Modern education systems should prioritize teaching young people how to
behave responsibly regarding the issues and pressures affecting the world
today, such as the rapidly changing global climate and the decline of
biodiversity. Adolescents’ genuine ecological consciousness serves as both
an educational objective and a societal necessity, serving as the foundation
for the sustainability of ecosystems and human communities in the future.

The objective of this study is to examine the practicability of urban ornithofauna
monitoring activities in schools and to understand their role as an educational
resource. Giurgiu offers a unique framework for examining the connection
between urban growth and biodiversity conservation because of its biological
status as part of the Danube Floodplain and the variety of its urban and peri-urban
ecosystems.

The integrated model of ecological education, which focuses on an actual
urban biodiversity monitoring project and analyses not only the knowledge
acquisition process, but also the behavioural and attitudinal changes that can
result from direct connection with nature, is what makes the research
distinctive. The findings of the study provide important insights into the
intricacy of the process of ecological awareness formation and what is
required for educational interventions to result in long-lasting changes, even
though they do not entirely support the original theories.



134

2. Modern approaches in teaching biology

Teaching methods have several functions: the cognitive function (teaching
methods serve a cognitive purpose, as a means of acquiring knowledge), the
formative-educational function (the methods used shape students’ attitudes,
emotions, interests, and beliefs), the motivational function (the pedagogical
approach serves a motivational role, making the activity attractive and
encouraging the desire to learn), the instrumental function (the method serves
as a means of obtaining the desired results), the normative/optimization
function (optimization of the activity involves identifying efficient combinations
of teaching variables and proposing a versatile path for instructional
activities).

2.1.  Social constructivism

According to Piaget, knowledge is acquired through an active and sequential
construction of logical schemes. The direct consequence of this is that any
monitoring activity with avifauna must start from easy tasks such as
recognition of common birds. Subsequently, one can move on to systematic
recording of behaviour and later draw conclusions about ecology. Thus, the
students can gain an appreciation of ecosystems as a whole on this basis.
These implications offered evidence of constructivist education (Schrader,
2015).

At the same time, Vygotsky’s socio-cultural theory indicates the social
dimension of learning which becomes important in monitoring the birds
collaboratively. The zone of proximal development applies directly to
monitoring: students with limited experience in identifying species could
improve greatly when teaching or with peers who are more experienced
bird-watchers.

Dewey’s principle of authentic experience education instantiates the
educational value of avifauna monitoring. Whenever students stumble upon
an uncertainty on the field like an unfamiliar call or contradictory identification
criteria, they are prompted to systematize their observations, consult the
field guides, test alternative IDs against criteria and come to a conclusion
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supported by evidence. In this sense, bird monitoring exemplifies Dewey’s
key premise that learning involves active engagement with real things. This
inquiry approach is in tune with more general constructivist contributions by
Jerome Bruner, who argued that discovery learning is a basis for open-
ended field investigation, with David Ausubel, whose theory of meaningful
learning points students to new ornithological observations and their more
general ecological knowledge.

There are two essential concepts for the notion of learning through
constructivism. The first refers to the principle according to which students
develop new understandings using pre-existing knowledge. Students approach
new educational experiences with the help of knowledge they have acquired
previously and subsequently refine the reflections they will construct based
on these new learning scenarios. The second concept refers to understanding
that learning constitutes an active engagement, going beyond the simple
passive assimilation of information. Individuals involved in learning use existing
knowledge to understand new educational contexts. If the new material
differs from the knowledge with which students are already familiar, they
will seek methods of adapting and improving their understanding in relation
to the present circumstances.

It is necessary that, especially biology teachers, become aware of the
importance of implementing exploration and discovery activities to engage
students in the learning process. Moreover, not only students benefit from
constructivism in learning, but also teachers, who construct their own
knowledge and can become aware of the difficulties, as well as efficient
ways of working (Oprea, 2007).

2.2. Experiential learning

Experiential learning in science education transitions from lecture to
constructivist and student-centred pedagogy. The initiator of the hands-on
learning methodology was David Kolb in 1984. It emphasizes the contribution
of experience, perception, cognition, and behaviour to learning. The approach
views the student activity by guiding learning in an organized manner through
critical thinking, innovation, reflection, and metacognitive development.
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Although implementing such changes presents challenges, including
maintaining a balance between creativity and the information to be taught,
the result is improving students’ creative and intellectual skills.

In teaching biology, experiments significantly increase students’ level of
understanding and retention of scientific concepts through their active
involvement in the learning process. These experiments allow students to
apply theoretical knowledge in practical frameworks, drawing on their
understanding and memory. The integration of applications into reality and
experiential learning enriches the educational experience.

A study of a fruit juice purification experiment showed that students who
engaged in hands-on activities demonstrated a deeper understanding of
enzyme functions. The experiment involved connections between biological
concepts and real-world applications of biotechnology, which helped students
make connections between theoretical knowledge and practical scenarios.
Students reported increased levels of satisfaction and enthusiasm, indicating
that such experiments make learning more enjoyable and memorable (Tam &
Ewe, 2018).

Another study found that learning through experiments significantly improved
high school students’ performance in biology compared to traditional expository
teaching methods. Students taught biology using experiential learning achieved
amean score of 71.21, while those taught using expository methods achieved
50.53, indicating a substantial difference of 20.68 points. The effectiveness
of this type of teaching has been demonstrated through hands-on activities,
in which students engaged in tasks such as producing, sorting, and classifying
mammalian bones, which led to a better understanding of locomotion,
compared to teaching using lecture (Okoli & Okechukwu, 2014).

Innovative teaching methods, such as those through experimentation, increase
the quality of learning experiences for students. They promote their active
involvement through interactive learning means, using technology. For
example, students can use mobile applications to visualize complex scientific
concepts, like the food chain.
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2.3. Discovery learning and environmental education

Field studies improve the understanding of ecological and social systems in
several key ways. They also offer direct, practical interaction with natural
environments, allowing students to observe and understand how life functions
in real contexts. They help students develop multiple ways of knowing through
observation, conversation, and participation in nature.

These experiences challenge students to become more independent, more
curious, and more self-aware as they interact with individuals from diverse
environments and encounter different perceptions of the world. Field studies
also make a connection between cognitive and affective learning, leading to
a deeper understanding (Fleischner et al., 2017).

Environmental education based on nature activities effectively promotes the
development of ecological behaviour through two key mechanisms: improving
environmental knowledge and stimulating connection with nature. When
conducted outdoors, in a natural setting, this educational approach
simultaneously develops children’s understanding of environmental systems,
while creating meaningful connections with nature (Otto & Pensini, 2017).

3. Methodology

3.1. Purpose

The purpose of this research is to identify the connections between urban
ornithofauna monitoring activities, conducted with high school students, and
the development of pro-ecological behaviour, enhancing research and critical
thinking skills, as well as promoting responsible environmental behaviour.
Birdwatching is an accessible activity that does not require expensive
equipment and can be easily integrated into the school curriculum, while
providing valuable data for scientific research.
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3.2. Aims

The research aims to increase the level of awareness among young people
using interactive methods. Monitoring birds in urban areas helps high school
students learn about biodiversity and acquire ecological research skills.
Involvement in monitoring allows them to understand the importance of ecological
balance and biodiversity conservation. In the present research, the aim was to
associate students’ attitudes in relation to the surrounding environment with the
assimilation of more knowledge about the environment, assessing both before
and after the educational intervention. This method transforms theory into practice,
encouraging critical thinking and civic responsibility.

3.3.  Sample and participants

The research was conducted with the participation of 121 students enrolled
in the 10" grade, during the 2024-2025 school year, thus combining the
curricular objectives of school subjects with authentic learning experiences,
in direct contact with nature.

The choice of the target group of 10" grade students is based on the
psycho-pedagogical characteristics specific to this age, when adolescents
develop advanced cognitive capacities for analysis and synthesis, show
increased interest in relevant social issues and are in an essential formative
stage for the development and acquisition of personal values and attitudes.
Also, the school curriculum for this grade includes elements of ecology and
environmental protection (Ministry of Education, 2004), facilitating the
integration of research activities into the formal educational process.

The participants were organized into two groups: an experimental group
(classes X-D and X-E) comprising 59 students (37 female, 22 male), and a
control group (classes X-A and X-F) comprising 62 students (38 female, 24
male). The response rate was 100%. The validity of the experimental design
is confirmed by the absence of significant differences between the
experimental and control groups in the pre-test, both for ecological behaviours
(?15,=0.310, p>0.05) and for pro-ecological attitudes (¢, ,, = 0.726, p> 0.05).

(120)
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3.4. Methods and Tools Used for Collecting Data

This research implied two complementary methods: the questionnaire
(quantitative) and the experiment (qualitative and field-based). To compare
students’ environmental attitudes and behaviour before and after participation
in the avifauna monitoring activities, the Ecological Behaviour Assessment
was used — a Likert-scale questionnaire with items rated on a five-point
scale ranging from 1 (Strongly Disagree) to 5 (Strongly Agree).

To compare students’ environmental attitudes and behaviour before and after
participation in the avifauna monitoring program, the Ecological Behaviour
Assessment, a Likert-scale questionnaire was used.

This was framed in a wider pedagogical context, which included extra
contextual information about bird ecology. More specifically, such information
included autumn and spring bird migration patterns as well as the status and
conservation importance of bird species that occupy urban and peri-urban
areas. The context in which the questionnaire was placed was intentional:
students were encouraged with their responses to reflect not just on their
general environmental behaviours but also on the specific connection between
routine human behaviours: transport methods, waste disposal, land use
choices, and the effects of these behaviours on local birds and their habitats.

The attitudinal data with a quantitative character from the questionnaire and
the ecological understanding in a qualitative character developed through
teaching and field monitoring activities made it a multi-layered assessment
of the program’s impact on the students’ environmental literacy and
behavioural dispositions.

The attitude toward the environment was evaluated in a standard manner
using a Rasch scale, through the dichotomous Rasch model (Wilson, 2005;
Wolins et al., 1982).

The specific instrument that was used is an adaptation for adolescents of a
well-established instrument for adults (Kaiser et al., 2007). This adaptation
comprises 40 self-reported behaviours, such as “I am a member of an
environmental organization” and “I collect and recycle wastepaper”.
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Participants responded to each item using either a 5-point Likert scale, ranging
from never (1) to always (5), or a yes-no response format.

As an extension of the 40 behavioural self-reports, 15 items were added
from the study by Bogner and Wiseman (1999) that effectively indicated an
individual’s commitment to environmental conservation. These items included
personal opinions regarding environmental conservation (for example, “We
must designate areas to protect endangered species”), as well as self-reports
of previous environmental conservation efforts (for example, “I save water
by opting for showers instead of baths”). Participants rated Bogner and
Wiseman’s (1999) items using a 5-point Likert scale, where 1 indicated strong
disagreement and 5 indicated strong agreement.

The experimental group was given the questionnaire before the beginning of
the monitoring experiment and at the end of the last monitoring session,
while the control group was given the questionnaire in March and in May.
In three of the four original studies, the items regarding environmental attitudes
were divided into two separate sets (with some items overlapping) to shorten
the length of each individual survey. These two sets were given to students
prior to the educational interventions. Given the unique characteristics of
Rasch models (i.e., uniform item discrimination), participants can still be
quantitatively compared even if they do not respond to the same number of
items or even the same items, provided that all items can be calibrated on a
single scale (Kaiser et al., 2018). Consequently, Rasch scale calibrations
and, therefore, estimates of involvement and attitude can be obtained even
with incomplete data records that have missing values, since the estimation
process is based on a maximum likelihood approach (Embretson & Reise,
2000).

Of the 55 items, 22 were negatively worded. All these negatively framed
items, indicating a lack of commitment to environmental conservation, were
reverse coded before the Rasch scale calibration. To apply the classic Rasch
model, the 55 items had to be transformed into a dichotomous format. For
this transformation, the responses never, rarely, occasionally, strongly
disagree, disagree, and not sure/neutral were assigned values reflecting a
lack of commitment to environmental conservation (0). In contrast, the
responses often, always, agree, and strongly agree were assigned values
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indicating a commitment to environmental conservation (1). Reducing the total
number of response options before calibrating the scale is a well-established
and rational method for minimizing unreliable measurements resulting from
measurement error (Kaiser & Lange, 2021).

Environmental knowledge, like any other type of knowledge, involves a certain
level of achievement, in particular, the ability to accurately answer questions
about a topic. Accordingly, a common approach to investigating individual
differences in student knowledge is to challenge individuals with increasingly
demanding tasks or questions. Given that the Rasch model is based on this
principle, it is often the preferred model in educational assessments of
knowledge disparities (Wilson, 2005). Kaiser and Frick created a measure
of environmental knowledge using a Rasch scale, which allowed them to
differentiate between items representing knowledge about environmental
systems, action-oriented knowledge, and knowledge about efficiency (Frick
etal., 2004; Roczen et al., 2014).

Systemic knowledge encompasses questions about the functioning of
ecosystems or awareness of environmental challenges. A common illustration
is understanding the processes that contribute to global warming (Taube et
al., 2021). Action knowledge refers to the knowledge of how to act, which
includes awareness of behavioural choices and potential actions. Students
may be well informed about microplastic pollution (i.e., system knowledge)
but lack knowledge about the steps they can take to minimize their own
contribution to microplastic waste. Efficiency knowledge reflects the
ecological consequences (e.g., in terms of CO, emissions) of different
behavioural choices (Frick et al., 2004).

3.5. Data Collection Procedure
The experimental group was given the questionnaire before the start of the
monitoring experiment and at the end of the last monitoring, and the control

group was given the questionnaire in March and May.

The experiment consisted of monitoring the ornithofauna in the Nicolae lorga
Park area (43°53°31"N 25°57°57"E, alt. 29 m) and the Clock Tower area
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(43°53°25"N 25°57°53"E, alt. 27 m), together with each of the classes, during
biology (October 22, 2024; October 23, 2024; January 8%, 2025; March
5% 2025; March 7%, 2025; April 15%, 2025; April 16%,2025).

The students used monitoring sheets while observing the birds by using their
phones, later identifying them through specialized applications. They also
received information about autumn and spring migration, as well as about
the status and importance of birds in urban and peri-urban areas. The
monitored areas were chosen as close as possible to the college, being also
central areas of Giurgiu Municipality. The students were divided into five to
six teams in each class.

The monitoring session lasted around 50 minutes, which was the time duration
of'a biology class. All observations were done on the site. At each session’s
beginning, the teacher provided a brief introductory explanation contextualised
to the season. The autumn sessions (October 2024) were dedicated to
migratory species passing through or leaving the Giurgiu area, while the
winter and spring sessions (January, March and April 2025) concerned
resident species, early spring arrivals and the importance of potentially valuable
urban green spaces as stopover and breeding habitats along the Danube
flyway. The students recorded their observations in standardized monitoring
sheets, in teams of five to six. For each bird encounter, they recorded the
name of the species, where in the monitoring area it was located, the time
the monitoring took place, and the weather conditions (cloud cover, wind,
temperature range). Species identification was done with the help of the
Merlin Bird ID app (Cornell Lab of Ornithology, n.d.), that allows not only
visual identification from photographs but also audio identification through
instant sound recognition. The latter option is particularly useful as it helps
detect species present in crowded foliage or at a distance. If identification
through the app was uncertain, students asked the teacher or checked the
field guide that was provided during the sessions. At the close of every
session, teams presented their records to the gathering, enabling a group
discussion on the species found, their role in the ecosystem, and behaviour
noted. All the data that was collected over all sessions was retained as a
combined species list for the monitored areas.

An analysis of the Romanian 10" grade Biology curriculum (approved by
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OMEN no. 4598/31.08.2004) reveals several content areas and competency
frameworks that directly underpin and justify the educational design of the
present study. Although the curriculum for this grade level is primarily
structured around the anatomy and physiology of plants and animals —
covering tissues, organ systems, and fundamental life functions — it also
includes a dedicated content unit on ecological imbalances (“Dezechilibre
ecologice: cauze, efecte, masuri”’), which explicitly addresses human-induced
disruptions to natural systems and their consequences for biodiversity
(Ministry of Education, 2004). This content unit provides the formal curricular
anchor for introducing students to conservation issues and the ecological
role of urban wildlife, including avifauna. Beyond specific content, the
curriculum defines five general competencies and a set of specific
competencies that are highly relevant to the monitoring approach used in
this research. Specific competency 1.1 (collecting data from diverse sources
for knowledge acquisition) and competency 2.1 (using investigation to reveal
the structure and functions of organisms) map directly onto the field data
collection tasks performed during bird monitoring sessions. Competency 2.2
(processing investigation results and formulating conclusions) is
operationalized when students analyse their observation records and draw
inferences about species distribution and habitat use. Competency 5.2
(explaining and applying rules for protecting one’s health and the environment)
and competency 5.3 (making intra-, inter-, and transdisciplinary connections)
are engaged when students relate their ornithological observations to broader
ecological imbalances and environmental responsibilities. The curriculum’s
section on Values and Attitudes is equally pertinent: it explicitly promotes
“curiosity and respect for every form of life,” “care for the surrounding
environment,” and “involvement in solving problems of global interest” —
dispositions that the present intervention sought to cultivate through direct
contact with urban biodiversity. Furthermore, the methodological suggestions
embedded in the curriculum explicitly recommend field observation activities,
ecological case studies, and project-based investigations as preferred
pedagogical approaches, noting that such activities provide “opportunities
for ecological education” (Ministry of Education, 2004). This curricular
endorsement of experiential and nature-based learning validates the
pedagogical rationale of the ornithofauna monitoring program and confirms
that the intervention was not a departure from formal educational
requirements, but rather a concrete realization of them.
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4. Findings

In the present research, the gap between what the students declare and
how they behave is identified. The average score for the pro-ecological
attitudes is 3.33, which is above the neutral point of the scale whereas ecological
behaviours are recorded as 2.90, which is below the neutral point. The
moderate correlation found between the two dimensions (» = 0.409, p <
0.01) establishes a link, but not a strong enough one that beliefs are guaranteed
to be transposed into actions. Biodiversity conservation has a high average
score (3.82) with three-quarters of the students supporting the delimitation
of protected areas for endangered species. On the contrary, with a score of
78, the perception of environmental problem seriousness gets the least support.

The female students have a significantly higher tendency to recycle and
manage the waste. They also have a greater concern for environment and
biodiversity. In contrast, male students have reported a more frequent use
of sustainable transport. Both females and males possess similar
anthropocentric and eco-centric tendencies.

The individual differences show that students’ ecological attitudes and
behaviours differ from each other. It was evident in the standard deviations
lying between 1.17 and 1.46.

The data collected in the pre-test stage provides a solid basis for the subsequent
evaluation of the impact of the educational intervention, allowing the precise
identification of areas in which progress has been made and those that require
additional or revised approaches. This initial evaluation confirms both the need
and the potential of a well-structured educational intervention for the development
of a deeper environmental awareness and, more importantly, for facilitating its
translation into concrete environmentally friendly behaviours.

5. Discussion

First, the results post-test confirms the absence of significant differences between the
experimental and control groups, both for ecological behaviours (¢, ., = 0.236, p >

117)
0.05) and for pro-ecological attitudes (t( =-0.204, p>0.05) (Figure no. 1).

117)
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Figure no. 1. The median, quartiles, and extreme values (n = 59 for the
experimental group, n = 62 for the control group)

A particularly relevant aspect is the persistence of coherence between
attitudes and behaviours, with an almost identical mean score for ecological
behaviours (M = 3.48, SD = 1.34) and pro-ecological attitudes (M = 3.46,
SD =1.29). The strong correlation identified between the two dimensions (r=
0.595, p<0.01) indicates an integration of beliefs and practices, suggesting
that students who have developed pro-ecological attitudes tend to translate
them into concrete behaviours. Behaviours related to recycling and waste
management stand out with the highest mean score of 3.70 from this study.
Moreover, 85.1% students reuse shopping bags. Compared to this,
Involvement and Advocacy scored lowest (M = 3.23), with only 11.6% of
students being a member of an environmental organization.

Analysis of behavioural patterns highlighted considerable deviations among
types of ecological acts undertaken. Over 80% of students adopted visible
saving behaviours (turning off lights), while behaviours involving giving up
comfort (avoiding battery-powered devices) were done by less than 25% of
students.

The students’ value orientations reflect an incomplete transition from the
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anthropocentric view to the eco-centrist view. Almost 60% reject the view
that nature is nothing more than a tool for human use, yet only 46.3% reject
the view that humans are ontologically superior to other beings.

Girls reported significantly greater responsible consumption behaviours (M =
3.68, compared to M = 3.42, p < 0.05), with the rest of the differences
showing no significant divergence. The consistency of these differences
suggests that the intervention did not specifically meet the differentiated
needs of the two groups.

The variation in the responses (SDs ranging from 0.88 to 1.45) suggests that
there is still heterogeneity regarding the level of ecological awareness and practice.

6. Research limitations

This research can only be interpreted considering important methodological
and contextual constraints that may have undermined the effectiveness of
the intervention and the generalizability of the conclusions.

The educational intervention length is the main limitation of this research.
Limited field trips over a short period of time issued through the program
provide no scope to experience the exposure that can produce any change
in the participants’ behaviour. The lack of regularity in monitoring activities
may partly be responsible for the non-appearance of effects.

Also, due to the lack of complementary methods of direct observation or objective
indicators of behaviour, the ecological validity of these conclusions is limited.

The fact that the research was conducted in a high school in Giurgiu reduces
generalization. The urban environment specificities of Giurgiu, the socio-economic
profile of the participating students, and the organizational culture of the
institution are context factors that can influence the results in ways that are
not easily reproducible in other educational contexts.

The study did not include a follow-up phase to see whether any delayed
impacts did occur. It is possible that the impact of the monitoring experiences



Revista de Pedagogie/ Journal of Pedagogy * 2026 (1) « LXXIV 147

manifests itself gradually, as students process and integrate new perspectives
acquired. The absence of a longitudinal evaluation prevents the identification
of these potential long-term effects.

7. Conclusions

In conclusion, the study provides important insights into the complexity of
the process of ecological consciousness development even though it did not
show the anticipated major impacts of the intervention based on ornithofauna
monitoring. It involves a fundamental rethinking of how formal education
incorporates hands-on encounters with the natural world to change young
people’s relationship with nature. It is not easy to educate generations of
environmentally conscious people who are equipped to handle the ecological
issues of the twenty-first century by using comprehensive, ongoing and
contextually appropriate techniques.

In summary, the research reveals critical insights into the intricate process
of developing ecological consciousness, even though it did not indicate the
anticipated strong effects of the intervention based on the monitoring of
ornithofauna. The term ecological consciousness covers a lot of ground. It
is not a unitary entity that can be triggered by some singular pedagogical
provision. It is a multi-layered process. It takes place simultaneously on
cognitive, affective and behavioural levels.

The study shows that they continue not to align. The students expressed
somewhat favourable pro-ecological attitudes (M = 3.33 at pre-test; M =
3.46 at post-test), however, the occurrences of their ecological behaviours
were below at the neutral midpoint of the scale in the pre-test (M = 2.90).
This attitude-behaviour gap is a well-known phenomenon in environmental
psychology and shows that just knowing about the importance of an issue
does not lead to action on it. The moderate correlation between the two dimensions
suggests that the relationship between values and practice is not as straightforward
as one being the foundation for the other or the reverse. This relationship is
mediated by other things, including habit, perceived self-efficacy, social
norms and structural barriers. The rise in the correlation coefficient from
pre- to post-test may signal that monitoring helped students better align their
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stated values and evident behaviours, even though no statistically significant
differences between the two groups were found.

Moreover, the results reveal a clear hierarchy in the ecology which varies
according to the level of psychological and practical cost. Highly visible behaviours
that are socially rewarded and require little sacrifice like switching off lights
(which over 80% of students adopted) or reusing shopping bags (85.1%) were
many more compared to those requiring an on-going personal commitment like
being a member of environmental organization (only 11.6%) or not using
battery-operated devices (less than 25%). The stratification of ecological
behaviour suggests that ecological awareness does not develop uniformly: while
students may enact basic environmental norms, they are largely passive when it
comes to civic environmental actions. The educational design implication is that
developing ecological awareness is more than cultivating awareness and attitude;
it also involves the support of increasingly action over time.

Thirdly, the incomplete shift from anthropocentric to ecocentric worldview
among the adolescents is highlighted. Nearly 60% of students rejected a
purely instrumental view of nature, whereas less than half (46.3%) rejected
human ontological superiority over other species. The partial character of
this shift in values is precisely what makes ecological consciousness complex.
Students are neither simply ignorant of the ecological ethic nor are they fully
committed to an ecocentric ethic. They dwell in an ambiguous space where
contrasting value structures coexist. This transitional state does respond to
education, yet it cannot be changed rapidly and easily. Repeated meaningful
encounters with nature, along with structured reflection on those encounters
could make a change in their behaviour.

A fourth limitation is that just because the differences between the
experimental and control group were statistically not significant after the
intervention, does not mean the study was ineffective. It means that the
study’s design had limitations that required further time allocation. It is
improbable that a school year’s worth of activities or just a few field sessions
will lead to significant change in ecological awareness — especially in
behaviour and actions. Despite not translating into behaviour change at this
stage, the experimental group showed desirable developments in terms of
attitude—behaviour coherence and engagement with conservation items.
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Considering these findings, the way formal schooling incorporates sensory
experiences with the outdoors must be rethought. To develop ecologically
aware citizens, isolated actions and short-lived curricular supplements are no
use. The conclusion of this study is that it is not only about information transmission
but also requires actual, continuous experience in nature and continuous critical
reflection and participation in conservation practices. In this way, schools can
play a meaningful role in raising generations of citizens who are informed but
also motivated and equipped to deal with environmental problems.
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Abstract

Family-school partnerships play a significant role in shaping pupils’ school
motivation, particularly in primary education. In the present non-experimental,
correlational, cross-sectional study, associations between parental involvement and
students’ motivation to learn in different subjects were investigated. The study
presents a dyad sample of 79 primary school students and one parent for each child,
during the school year 2022—2023. Student motivation was assessed in reading,
writing, and mathematics, distinguishing among three dimensions of motivation
according to the self-determination theory. The parents also responded to a
questionnaire measuring their involvement in school activities, communication with
teachers, and involvement at home. Significant associations were identified only between
parental involvement in school activities and student motivation for reading (r= .25,
p <.02, r*=.063) and writing (=21, p <.05, r?=.043). These results suggest that
parental involvement in school activities is associated with higher literacy-related
motivation, although the cross-sectional nature of the data does not allow causal
conclusions. The study has potential implications for identifying school-based
parental involvement as a promising correlate of students’ motivation for reading
and writing. Future research should evaluate these relationships using longitudinal
designs and more diverse samples to clarify directionality and generalizability.

Keywords: family-school partnership, parental involvement, primary education, pupil
motivation.

Rezumat

Parteneriatele dintre familie si scoala joaca un rol semnificativ in formarea
motivatiei scolare a elevilor, in special in invatamantul primar. Acest studiu
nonexperimental, corelational gi transversal investigheaza asocierile dintre
implicarea paringilor si motivatia elevilor de a invata, in relatie cu trei dintre
disciplinele sau domeniile alfabetizarii. Studiul a fost realizat in anul gcolar
2022-2023 pe un esantion de 79 de elevi din invatamantul primar si cdte un
parinte pentru fiecare elev. Motivatia acestora a fost evaluatd in ceea ce priveste
cititul, scrisul gi matematica, distingdnd trei dimensiuni ale motivatiei in
conformitate cu teoria autodeterminarii. De asemenea, parintii au raspuns la un
chestionar care mdsura implicarea lor in activitatea scolard, comunicarea cu
profesorii si implicarea in activitdtile de acasd. Au fost evidentiate asocieri
semnificative intre implicarea parintilor in activitatile scolare si motivatia elevilor
pentru citit (r = .25, p < .02, r* = .063), respectiv intre implicarea parintilor §i
motivatia elevilor pentru scris (vr = .21, p < .05, r* = .043). Aceste rezultate
sugereaza cd implicarea parintilor in activitdtile scolare este asociata cu o
motivatie mai puternica legata de alfabetizarea pentru lectura si scris, fard a
putea stabili relatii de cauzalitate. Cercetari viitoare ar trebui sa investigheze
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aceste relatii folosind modele longitudinale si esantioane mai diverse pentru a
clarifica directionalitatea §i gradul de generalizare a rezultatelor.

Cuvinte-cheie: implicare parentald, invatamant primar, motivatia elevilor,
parteneriat familie-scoala.

1. Introduction

How can the importance of motivating a student for their intellectual, social,
and emotional development or the importance of the role that parents play in
all aspects of their child’s life be highlighted from as early as primary school
onwards, especially during this defining period in their development? Could
the lack of motivation to learn have consequences for a child’s long-term
development? What is the role of parents in preventing this?

The lack of motivation for learning is a common issue, widely observed in
children and students of all ages. Factors impacting motivation, such as
anxiety and stress, can lead to a decrease in overall engagement and can
have a negative impact on learning (Abdolrezapour et al., 2023). The
consequences of this could lead firstly to low grades and even progress to
academic failure, or absenteeism. A strong support system is required in
order to prevent issues of this sort. Part of such a system first and foremost
are the parents, present in the child’s life from birth. When a child starts
school, the teacher becomes part of this system, also being the person with
whom the child spends most of the day with.

In primary school, students are in the midst of their development, when a lot
of changes that will influence the child’s life occur. At a young age, children
admire their parents and imitate their behavior. Therefore, a parent who
shows enthusiasm and interest in what their child is learning provides them
with a support system that reinforces the importance of schooling and
supports the child’s academic learning, as also supported by the study
conducted by Gonzalez-DeHass et al. (2005). Thus, parent-teacher
partnerships are vital in ensuring the student is in an environment favorable
to their development, both at school and at home.
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Why is it important for a student to be motivated? What role does motivation
play in a student’s life, and what could motivate a parent to become actively
involved in their child’s education, given that the child attends school? The
study conducted by Gottfried (1990) tells us that intellectual performance
and academic success tend to be higher for children who have higher intrinsic
academic motivation, while also having a more favorable perception of their
own academic skills. These students are also perceived as being more
motivated by their teachers. At the same time, as Gottfried (1990) pointed
out in his study, investigating and understanding these issues in greater depth
could also be useful in bringing to light potential development problems in
students.

The overall objective of this paper is firstly to bring to the attention of both
parents and teachers how important it is for them to get involved and secondly
for parents to collaborate with the school in order to motivate children to
learn and to show them that learning is important and beneficial for them. To
this end, the relationship between parental involvement and students’
motivation to learn, both in and out of school, will be examined.

1.1.  Pupils’ motivation to learn

According to Guay et al. (2010), motivation for learning can be viewed
either as motivation toward school in general or as specific motivation. There
are two approaches to specific motivation: motivation specific to a particular
subject, i.e., motivation for reading, writing, and mathematics, and motivation as
amultidimensional concept, “which varies not only in intensity but also in quality”
(Guay etal., 2010, p. 712). Thus, school motivation will be analyzed both from
the perspective of reading, writing, and mathematics and as a multidimensional
concept, addressing in this regard the theory of self-determination, which
distinguishes between several types of motivation (Ryan & Deci, 2020). Broadly
speaking, motivation can be divided into two main categories: intrinsic motivation
and extrinsic motivation. According to Ryan and Deci (2000, p. 70),
intrinsic motivation “refers to engaging in an activity for the pleasure
and satisfaction derived from participating in it”. When it comes to intrinsic
academic motivation, it manifests itself through curiosity, persistence in
activities, and the pleasure of participating in educational activities
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(Gottfried, 1990). Intrinsic motivation is also considered to play an
important role in lifelong learning, compared to externally enforced
learning and instruction.

Extrinsic motivation, on the other hand, involves engaging in an activity for
instrumental reasons (Guay et al., 2010). This type of motivation refers to
behaviors that are not related to the person’s inner satisfaction but are performed
solely to receive a reward. From the perspective of self-determination theory,
it is important to note that instrumental motivation can vary in terms of content
and character. Ordered from low self-determination to high self-determination,
these are external regulation, regular introjection, identified regulation, and
integrated regulation (Ryan & Deci, 2000).

To be appropriate to the age characteristics of primary school students,
external regulation and regulated introjection were combined into a single
concept, namely controlled regulation. These types of motivation were first
defined in a study by Ryan and Deci (2000), therefore external regulation
occurs when a person’s behavior is motivated by their desire to obtain a
reward or, alternatively, to avoid punishment. Regulated introjection refers
to behaviors that occur in response to internal pressures, such as obligation
or guilt, so the individual supports the reason for doing something, but in a
controlled manner. Identified regulation can be observed when a person
identifies with the reason for performing a behavior or when they personally
consider it important. This type of extrinsic motivation is self-determined
because that behavior comes from within in a non-contingent way. Integrated
regulation is described as an autonomous form of extrinsic motivation. It
occurs when identified regulations are fully assimilated by someone, to their
self, meaning these regulations have been evaluated and brought into
congruence with their other values and needs.

1.2. Parental involvement

Parental involvement refers to the resources that parents invest in their
children’s education and is directed toward parent-child interactions in the
academic environment, divided into two spheres, namely at home and at
school (Kim, 2022). Fishel and Ramirez (2005) state, in their study, that
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parental involvement refers to the participation of parents in their children’s
education, with the aim of promoting their academic and social success.
Hornby (2011) reports that for children, parent involvement produces positive
results in terms of attitudes, behavior, and school attendance, as well as
improvements in their mental health. For teachers, when parental involvement
is effective, it leads to improved parent-teacher relationships, increased
teacher morale, and contributes to a positive school climate. For parents,
involvement in their children’s education has been associated with increased
parental confidence, greater satisfaction with their role as parents, and
increased interest in their own educational activities.

1.3. Literature review

To date, numerous studies have been conducted investigating the relationship
between parental involvement and students’ motivation to learn, with positive
results supporting the fact that parental involvement is beneficial for student
motivation, academic achievement, and, implicitly, their overall development
(Hornby, 2011; Huat See & Gorard, 2015; Kim, 2022; Ozylldlrlm, 2024).

According to Hornby (2011), parental involvement in school activities
traditionally includes activities such as fundraisings, attending parent-teacher
conferences and meetings, and volunteering in classrooms when needed.
Another multidimensional definition highlights six categories of parental
involvement activities: parenting education, communication, at home learning,
volunteering, decision-making, and community connections (Epstein, 1995,
as cited in Fan & Williams, 2010). Furthermore, Fan (2001) empirically
identified a seven-component framework for parental involvement, which
included areas such as establishing rules regarding television viewing,
communication, contact with the school, involvement in parent-teacher
associations, volunteering, supervision, and educational aspirations.

By breaking down the concept of involvement into three distinct dimensions —
school-based involvement, home-school communication, and home-based
involvement — this study offers an analysis that goes beyond the traditional
view of parental support as a single, unified entity. This distinction is essential
because the literature suggests that different types of interactions can
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generate varied motivational responses depending on the specific academic
context, whether it involves literacy (reading and writing) or math and logic
(Gonzalez-DeHass et al., 2005). These activities have been welcomed and
recognized by schools as forms of parental involvement. However, for parental
involvement to be most effective, it is essential to broaden the scope of
parental involvement beyond these activities and highlight other essential
aspects that contribute to the formation of a genuine partnership between
the school and parents. This involves giving due importance to one-on-one
parent-teacher meetings and establishing effective two-way communication
channels that benefit both parents and teachers. Also, as suggested by Spear
etal. (2023), acknowledging that many parents engage in their child’s learning
in ways that are not always recognized by teachers and schools, could lead
to strengthening of the family-school partnership. Teachers should recognize
and promote the value of informal learning and help guide parents in the
ways in which these activities can add value to the children’s education and
expand their opportunities for supporting learning.

By choosing to get involved, parents give their children a sense of confidence
and show them that they are important. When parents respond to their
children’s grades with encouragement and praise, it stimulates an intrinsic
motivational orientation characterized by a preference for challenging tasks,
curiosity, and a genuine interest in learning. As a result, pupils who experience
parental involvement show higher levels of effort, concentration, and attention.
In addition, pupils with involved parents are more likely to take personal
responsibility for their own learning (Gonzalez-DeHass et al., 2005). When
students perceive that their parents place a high value on education and have
high expectations for their academic success, their interest is significantly
influenced, as are their involvement and confidence in their academic activities.
This indicates that parents’ educational values and aspirations are effectively
transmitted and communicated through their active involvement, thereby shaping
their children’s motivation to excel academically (Fan & Williams, 2010).
Furthermore, when parents actively engage in school-related activities, they not
only strengthen the connection between home and school but also demonstrate
their genuine appreciation for their children’s education. As a potential result of
such involvement, children are more likely to set higher academic goals and
develop greater confidence in their ability to achieve those goals. When students
see their parents as role models and trusted partners in the learning process, this
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positively influences their self-assessment of their abilities and performance
(Gonzalez-DeHass et al., 2005).

There are also studies that point to several reasons that could be related to
weaker involvement, like time constraints, work responsibilities or even lack
of knowledge (Spear et al., 2023; Sengoniil, 2022). Thus, according to
Gonzalez-DeHass et al. (2005), parental participation in school activities
positively predicts children’s involvement in school, specifically their school
engagement. But interestingly, the results show that more contact between
parents and teachers was linked to less involvement from the children in
school. This negative association is attributed to the fact that such contacts
are primarily initiated due to student behavior problems, which is the most
common reason for parents to get in touch with teachers. Therefore, it is not
contact that is harmful. The negative association exists because those contacts
are primarily associated with behavioral problems. In today’s ever-changing
environment this type of support is more important for children than ever,
but, at the same time, some parents find it more difficult to invest their time
in school activities, as many of them have demanding jobs.

While general research on parental involvement and student motivation is
extensive, findings are often context dependent. The socio-cultural and
educational nuances of the Romanian context may significantly influence
how parental involvement manifests and impacts student motivation compared
to other educational systems. Parental involvement styles, expectations, and
actual practices can vary significantly across cultures (Abbas et al., 2023).
Romanian culture might present unique dynamics in parent-school
interactions, parenting styles, and family emphasis on academic areas like
reading, writing, and mathematics. Understanding these specific dynamics
is essential for creating effective interventions within the Romanian
educational context.

2. Methodology

The study aims to investigate the relationship between family-school
partnerships and pupils’ motivation for reading, writing, and mathematics. It
aims to provide new insights on the topic, from the perspective of the
Romanian context. Thus, the following hypotheses were formulated:
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Hypothesis 1: Parents’ school-based involvement and pupils’ motivation for
reading are positively correlated.

Hypothesis 2: Home-school communication and pupils’ motivation for reading
are positively correlated.

Hypothesis 3: Parents’ home-based involvement and pupils’ motivation for
reading are positively correlated.

Hypothesis 4: Parents’ school-based involvement and pupils’ motivation for
writing are positively correlated.

Hypothesis 5: Home-school communication and pupils’ motivation for writing
are positively correlated.

Hypothesis 6: Parents’ home-based involvement and pupils’ motivation for
writing are positively correlated.

Hypothesis 7: Parents’ school-based involvement and pupils’ motivation for
mathematics are positively correlated.

Hypothesis 8: Home-school communication and pupils’ motivation for
mathematics are positively correlated.

Hypothesis 9: Parents’ home-based involvement and pupils’ motivation for
mathematics are positively correlated.

2.1. Research design

The study presents a quantitative, non-experimental, correlational
research design. The two variables correlated are parental involvement
in family-school partnerships and pupils’ motivation to learn. The choice of
research instruments was based on the need to use validated scales that
capture the multidimensional nature of the constructs under investigation.

To assess parental involvement, the Family Involvement Questionnaire (FIQ;
Garbacz & Sheridan, 2011) was selected, using the version adapted for
elementary school. Although the original version (FIQ-EC) was designed for
early childhood education (McWayne etal., 2015), this study utilized the adaptation
which recalibrates the items to reflect activities that are specific to school-age
students. Regarding student motivation, a complementary instrument focused
on literacy and mathematics was used (Guay et al., 2010), a choice justified by
these questionnaires’ ability to capture discipline-specific motivational variations.
The use of these adapted versions ensures the relevance of the items to the
developmental stage of third- and fourth-grade pupils.
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Parental involvement was measured through self-reported behaviors with
the Family Involvement Questionnaire for Early Childhood (FIQ-EC; Garbacz
& Sheridan, 2011), measuring the frequency of specific behaviors initiated
by the parents. FIQ-EC consists of 30 questions divided in three different
dimensions, namely school-based involvement (e.g., “I participate in parent
and family social activities at school.””), home-school communication (e.g.,
“I'talk to the teacher about my child’s accomplishments.”) and home-based
involvement (e.g., “I help my child with homework.”). Responses were
measured using a 4-point Likert scale, with response options ranging from
almost never (1) to almost always (4).

Student motivation to learn was measured through self-reported behaviors
using The Elementary School Motivation Scale (ESMS; Guay et al., 2010),
an instrument that analyzes three dimensions of motivation (intrinsic
motivation, identified regulation, and controlled regulation) in relation to three
different subjects (writing, reading, and mathematics). Three items were
adapted for each of the three dimensions, which were related to each subject,
so that for each subject there are nine items, resulting in a total of 27 items.
Some examples of items include: “Reading interests me a lot” (Intrinsic
motivation for reading), “In life, it’s important to learn how to read” (Identified
regulation for reading) or “I read to please my parents or my teacher”
(Controlled regulation for reading). The items were similar for writing and
mathematics. A 5-point Likert scale was used to measure the responses ranging
from always no (1) to always yes (5). Deci and Ryan’s self-determination
theory (SDT) provides a robust framework for understanding student motivation
by emphasizing the quality rather than just the quantity of motivation
(Abdolrezapour et al., 2023). When three fundamental psychological needs —
autonomy (feeling of choice), competence (feeling capable), and relatedness
(feeling connected) — are satisfied, students develop more autonomous forms
of motivation, such as intrinsic motivation (engaging for inherent enjoyment)
and identified regulation (valuing the importance of the activity). This autonomous
motivation, fostered by supportive environments from parents and teachers,
leads to enhanced engagement, learning, academic performance, and overall
psychological well-being (Ryan & Deci, 2020).

As both original studies were published in open-access format, the scales were
utilized in accordance with the open-use policies. The two instruments were
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back-translated into Romanian from English by two translators, who compared
the two translations and made changes where necessary, thus complying with
the translation procedure, whose purpose is to reduce the possibility of translation
errors, resulting in the most accurate translation possible.

2.2. Participants

The sample for this study consists of third and fourth grade pupils and their
parents. Parents serve first and foremost as role models for every child, a
fact that is particularly evident at a young age; that is why this study is
conducted with primary school students in the third and fourth grades.
Students younger than third grade were excluded due to the possibility that
they might not perceive differences between motivation for a specific subject
or the various types of motivation, as children aged 5 to 7 are characterized
by “all-or-nothing” thinking (Guay et al., 2010). During this period, students
are in the midst of development. The most significant changes can occur at
this age-changes that will influence the child’s life for a long time to come.
The students were selected from a school in the urban area of the city of
Arad. The questionnaire was applied during the school year 2022-2023 to
four classes in total, two of 3™ graders and two of 4" graders. The
questionnaires for the pupils were applied by one of the authors in each
class, on the same day, whereas the one for the parents was given to the
teachers to give to the parents and was retrieved after one week. All the
students from each class were included in the study. Partially filled in
questionnaires or those from parents who explicitly refused to participate
were excluded from the final analysis together with the response of their
child. The current research was conducted in the context of a final paper
for a bachelor’s degree.

In terms of class distribution, out of the 79 participants, there is a slight
predominance of third-grade students (approx. 55%) compared to fourth-grade
students (approx. 45%). Analysis by age reveals that the majority of students
are 11 years old (over 50%), followed by those aged 10 (approx. 35—40%),
while the proportion of 12-year-olds is the lowest (approx. 10%). From a
gender distribution perspective, the sample shows a relatively even split
(approx. 55% were female, compared to approx. 45% male participants).
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2.3. Procedure

Before the actual data collection, parents had to sign an agreement in order
for the pupils to be able to participate in the research. First, they received
the agreement and the questionnaire for their parents in printed form. They
gave both forms to their parents to fill out at home and then they brought
them back to school. Only then was the questionnaire administered to the
pupils, under supervision, in physical format in the classroom. Before
completion, instructions and explanations were provided on how to complete
the questionnaire. The completion time was around 20 minutes. In order to
correlate the parents’ answers with those of the pupils, each participant had
to fill in a “secret code” consisting of the child’s initials and date of birth. All
data was collected in March 2023.

3. Results

3.1. Descriptive data

Given that the instruments were translated and applied in a new cultural
context (Romania) without prior validation on this specific population, to
measure the internal consistency reliability of the Family Involvement
Questionnaire (FIQ; Garbacz & Sheridan, 2011) and The Elementary School
Motivation Scale (ESMS; Guay et al., 2010) instruments, Cronbach’s Alpha
measure was applied, as it is the most used method when you have multiple
Likert scale questions for which the reliability needs to be determined
(meaning it measures the same underlying construct). If the a values are
above .70, then you can trust the instruments have a good internal consistency
reliability. In this case, the values obtained for parental involvement (o >
.85) indicate excellent reliability, while for the motivation scales, the values
(a between .62 and .75) confirm satisfactory internal consistency, thus
validating the use of these data in the present study (Tables no. 1 and no. 2).
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Table no. 1. Means and standard deviations for every dimension of the

FIQ-EC questionnaire
Variables Participants  Min. Max. M Cr:l;;;:h,s SD
School-based involvement 79 1.00 3.90 2.28 .875 769
Home-school communication 79 1.00 4.00 2.76 958 921
Home-based involvement 79 1.70 4.00 2.94 .869 .598

Table no. 2. Means and standard deviations for each of the three subjects
covered, reading, writing, and mathematics, measured by the ESMS

questionnaire
Variables Participants Min. Max. M Cr(:;::l&:;h’s SD
Motivation for reading 79 1.78 5.00 3.54 .620 .600
Motivation for writing 79 1.56 4.78 3.26 .670 .645
Motivation for mathematics 79 1.67 5.00 3.48 757 797

3.2. Pearson correlations

Table no. 3 presents the correlation values for all the analyzed dimensions
regarding pupils’ motivation for learning and parents’ involvement. There
are two significant associations, as follows: parents’ school-based involvement
and pupils’ motivation for reading (hypothesis 1, » = .250*; p = .013, r’=
.062) and parents’ school-based involvement and pupils’ motivation for writing
(hypothesis 4, = .208*; p=.033, r? = .043). However, the relation between
parents’ school-based involvement and pupils’ motivation for mathematics
(hypothesis 7, »=.164; p =.075) is not statistically significant.

Table no. 3. Correlation between pupils’ motivation and parents’ involvement

Dimension 1 2 3 4 5 6
1. M_School-based involvement

2. M_Home-based involvement 546 —

3. M_Home-school communication .507 .697 —

4. M_Motivation for reading 250 152 -001 —

5. M_Motivation for writing 208*% 125 .019 .768

6. M_Motivation for mathematics  .164 .162 .067 .599 .602 —

Note. *p < .05
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No statistically significant association has been found between parents’
home-based involvement and pupils’ motivation for reading (hypothesis
3, r=.152; p=.090), pupils’ motivation for writing (hypothesis 6, »=.125; p=
.136), or pupils’ motivation for mathematics (hypothesis 9, »=.162; p=.077).

Between the home-school communication and pupils’ motivation variables
there are no statistically significant associations: pupils’ motivation for reading
(hypothesis 2, »=-.001; p=.497), pupils’ motivation for writing (hypothesis
5,r=.019; p=.434) and pupils’ motivation for mathematics (hypothesis 8,
r=.067; p=.280).

4. Discussion

The purpose of this study was to investigate the relationship between the
family-school partnership and pupils’ motivation to learn, reported on three
different subjects, namely reading, writing, and mathematics. A correlational
analysis was performed to determine whether there was a significant
association between the two variables. According to the hypotheses, nine
correlations were made between each dimension of the two questionnaires.
Of these associations, two were significant and seven were insignificant.

According to the descriptive data, the means regarding pupils’ motivation
indicate an above-average trend, suggesting that although students are
motivated to learn, this motivation is not very high. The highest mean is the
one for pupils’ reading motivation, indicating that this subject is the one for
which students are most motivated. The lowest level of motivation is for
writing, suggesting that the students do not feel strongly motivated for activities
that involve writing. A possible reason for this might be the anxiety pupils
feel in relation to writing tasks, such as fear of making mistakes or being
judged (Kaya Ozgiil & Ates, 2023).

The means for the questionnaire items measuring parental involvement also
indicate an above-average trend, suggesting that there is a level of parental
involvement in the educational process both in terms of school-based
involvement and in terms of home-school communication and home-based
involvement. The highest mean registered is the one regarding home-based
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involvement, and the lowest one is the one regarding school-based
involvement. Thus, as expected, parents tend to be more involved in their
children’s activities at home, compared to their school-related activities. Given
that parents have more control and comfort at home, leading them to feel
more at ease and confident in supporting their child, this result is not surprising,
argument supported by Sengoniil (2022).

In relation to the correlational analysis, the findings suggest that there is a
statistically significant association between pupils’ motivation for reading
and parental involvement in school-based activities, with an average effect
size, which is consistent with the studies conducted by Caliskan & Ulag
(2022), Graham et al. (2012), and Sénéchal and Young (2008), whose results
indicate that parental involvement was associated with higher levels of reading
motivation and reading comprehension.

There is also a statistically significant correlation between pupils’ motivation
to write and parental involvement in school-based activities, with an average
effect size. These results correspond to those of studies conducted by Jeynes
(2012) and Ozyildirim (2024), which highlight the fact that parental
involvement has positive implications for pupils’ motivation to write and engage
in writing-related activities.

It can be observed that there are no statistically significant correlations
between the three approaches to motivation and the dimension regarding
family-school communication. This indicates that the communication between
parents and teachers might be flawed, that a barrier in communication might
exist, which can negatively affect the child. One possible reason for this
might consist of a difference in attitude and perception between the parent
and teacher, or the beliefs of the parent and teacher about what effective
and beneficial involvement means (Hornby & Blackwell, 2018).

The relations between the three approaches to pupils’ motivation and the
dimension involving parental involvement in home-based activities are also
statistically insignificant. The study conducted by Fan (2001) explains thata
possible reason for this result might be related to the different expectations
parents have regarding their involvement or even a series of cultural
differences, aspects also supported by the study conducted by Jeynes (2012).
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Although numerous studies highlight the benefits of parental involvement in
the educational process on pupils’ motivation to learn (Huat See & Gorard,
2015; Jeynes, 2012; Kim, 2022), there are a number of factors that can
negatively influence this relationship, taking into account aspects that may
be related to both pupils and to their parents. Regarding students, such a
factor could be represented by individual differences between them, as each
student has a unique personality, so there is a possibility that some of these
aspects may not fit the needs of some children. Therefore, there is a possibility
that some students may not be more motivated to learn just because their
parents are involved. Another factor could be related to student autonomy.
When parents are overly involved and exercise excessive control over their
child’s academic life, it can undermine the student’s sense of autonomy and
decrease their motivation. So, whether we are talking about relationships
between students, feedback being received, or even learning in a safe
environment, it is important to consider this perspective. According to Ryan
and Deci (2020), controlling behaviors are negatively related with students’
autonomous motivation. Thus, students taught with a more controlling
approach not only lose initiative but also learn less effectively. Another factor
could be the excessive pressure that some parents put on their children,
even if they have good intentions. Being unprepared to support their children
could do them more harm than good. At the same time, parents’ desire to
motivate students could have the opposite effect on them.

Also, socioeconomic factors, although not addressed in this study, could play
an important role in influencing students’ motivation to learn. A study by
Poon (2020) found that in families with medium socioeconomic status, there
is a higher level of parental expectations, parental involvement, and child
involvement compared to families with low socioeconomic status. This
suggests that socioeconomic status plays a significant role in shaping parental
factors that promote academic achievement. The study also noted that
parents with low socioeconomic status generally have lower levels of
education and may feel less competent and confident in supporting their
children’s education. Socioeconomic status has a big impact on a child’s
physical, social, cognitive and emotional development. According to Liu et
al. (2022), children that come from high socioeconomic backgrounds are
more likely to fulfill their cognitive potential, which also has a positive impact
on their academic development.
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4.1. Practical implications

From a practical perspective, the results indicate the need for teachers to
take an active role in managing relationships with families, transforming the
school from a purely administrative space into a center for educational
collaboration. To boost student motivation, teachers should prioritize strategies
that encourage parents’ physical presence in the school environment, moving
beyond the traditional format of parent-teacher conferences. One effective
approach is for example the implementation of “Family Literacy Workshops”,
where parents are invited to participate directly in the teaching-learning process,
serving as positive role models for the children. Additionally, teachers can
facilitate engagement by diversifying channels of interaction, using digital
platforms not only to monitor progress but also as tools for inviting parents
and planning collaborative classroom events. Thus, by creating opportunities
for volunteering and decision-making involvement, the teacher can reduce
the participation barriers identified in this study regarding the low score of
the dimension of school involvement. Teachers should foster open
communication and provide resources for involvement, as they can deepen
understanding and build trust between parents and teachers (Spear et al.,
2023). At the same time, it is important for schools to consider the resources
that parents have available to facilitate learning, as they might be limited for
some parents. This refers both to the various material resources that parents
can use and to the time resources they have available.

4.2. Research limits and future studies

A notable limitation of the present study lies in its methodological framework,
specifically its reliance on a quantitative, correlational design. Conducting
such a study does not allow the establishment of causality. Thus, the existence
of a link between variables is obvious, but the cause of this link cannot be
determined. The small number of participants is also a limitation as it leads
to results with low statistical power and increases the possibility of a type II
error, i.e., that an effect that exists cannot be identified. Since the sample
consisted of only 79 participants who were selected from a specific
educational context (third and fourth grades), the conclusions cannot be
generalized to the entire population of primary school students in Romania.
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Also, there are some limitations regarding the data collected from the parents,
as there was some resistance from some of them in providing personal
information. That led to very little demographic data that would have been
relevant for a deep understanding, like their education level, age or even
what they do for a living. When it comes to parents, this could have a big
influence regarding their children’s motivation to learn. Parents with lower
levels of education may feel less confident in their ability to support their
child’s academic progress. They may feel intimidated by school environments
or unsure about how to navigate the education system to provide their children
with the necessary support. Thus, children with more educated parents tend
to have higher academic achievements (Vadivel et al., 2023).

Another limitation of this study may be the cultural adaptation of the questionnaire
used to measure parental involvement on the Romanian population. For example,
a positive response to the item “I participate in workshops or courses offered by
the school” implies that the school organizes such activities. Thus, a parent’s
negative response to this item may be due to the lack of such workshops, rather
than a lack of parental participation in them. Parents also completed the
questionnaires separately, so there was no control over how they were completed
or over the environment in which they were completed.

The pandemic and the shift to online learning introduced some significant
changes in the way parents supported their children and the dynamic of the
parent-teacher relationship. This could impact future studies. Both teachers
and parents were unprepared for the sudden transition to online learning.
This lack of readiness on both parts led to hardships and increased pressure
on parents (Alharthi, 2023). As teachers themselves were unfamiliar with
what online teaching and assessment implied, they often resorted to repetitive
lessons and provided little feedback, aspects which could have strained
collaboration with parents that were seeking guidance during those times
(Rousoulioti et al., 2022).

One aspect that has not been considered is the role of the teachers in this whole
process and the effect that their involvement could have as a mediator in terms
of parental involvement and pupil motivation. Therefore, future studies should
also include an analysis of teacher involvement or an analysis of their teaching
methods and approaches in relation to the two variables that have already been
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analyzed. It is also recommended that the sample be expanded to include a
larger number of participants and that it be diversified by including students
from both rural and urban areas, thereby ensuring a more diverse sample. At
the same time, it is recommended to collect data on parental involvement in
several ways (observation, questionnaires for teachers) to avoid the subjectivity
of their self-reporting data provided in the questionnaire.

5. Conclusions

In conclusion, the findings highlight that pupils’ motivation for reading and
writing is not related solely to intrinsic or school-related factors but is closely
linked to the active involvement of parents in the school ecosystem. There
could be benefits in terms of student motivation and parental involvement in
school activities and the relationship between the two that can be explored,
but there are still several barriers to these aspects in Romania, leading to the
confirmation of only two of the nine hypotheses, the rest being statistically
insignificant. It is important to note that even though not all associations
present significant results, parental involvement can play a crucial role in
creating a supportive and nurturing environment for learning. The fact that
parental involvement in school correlates with motivation to read and write
underscores the need to shift from a model of passive involvement, only
limited to the activities at home, to one that is active and participatory and
that also supports parent-teacher communication. Parents can promote a
positive attitude towards education, provide resources, and engage in open
communication with their children, which can indirectly contribute to their
motivation and overall educational success. The significant associations that
were identified suggest that, when parents are visibly involved in school
activities, students perceive a unity of expectations and values between the
family and educational environments.
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Rezumat

in perioada adolescentei, elevii de liceu se confrunti cu numeroase provociri academice,
sociale si personale, care pot influenta semnificativ comportamentele de invatare. Un
fenomen frecvent Intalnit in acest context este procrastinarea academica, definita ca
tendinta de a améana in mod repetat realizarea sarcinilor gcolare, in ciuda constientizarii
consecintelor negative. Procrastinarea academica nu reprezinta doar o problema de
organizare a timpului, ci mai degraba este asociata cu factori psihologici mai profunzi,
precum dificultatile de autoreglare comportamentala si influenta mediului digital.

in acest sens, autocontrolul este considerat o abilitate esentiald pentru mentinerea
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comportamentelor orientate spre obiective pe termen lung. Un nivel scazut al
autocontrolului poate conduce la dificultati in gestionarea impulsurilor i la améanarea
sarcinilor academice. Totodata, utilizarea excesiva a internetului a devenit o
caracteristica definitorie a vietii adolescentilor. Dependenta de internet este asociata
cu scaderea implicarii academice, dificultati de concentrare si utilizarea ineficienta a
timpului, factori care pot contribui la aparitia procrastinarii.

Scopul cercetarii de fata este acela de a analiza relatia dintre procrastinarea academica,
autocontrol si dependenta de internet la elevii de liceu, precum si rolul autocontrolului
si al dependentei de internet in explicarea comportamentului de procrastinare
academica. Scalele utilizate sunt: Internet Addiction Test (IAT), Brief Self-Control
Scale (BSCS) si Academic Procrastination Scale (APS). Se estimeaza ca rezultatele
obtinute sa ofere o mai buna intelegere a relatiei dintre dependenta de internet,
autocontrol si procrastinarea academica in randul liceenilor.

Cuvinte-cheie: adolescenti, autocontrol, dependentd, internet, procrastinare.

Abstract

During adolescence, high school students face numerous academic, social, and
personal challenges that can significantly influence learning behaviors. A frequently
encountered phenomenon in this context is academic procrastination, defined as the
tendency to repeatedly delay the completion of school tasks despite being aware of
the negative consequences. Academic procrastination is not merely a problem of
time management, rather, it is associated with deeper psychological factors, such as
difficulties in behavioral self-regulation and the influence of the digital environment.

In this regard, self-control is considered an essential ability for maintaining
behaviors oriented toward long-term goals. A low level of self-control can lead to

difficulties in managing impulses and to the postponement of academic tasks. At
the same time, excessive internet use has become a defining characteristic of
adolescents’ lives. Internet addiction is associated with decreased academic
engagement, concentration difficulties, and inefficient use of time — factors that
may contribute to the emergence of procrastination.

The aim of the present study is to analyze the relationship between academic procrastination,

self-control, and internet addiction among high school students, as well as the role of
self-control and internet addiction in explaining academic procrastination behavior. The
instruments used are the Internet Addiction Test (IAT), the Brief Self-Control Scale (BSCS)

and the Academic Procrastination Scale (APS). 1t is expected that the results obtained will
provide a better understanding of the relationship between internet addiction, self-control,

and academic procrastination among high school students.

Keywords: addiction, adolescents, internet, procrastination, self-control.
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1. Introducere

Avansul rapid al tehnologiei digitale a produs transformari vizibile in modul
de viata al oamenilor, influentandu-le atat comportamentele cotidiene, cat si
activitatile educationale (Kilig et al., 2016). Una dintre cele mai influente
evolutii in tehnologie a fost internetul (Diomidous et al., 2016; Ye et al.,
2023).

Internetul este un spatiu comun de comunicare, care permite oamenilor s
comunice intre ei, printr-o mare varietate de continuturi in diverse scopuri,
sd acceseze si sd schimbe informatii intr-un mod usor, rapid si sigur (Kilig et
al.,2016; Lietal., 2022). Utilizarea internetului a devenit o practica zilnica,
prezenta In majoritatea domeniilor vietii noastre cotidiene (Acharya et al.,
2023; Li et al., 2022; Nadarajan et al., 2023) — de la activitati profesionale
sau scolare pana la comert, alimentatie, timp liber si divertisment, printre
multe altele (Soriano-Molina et al., 2025).

Unul dintre motivele pentru care numarul utilizatorilor de internet a crescut
atat de mult intr-un timp atat de scurt este justificat prin existenta marilor
avantaje si a beneficiilor pe care le ofera internetul, precum si accesul la
informatii actualizate, posibilitatea de a comunica cu alte persoane,
simplificarea cumparaturilor, joburi de la distanta etc. (Diomidous et al., 2016;
Soriano-Molina et al., 2025).

Cu toate acestea, exista si aspecte negative legate de utilizarea internetului,
tocmai din cauza caracteristicilor sale de accesibilitate si a gamei largi de
servicii pe care le oferd acest instrument (Soriano-Molina et al., 2025).
Aceasta accesibilitate poate duce la o utilizare excesivd, crescand astfel
riscul aparitiei asa-numitei utilizari problematice a internetului sau a
dependentei de internet (Soriano-Molina et al., 2025; Ye et al., 2023).

Adolescentii reprezinta grupul cel mai vulnerabil in contextul dezvoltarii
acestei dependente, deoarece 1n aceasta etapa a vietii lor sunt receptivi la
influentele mediului social in care se dezvolta (Soriano-Molina et al., 2025).
Perioada adolescentei este o perioada critica in care au loc cele mai multe
schimbari, fie ele pozitive sau negative, pe plan social, fizic si psihologic
(Kilig et al., 2016; Suri & Purohit, 2026). Aceasta perioada implicd adesea o
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sensibilitate sporita fatd de relatiile cu semenii, o nevoie de formare a identitatii
si o independentd emotionald crescanda (Suri & Purohit, 2026). In acest
context, mediul online devine un spatiu atractiv pentru satisfacerea nevoilor
psihologice ale adolescentilor Intrucat calculatoarele, respectiv internetul,
ofera un sentiment de control. Acestia experimenteaza confortul de a accesa
orice informatie doresc, oricand doresc, iar cei care nu au experimentat inca
sentimentele de control si autonomie in relatiile lor interpersonale percep
internetul ca pe o oportunitate excelentd de a le experimenta (Kili¢ et al.,
2016).

Un nivel problematic este atins atunci cand utilizarea excesiva a internetului
ajunge sa interfereze cu desfagurarea normala a activitatilor esentiale pentru
dezvoltarea tinerilor (Diotaiuti et al., 2022), precum cele academice (Ye et
al., 2023). Adictia fatd de internet este asociatd cu o inclinatie mai mare
spre procrastinare (Chavez-Yacolca et al., 2025), lucru ce ar putea fi explicat
indirect prin autocontrol (Li & Lee, 2024; Wu et al., 2025).

1.1.  Dependenta de internet

Fenomenul excesului de internet se regiseste in literatura de specialitate
sub diferite denumiri, ca de exemplu: dependenta de calculator, utilizarea
compulsiva a internetului, mania internetului, utilizarea problematica sau
patologica a internetului si, in final, dependenta de internet (Diotaiuti et al.,
2022).

Din perspectiva studiilor din domeniu, dependenta de internet este definita
drept un model de utilizare compulsiva a internetului, care duce la deficiente
functionale din cauza implicarii excesive in activitati online (Lozano-Blasco
et al., 2022; Mishra et al., 2024). Kapus si colab. (2021) sustin ca este, mai
degraba, un termen generic decat un diagnostic singular fiindca include jucatul
in mod compulsiv, dependenta de pornografie online, dependenta de retele
sociale etc., Insd rezultatul este acelasi: utilizatorii problematici de internet
sunt incapabili sa 1si controleze activitatile online, ceea ce are un efect negativ
asupra vietii lor. Aceasta se caracterizeaza prin captivare, dorinta sau
comportamente, fie extreme, fie slab controlate privind utilizarea internetului,
fapt ce duce la stres sau afectare psihologica (Hayat et al., 2020; Nadarajan
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etal., 2023). Guclu si colab. (2024) mai adauga faptul ca adictia de internet
se mai caracterizeaza si prin incapacitatea de a rezista impulsului de utilizare
excesiva, pierderea semnificatiei timpului petrecut offline, manifestarile de
iritabilitate si agresivitate Tn absenta acestuia si prin afectarea treptatd a
vietii ocupationale, sociale si de familie.

Utilizarea excesiva a internetului este strans legatd de probleme precum
depresia, anxietatea (Li et al., 2022), stresul (Zewde et al., 2022), deficitul
de atentie si hiperactivitatea (Bickham, 2021), precum si abuzul de alcool
sau substante (Metin et al., 2015), ceea ce duce la o calitate negativa a vietii
in ceea ce priveste starea de sanatate (Diotaiuti et al., 2022; Soriano-Molina
et al., 2025). Diverse cercetdri au demonstrat ca, pe langa afectiunile
psihologice mentionate anterior, dependenta de internet in adolescenta ar
putea fi asociatd cu probleme cognitive, singuratate, probleme familiale,
scaderea stimei de sine, neglijentd fatd de ingrijirea personald, obezitate
(Zewde et al., 2022), dar si cu dificultati in activitatile si performanta
educationald, psihologica, sociala si profesionala (Ge et al., 2023; Hayat et
al., 2020; Tezer et al., 2020).

In lucrarea de fata, termenii ,,dependenta de internet”, ,,adictie de internet”
si,,utilizare problematicd/excesiva a internetului” sunt utilizati cu sens similar,
referindu-se la un tipar disfunctional de utilizare a internetului.

1.2.  Autocontrolul

Autocontrolul influenteaza diverse domenii ale vietii, precum sanatatea, mediul
academic, dependentele si bunastarea profesionald sau psihologica. Este
definit ca abilitatea unui individ de a gestiona impulsurile, emotiile si
comportamentele (Colling et al., 2023), fara supraveghere sau constrangeri
externe, In conformitate cu standardele sociale sau cu propriile obiective
(Shi & Qu, 2021), in vederea atingerii rezultatelor dorite pe termen lung, in
pofida tentatiilor sau distragerilor imediate (Wu et al., 2025).

Din perspectiva psihologiei dezvoltarii, autocontrolul este o abilitate aflata
incad in proces de maturizare 1n perioada adolescentei, ceea ce explica
vulnerabilitatea elevilor din ciclul liceal la comportamente impulsive si dificultati
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de autoreglare (Steinberg, 2010). Dezechilibrul dintre sistemul de control
cognitiv si sensibilitatea crescuta la recompense imediate face ca adolescentii
sa fie mai predispusi la distrageri si la prioritizarea satisfactiilor pe termen
scurt in detrimentul atingerii obiectivelor academice pe termen lung (Steinberg
etal., 2008).

Desi unele persoane au tendinta de a experimenta pe moment placerea pe
termen scurt oferita de anumite actiuni dorite (placerea de a naviga pe retelele
de socializare), amanarea acestei placeri (lasarea telefonului pentru o alta
zi) si constientizarea castigului pe termen lung (obtinerea unui punctaj bun la
examen) le sporesc sansele de succes (Cho et al., 2018). Acest lucru este
mentionat si de alti autori care sustin ca persoanele cu un autocontrol ridicat,
pe termen lung, obtin note mai mari, isi utilizeaza timpul mai eficient, isi
stabilesc obiective de la care nu se abat, au performante academice ridicate,
nu renunta usor si nu se ingrijoreaza atat de tare ca cei cu un autocontrol
redus (Tangney et al., 2004). De asemenea, un autocontrol ridicat este In
stransa relatie cu fericirea, succesul, satisfactia in viata si contribuie la
stabilirea planurilor pe termen lung si a unui mod rational de gandire (Li et
al.,2021a).

In schimb, autocontrolul redus este corelat cu inadaptarea, evitarea sarcinilor
dificile, amanarea activitatilor scolare, implicarea in comportamente
dezadaptative, inclusiv utilizarea excesiva a internetului (Baumeister et al.,
2007; Li et al., 2021a; Yang, 2020).

1.3.  Procrastinarea academica

Mediul online ofera numeroase oportunitati de invatare, insa utilizarea excesiva
a internetului poate genera dificultiti in ceea ce priveste gestionarea
responsabilitatilor academice si, astfel, poate favoriza aparitia unor
comportamente dezadaptative (Kuss & Griffiths, 2017). Un astfel de
comportament este procrastinarea, care indicd Intarzierea voluntara a
inceperii sau finalizarii unei actiuni intentionate, chiar dacad persoana se
asteapta la un rezultat negativ pentru intarziere (Lardinoix et al., 2023).
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Procrastinarea academica, un subtip specific de procrastinare, se refera la
amanarea sarcinilor legate de scoald, precum finalizarea temelor si implicarea
in Invatarea autodirijatd (Qi et al., 2025), chiar daca persoanele stiu ca ar
trebui sa indeplineasca aceste actiuni si au un termen limita specific pentru
finalizare (Gonzalez-Brignardello et al., 2023; Wu et al., 2025).

In context educational, améanarea poate fi un fenomen daunitor pentru o
persoana sau un grup (Rokiyah et al., 2025). Procrastinarea academica poate
fi identificatd pe baza caracteristicilor pe care le prezinta: tendinta de a
amana Inceperea sau finalizarea sarcinilor, lipsa de Incredere in sine,
amanarea continud si preferinta pentru distractie (Husain et al., 2023;
Kurniawan, 2024). Conform lui Husain si colab. (2023), factorii care
influenteaza aménarea academica includ atat factori interni (prezenta
anxietatii sociale, oboseald, gestionarea deficitara a timpului, deldsare, niveluri
scazute ale autocontrolului, constiintei de sine, stimei de sine si autoeficacitatii)
(Cahyono, 2020; Kurniawan, 2024), cat si factori externi (sarcinile percepute
ca fiind dificile, neplacute sau neclare, dependenta de internet) (Steel, 2007).
Consecintele procrastinarii academice pot fi: sarcinile nefinalizate, rezultatele
nesatisfacatoare, anxietatea, depresia, stresul, scdderea motivatiei academice,
respectiv increderea in sine diminuata, performantele academice slabe
(Gonzalez-Brignardello et al., 2023; Husain et al., 2023; Rad et al., 2025;
Schraw et al., 2007).

1.4.  Modelul explicativ al relatiei dintre dependenta de internet,
autocontrol si procrastinarea academica

in mediul scolar, utilizarea problematica a internetului este asociata pozitiv
cu procrastinarea academica (Gupta et al., 2024; Tras & Gokgen, 2020).
Tinand cont de faptul ca adolescentii de liceu 1si petrec foarte mult timp
navigand pe internet (Demir & Kutlu, 2018), utilizarea excesiva a acestuia
inlocuieste inevitabil timpul care ar putea fi dedicat activitatilor academice,
ducand astfel la procrastinare (Li et al., 2022; Wu et al., 2025). Adolescentii
care sunt dependenti de internet vor tinde sa puna pe primul plan internetul, iar
sarcinile academice si timpul necesar indeplinirii lor pe plan secund (Demir &
Kutlu, 2018; Tras & Gokgen, 2020), lucru ce va duce in timp la esec academic
(Hayat et al., 2020). In acest context, autocontrolul este vizut ca un factor
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protectiv, intrucat poate avea un efect pozitiv asupra sarcinilor si notelor de
la scoala (Jin & Jiang, 2025; Wijaya & Tori, 2018). Aceasta sugereaza ca
elevii cu un scor ridicat al acestuia vor pune activitatile scolare pe primul
plan, fapt ce se afld In contrast cu elevii care obtin un scor ridicat la dependenta
de internet si la procrastinare (Chisan & Jannah, 2021; Tras & Gokgen,
2020).

Studiile arata ca elevii de liceu cu niveluri scazute de autocontrol tind sa
utilizeze internetul ca pe o strategie de evitare a sarcinilor scolare, ceea ce
creste riscul de procrastinare academica si de dezvoltare a unei utilizari
problematice a mediului online (Li & Lee, 2024; Li et al., 2022). Amanarea
sarcinilor scolare se asociaza pozitiv cu autocontrolul redus, Intrucat sarcinile
scolare pot fi considerate stresante, plictisitoare, lipsite de sens de catre
adolescenti, iar pentru a nu resimti emotii negative acestia le evita, chiar
daca sunt constienti de consecintele care pot surveni (Gokalp et al., 2022).
Tinand cont de faptul ci internetul ofera si experiente placute, satisfactie,
elimind plictiseala, iar autocontrolul este o abilitate aflata inca in proces de
maturizare in perioada adolescentei (Steinberg, 2010), adolescentii vor fi
tentati sd prioritizeze placerea oferitd de internet, sugerandu-se legatura
negativa dintre concepte. Aceasta satisfactie a placerii creste si probabilitatea
dependentei de internet, ceea ce va duce la probleme de autocontrol si la
amanarea sarcinilor scolare (Gokalp et al., 2022).

Studiile indica faptul ca autocontrolul este o variabild-cheie in intelegerea
legaturii dintre dependenta de internet si procrastinarea academica in randul
elevilor de liceu —relatie ce poate fi explicata prin teoria epuizarii resurselor.
Potrivit acestei teorii, eforturile cognitive si emotionale depuse in reglarea
comportamentelor intr-un anumit domeniu ar putea diminua capacitatea de
autocontrol in alte domenii (Vohs & Heatherton, 2000). In acest context,
adictia de internet implica un consum semnificativ de resurse cognitive si
emotionale in randul elevilor, ceea ce duce la diminuarea autocontrolului
necesar in vederea realizarii sarcinilor scolare, crescand astfel probabilitatea
procrastinarii academice (Qi et al., 2025; Wu et al., 2025). Astfel, autocontrolul
poate fi privit ca variabild mediatoare intre dependenta de internet si
procrastinarea academica, intrucit ar putea explica mecanismul prin care
utilizarea excesiva a internetului afecteaza comportamentele academice ale
elevilor (Wu et al., 2025).
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2. Metodologia cercetarii
2.1.  Scopul cercetarii

Scopul cercetarii este acela de a analiza relatia dintre procrastinarea
academica, autocontrol si dependenta de internet in rAndul elevilor de liceu
din Roménia, populatie insuficient investigata, precum si rolul autocontrolului
si al dependentei de internet in explicarea comportamentului de procrastinare
academica.

2.2. Obiectivele cercetarii

Obiectivul general al studiului consta n analizarea rolului autocontrolului ca
mecanism de mediere 1n relatia dintre dependenta de internet si procrastinarea
academica 1n randul elevilor de liceu, In vederea unei mai bune intelegeri a
factorilor psihologici implicati in comportamentele de aménare a sarcinilor
scolare.

Obiectivele specifice ale studiului sunt: masurarea nivelului dependentei de
internet, al autocontrolului si al procrastindrii academice in randul elevilor de
liceu inclusi in studiu, investigarea relatiilor dintre dependenta de internet,
autocontrol si procrastinarea academica la elevii de liceu, investigarea diferentelor
privind aceste variabile in functie de caracteristicile socio-demografice ale
participantilor si testarea rolului de mediator al autocontrolului in asocierea
dintre dependenta de internet si procrastinarea academica.

2.3.  Variabilele cercetarii

In cadrul prezentului studiu, dependenta de internet si autocontrolul au fost
considerate variabile independente, iar procrastinarea academica a fost
considerata variabila dependenta. Totodata, autocontrolul a fost investigat si
in calitate de variabild mediatoare in relatia dintre dependenta de internet si
procrastinarea academica.
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2.4. Ipotezele studiului

Pe baza literaturii de specialitate care evidentiaza relatiile dintre dependenta
de internet, autocontrol si procrastinarea academica, precum si rolul potential
al autocontrolului in explicarea acestor asocieri, au fost formulate urmatoarele
ipoteze de cercetare:

H1: Dependenta de internet este pozitiv asociata cu procrastinarea
academica.

H2: Autocontrolul este negativ asociat cu procrastinarea academica.

H3: Autocontrolul este negativ asociat cu dependenta de internet.

H4: Autocontrolul mediaza relatia dintre dependenta de internet si
procrastinarea academica.

2.5. Instrumentele utilizate

The Internet Addiction Test (IAT) este un instrument psihometric consacrat
in cercetarea utilizarii problematice a internetului, elaborat de Jelenchick si
colab. (2012), care vizeaza identificarea gradului 1n care utilizarea internetului
interfereaza cu functionarea academica, sociala si emotionala a individului,
precum si identificarea dificultatilor de control al comportamentului online.
Este alcatuit din 20 de itemi, formulati sub forma unor afirmatii descriptive,
la care respondentii indica frecventa aparitiei comportamentelor mentionate,
utilizdnd o scald de tip Likert cu sase trepte, de la nu este cazul (0) la
intotdeauna (5). Scorul total se obtine prin insumarea raspunsurilor si reflecta
nivelul general al dependentei de internet, valorile mai ridicate indicand o
utilizare mai problematica. Scala include doud dimensiuni: utilizare de tip
dependent (dependent use), care include majoritatea simptomelor de
dependenta deja stabilite, cum ar fi preocuparea si sevrajul, precum si
deteriorarea relatiilor sociale (de exemplu: ,,Cat de des te simti deprimat(a),
iritabil(d) sau nervos(oasd) atunci cand esti offline, iar aceste stari dispar
cand revii online?”; ,,Cat de des alegi sa petreci mai mult timp online in loc
sd iesi cu alte persoane?”) si utilizare excesiva (excessive use), care
grupeaza alte forme de afectare functionald cu simptome de suprasolicitare
si pierderea controlului (de exemplu: ,,Cat de des iti verifici e-mailul Tnainte
de a te ocupa de altceva?”’; ,,Cat de des timpul petrecut online iti afecteaza
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performanta sau productivitatea?”’). Indicele Alfa-Cronbach pentru scorul
total al scalei este a = .916.

Brief Self-Control Scale (BSCS) este un instrument psihometric utilizat pe
scara larga pentru evaluarea autocontrolului. A fost elaborat de Tangney,
Baumeister si Boone (2004). Este o scald eficientd, care masoara capacitatea
individului de a-si controla impulsurile, de a-si regla comportamentul si de
a-si mentine disciplina in atingerea obiectivelor. Este formata din 13 itemi.
Fiecare item este evaluat pe o scala Likert: de la nu ma caracterizeaza
deloc (1) la ma caracterizeaza foarte mult (5). Cuprinde doua dimensiuni:
autodisciplina (self-discipline), care este asociatd cu reglarea si controlul
comportamental (de exemplu: ,,Sunt bun(3) la a rezista tentatiilor”; ,,Mi-e
greu sa renunt la obiceiurile proaste™) si impulsivitatea (impulsivity), care
este asociatd cu comportamente compulsive (de exemplu: ,,Placerea si
distractia ma Tmpiedicd uneori sd-mi termin treaba”; ,,Am probleme cu
concentrarea’). Scala se evalueaza printr-un scor total, obtinut prin insumarea
itemilor (dupa inversarea celor necesari—2,3,4,5,7,9, 10, 12, 13), iar un
scor mai mare indica un nivel ridicat de autocontrol. Indicele Alfa-Cronbach
pentru scorul total al scalei este o= .816.

Academic Procrastination Scale (APS) este un instrument psihometric
dezvoltat de McCloskey (2011) pentru masurarea procrastinarii 1n sarcinile
academice, cuprinde 25 de itemi auto-raportati pe o scala Likert de 5 puncte,
de la nu sunt de acord (1) la sunt de acord (5). Are itemi inversati (1, 8, 12,
14,25). Este proiectata sa capteze tendinta generald de amanare a activitatilor
de studiu si a proiectelor academice (de exemplu: ,,Aman proiectele pana in
ultimul moment”; ,,Stiu ca ar trebui sd ma apuc de temele pentru scoala, dar pur
si simplu nu o fac”). Evaluarea se face printr-un scor total, care se obtine prin
insumarea itemilor, un scor mare indicand un nivel ridicat de procrastinare.
Indicele Alfa-Cronbach pentru scorul total al scalei este o =.942.

2.6. Participanti si procedura de colectare a datelor
Cercetarea de fata a inclus initial 204 elevi din ciclul liceal, de la Colegiul

National ,,Mihai Eminescu”, Suceava — unitate de invatamant cu filiera
vocationala, profil pedagogic, specializarea educator-puericultor.
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consimtamantului informat. Dintre acestia, 200 au indeplinit criteriile de
eligibilitate. Au fost excluse 4 chestionare in care optiunea de consimtdmant
(,,Am luat la cunostintd”) nu a fost bifatd, ceea ce a implicat selectarea
implicitd a variantei,,NU”. Aceste chestionare au fost eliminate din analiza,
intrucat lipsa consimtdmantului indicd neacceptarea participarii la studiu,
conform standardelor etice.

Colectarea datelor s-a realizat prin aplicarea unui chestionar online, creat in
Google Forms, distribuit elevilor din grupul tinti. Inainte de completarea
chestionarului, toti participantii au fost informati cu privire la scopul studiului,
durata estimatd a completarii (aproximativ 10-15 minute) si garantia
confidentialitatii datelor. Elevilor li s-a adus la cunostinta faptul ca participarea
la acest studiu este voluntara. Dupa scanarea codului QR, participantii au
accesat Google Forms. Colectarea datelor s-a realizat pe parcursul a 4-5
saptamani, n perioada noiembrie-decembrie a anului 2025. Elevii au completat
chestionarul individual, fard influenta colegilor sau a profesorului.

2.7. Descrierea participantilor

Varsta medie a participantilor a fost de 16,82 ani, variind de la 15 1a 19 ani.
Din numarul total al elevilor (200), 147 (73,5%) au fost de gen feminin §i 53
(26,5%) de gen masculin. In ceea ce priveste mediul de provenienta, 110
elevi provin din mediul urban (55%), iar 90 provin din mediul rural (45%).
Participantii sunt elevi din clasele [X-XII, distribuiti astfel: 35,5% sunt elevi
inclasaaIX-a (71 deelevi), 13% in clasa a X-a (26 de elevi), 24,5% 1n clasa
a XlI-a (49 de elevi) si 27% in clasa a XII-a (54 de elevi).

2.8.  Analize statistice preliminare

Inainte de a trece la testarea ipotezelor, au fost facute verificari, respectiv
analize preliminare, care au vizat completitudinea raspunsurilor, respectiv
identificarea eventualelor erori de completare, cu scopul de a asigura
acuratetea analizelor statistice i a preveni totodata formularea unor concluzii
eronate.
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Pentru Inceput, itemii inversati de la chestionarele BSCS si APS au fost
recodati, cu scopul de a calcula scorurile pe dimensiuni si cele totale ale
instrumentelor. Ulterior, a fost verificata consistenta interna a scalelor prin
calcularea coeficientului Alfa-Cronbach, valorile obtinute fiind a =.916 pentru
IAT, o = .816 pentru BSCS si o = .942 pentru APS.

O alta etapa a constat in verificarea normalitatii distributiei scorurilor privind
dependenta de internet, autocontrol si procrastinare academica, utilizand
indicatorii descriptivi de asimetrie (Skewness) si boltire (Kurtosis). Indicatorii
verificati au avut valori cuprinse in intervalul -2 si +2 (Byrne, 2013). Analiza
valorilor extreme, realizata prin intermediul boxplot-urilor, nu a evidentiat prezenta
unor outliers. Tindnd cont de aceste valori, dar si de faptul ca testele sunt masurate
pe scale de interval (Likert), au putut fi utilizate testele parametrice.

Tabelul nr. 1. Indicatori descriptivi ai scalelor utilizate

Variabile Nr . M SD Skewness Kurtosis
participanti
Dependenta de internet 200 36.29 17.34 .08 -.69
Autocontrol 200 44.22 8.57 26 -.52
Procrastinare academica 200 69.06 20.27 -.03 -.37

Testul Levene a indicat c¢a ipoteza omogenitatii variantelor nu a fost incélcata,
atat in cazul comparatiilor in functie de gen (IAT: F'=.12, p =.728; BSCS:
F=.21,p=.643; APS: F=1.02, p = .312), cat si in cazul comparatiilor in
functie de mediul de provenienta (IAT: F' = .24, p = .622; BSCS: F =2.60,
p=.108; APS: F=.17, p=.678), motiv pentru care au fost utilizate valorile
corespunzatoare variantei ,,equal variances assumed” in cadrul Testului ¢
pentru esantioane independente.

Dupa ce s-a constatat ¢ datele sunt potrivite pentru analiza parametrica, au
fost aplicate testele ¢ student pentru esantioane independente, cu scopul de
a compara mediile scorurilor totale, la scalele de dependenta fata de internet,
procrastinare academica si autocontrol, in functie de gen (fete vs. baieti) si
de mediul de provenienta (urban vs. rural). Rezultatele arata diferente
semnificative statistic intre elevi, in functie de gen in ceea ce priveste
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procrastinarea academica. Nu exista diferente semnificative statistic in functie
de mediul de provenientd in ceea ce priveste dependenta de internet,
autocontrolul si procrastinarea academica.

Tabelul nr. 2. Diferente de gen. Testul t student pentru esantioane

independente
Gen M SD t df P Cohen’s d
o Feminin | 35.69 | 17.46 | -.816 198 416 -.131
Dependenta de internet -
Masculin | 37.96 | 17.05
Autocontrol Feminin | 44.74 | 8.63 1.43 198 152 230
Masculin | 42.77 8.29
. . . | Feminin | 66.68 | 20.36 | -2.8 198 .006 -.449
Procrastinare academica -
Masculin | 75.64 | 18.67

Testul Levene a indicat ca ipoteza omogenitatii variantelor nu a fost incalcata
in cazul comparatiei n functie de anul de studiu (IAT: F = 2.40, p = .069;
BSCS: F=1.09, p = .351; APS: F = 1.80, p = .148), ceea ce a permis
utilizarea analizei statistice ANOVA One-Way.

Rezultatele au evidentiat ca dependenta de internet nu diferd semnificativ in functie
deanul de studiu (F(3,196)=1.58,p=.194, n’= .024). In schimb, exista diferente
semnificative pentru autocontrol (F(3, 196) =5.73, p <.001, n,>=.08 1) si
procrastinare academica (£(3, 196) = 6.96, p <.001, n’= .096), indicand ca
elevii din ani diferiti de studiu prezinta scoruri diferite la aceste variabile.

In raportarea comparatiilor post-hoc, MD desemneazi diferenta medie dintre
grupurile comparate. Testul post-hoc Tukey HSD a evidentiat ca atat elevii
din clasa a IX-a (MD = -6.06, p <.001), cat si cei de clasa a XI-a (MD =-4.67,
p < .024) au prezentat un nivel semnificativ mai scazut de autocontrol,
comparativ cu elevii din clasa a XII-a. Nu s-au gasit diferente semnificative
intre celelalte clase. Totodata, testul post-hoc Tukey HSD a ardtat ca atat
elevii din clasa a [X-a (MD = 15.93, p <.001), cat si cei din clasa a XI-a
(MD=10.22, p<.041) au avut scoruri semnificativ mai mari la procrastinare
comparativ cu elevii din clasa a XlI-a, fara diferente semnificative intre
celelalte clase.
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3. Rezultate

Dupa etapa analizelor preliminare unde au fost realizate analizele descriptive,
aurmat etapa de testare a ipotezelor 1n care au fost analizate relatiile dintre
variabile. Au fost aplicate analiza de corelatie Pearson pentru verificarea
asocierilor dintre variabile si analiza de mediere pentru a investiga mecanismul
prin care dependenta de internet influenteaza procrastinarea academica in
randul elevilor de liceu, prin intermediul autocontrolului.

Pentru a testa relatia dintre dependenta de internet si procrastinarea academica
a fost aplicatd analiza de corelatie Pearson, rezultatele indicand existenta unei
asocieri pozitive, semnificative din punct de vedere statistic si de intensitate
medie (= .59; p <.001). Astfel, datele obtinute sustin ipoteza 1.

In vederea testirii asocierii dintre autocontrol si procrastinarea academici a
fost aplicatd analiza de corelatie Pearson, iar rezultatele obtinute au aratat o
asociere negativa semnificativa puternica (» = -.72, p < .001), ceea ce
sugereaza ca datele sustin ipoteza 2.

Pentru testarea relatiei dintre autocontrol si dependenta de internet a fost
utilizata analiza de corelatie Pearson. Rezultatele generate denota existenta
unei asocieri negative, semnificative din punct de vedere statistic si de
intensitate medie (»=-.58, p <.001), lucru ce indica faptul ca datele obtinute
sustin ipoteza 3.

Tabelul nr. 3 Matricea de corelatie dintre variabile

1 2 3
1 Dependenta de internet 1
2 Autocontrol -.58%* 1
3 Procrastinare academica S59** -72%* 1

In vederea testirii rolului de mediator al autocontrolului — in relatia dintre
dependenta de internet si procrastinarea academica — a fost realizata analiza
de mediere, prin modelul 4 din PROCESS. Efectele indirecte au fost estimate
prin metoda bootstrap, cu 5000 de esantioane si intervale de Incredere de
95% bias-corrected.
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Astfel, in prima etapa, scorul total al variabilei dependenta (fata de internet)
prezice semnificativ negativ autocontrolul (8 =-0.29, SE =0.02, p <.001),
modelul avand R*= .43, F(3, 196) =49.37, p <.001. in acelasi model, anul
de studiu a fost un predictor pozitiv semnificativ al autocontrolului (B =2.03,
SE =37, p<.001),in timp ce genul nu a avut un efect semnificativ (B =-1.30,
SE=1.04, p = .21).

In etapa a doua, autocontrolul prezice semnificativ negativ procrastinarea
academica (B =-1.13, SE =0.13, p <.001), modelul avand R? = .61, F(4,
195) =76.89, p <.001. De asemenea, genul participantilor (B =5.90, SE =
2.05, p = .005) si anul de studiu (B = -3.08, SE = 0.79, p <.001) au avut
efecte semnificative asupra procrastindrii academice.

In etapa a treia, dependenta de internet prezice semnificativ pozitiv
procrastinarea academica (B = 0.70, SE = 0.06, p < .001), modelul avand
R*= 48, F(3, 196) = 60.56, p < .001. in plus, genul a fost un predictor
semnificativ pozitiv (B =7.38, SE =2.36, p =.002), iar anul de studiu a fost
un predictor semnificativ negativ (B =-5.39, SE = .85, p <.001).

Intrucat cele trei relatii investigate au fost semnificative statistic, au fost
indeplinite conditiile necesare pentru testarea modelului de mediere.
Introducerea autocontrolului in model a redus efectul dependentei de internet
asupra procrastindrii academice, nsa acesta a ramas semnificativ (efect
direct: B=10.36, SE=0.06, p <.001). Efectul indirect a fost semnificativ (B =
0.33,95% CI[0.24, 0.44]). Rezultatele sugereaza ca autocontrolul mediaza
partial relatia dintre dependenta de internet si procrastinarea academica, iar
efectele observate se mentin si dupa controlul pentru gen si anul de studiu.
Prin urmare, datele obtinute ofera sustinere ipotezei 4.



Revista de Pedagogie/ Journal of Pedagogy * 2026 (1) « LXXIV 189

Autocontrol

$ DProcrastinare
academici

Dependenta
de internet 3GhE/53%%

Figura nr. 1. Analiza de mediere

*Nota. in cazul relatiei dintre dependenta de internet si procrastinarea academici, prima valoare
indicd efectul direct, iar cea de-a doua valoare efectul indirect. Valorile raportate in figura
reprezinta coeficienti de regresie nestandardizati (B).

4. Discutii

Scopul acestui studiu a fost acela de a investiga relatia de asociere dintre
dependenta de internet, autocontrol si procrastinarea academica in randul
unor elevi de nivel liceal din cadrul Colegiului National ,,Mihai Eminescu”,
Suceava, de la profilul pedagogic, specializarea educator-puericultor, precum
si rolul mediator al autocontrolului in relatia dintre dependenta de internet si
procrastinarea academica. Au fost analizate doar scorurile totale ale scalelor
AT, BSCS si APS pentru a surprinde predispozitiile generale ale participantilor
in ceea ce priveste constructele masurate.

Referitor la analizele preliminare comparative, rezultatele obtinute au indicat
ca nu existd diferente semnificative in functie de mediul de provenienta
pentru lotul de participanti in ceea ce priveste adictia de internet, autocontrolul
si procrastinarea academica. In schimb, au fost identificate cateva diferente
semnificative in functie de gen in ceea ce priveste procrastinarea academica,
in sensul ca media scorurilor la participantii de gen masculin a fost mai mare
decat media participantilor de gen feminin, aspect evidentiat si in alte studii (Lu
etal., 2022). Alte diferente semnificative au fost identificate n functie de anul
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de studiu, mai exact intre liceenii din clasele a [X-a si a XII-a, de la profilul
pedagogic, specializarea educator-puericultor, in ceea ce priveste autocontrolul
si procrastinarea academicad, in ideea in care elevii din clasa a [X-a prezinta
scoruri mai scazute la autocontrol si mai ridicate la amanarea sarcinilor
academice, comparativ cu cei din clasa a XII-a. Aceste rezultate pot fi explicate
prin particularitatile perioadei de adaptare la mediul liceal, caracteristica
elevilor din clasele mai mici, precum si prin nivelul mai redus al strategiilor de
autoreglare si de gestionare a timpului, care se dezvolta progresiv pe parcursul
anilor de studiu. In ceea ce priveste adictia de internet, diferentele intre anii de
studiu sunt nesemnificative, sugerand ca nivelurile utilizarii problematice a
internetului nu difera semnificativ intre elevii din clase diferite.

Relatiile obtinute sugereaza faptul ca dependenta de internet se asociaza in mod
pozitiv semnificativ cu procrastinarea academica (H1) si Tn mod negativ
semnificativ cu autocontrolul (H3). Rezultatele obtinute indica faptul ca nivelurile
mai ridicate ale utilizarii problematice a internetului sunt asociate, pe de o parte,
cu o tendintd mai mare a elevilor de a améana initierea sau finalizarea sarcinilor
scolare, iar pe de alta, cu niveluri mai reduse de autocontrol. Elevii de liceu
petrec mult timp pe internet in alte scopuri decat cele asociate Invatarii, ceea ce
poate fi legat de dificultati in gestionarea sarcinilor academice (Demir & Kutlu,
2018), iar persoanele care au tendinte ridicate de a utiliza fara control internetul
il vor pune pe primul loc, lasand pe plan secund sarcinile academice (Gupta et
al., 2024; Li & Lee, 2024; Tras & Gokgen, 2020). Totodata, liceenii se afla
intr-o perioada a vietii In care autocontrolul nu este inca matur (Steinberg, 2010)
si au o sensibilitate ridicata la mediul social 1n care triiesc, lucru ce poate fi
relationat cu o vulnerabilitate ridicatd in contextul dezvoltarii dependentei de
internet (Soriano-Molina et al., 2025).

In plus, internetul oferd experiente plicute, iar adolescentii pot fi mai inclinati
sd prioritizeze placerea, ceea ce se asociaza cu tendinta mai mare de a
utiliza in mod compulsiv internetul (Gokalp et al., 2022). De asemenea, datele
au mai aratat o corelatie semnificativa negativa intre autocontrol si
procrastinarea academica (H2). Elevii cu scoruri ridicate la autocontrol tind
sa acorde prioritate sarcinilor academice, pe cand cei cu un scor redus pot fi
predispusi sa utilizeze internetul ca strategie de evitare a sarcinilor scolare, fapt
ce se asociaza cu niveluri crescute de procrastinare academica (Chisan &
Jannah, 2021; Gokalp et al., 2022; Li & Lee, 2024).
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Un rezultat esential al studiului de fatd constd in faptul ca autocontrolul
mediaza relatia dintre dependenta de internet §i procrastinarea academica.
Scorurile ridicate la dependenta de internet au sugerat niveluri mai scazute
de autocontrol in randul liceenilor investigati, iar autocontrolul redus a indicat,
la rAndul sau, niveluri mai ridicate de procrastinare academica. Tiparul obtinut
evidentiaza cd adictia de internet este legatd de procrastinare atat In mod
direct, cat si in mod indirect, prin diminuarea capacitatii elevilor de a-si regla
comportamentul. Faptul ca atat efectul indirect, cat si cel direct au fost
semnificative indica existenta unei medieri partiale. Altfel spus, autocontrolul
poate explica partial relatia dintre dependenta de internet si procrastinarea
academica. Totodata, exista posibilitatea ca si alte variabile sa contribuie la
aceastd relatie, ca de exemplu anxietatea (Chashmi et al., 2022), simptome
depresive sau singuritatea (Qi et al., 2025). De asemenea, este important
de mentionat ca aceste relatii s-au mentinut si dupa controlul aplicat pentru
gen si anul de studiu, sugerand ca asocierile identificate nu sunt explicate de
aceste variabile, ci reflectd un tipar relativ stabil la nivelul esantionului, ceea
ce indica robustetea modelului propus. Aceasta relatie ar putea fi interpretata
prin prisma teoriei autocontrolului, care sustine ca diferentele individuale in
ceea ce priveste capacitatea de control a comportamentelor si de améanare
aplacerii sunt asociate cu comportamentele orientate spre obiective pe termen
lung (Gokalp et al., 2022; Lietal.,2021b).

In contextul utilizarii internetului, mediul online ofer recompense imediate
si stimulare constanta, fapt ce poate sd puna 1n dificultate mecanismele (in
formare) de autoreglare ale adolescentilor. Astfel, scorurile ridicate ale adictiei
de internet pot fi asociate cu un autocontrol redus, iar aceastd diminuare a
capacitatii de autoreglare poate fi legatd de niveluri mai ridicate ale
procrastindrii academice (Jin & Jiang, 2025). Aceasta relatie poate fi
interpretata prin teoria epuizarii egoului (ego depletion) propusa de R. F.
Baumeister si colab. (2007) conform céareia actele de vointa se bazeaza pe
o resursa interna finitd, iar utilizarea acesteia intr-o sarcina poate fi asociata
cu o reducere a capacitatii de autoreglare in activitatile ulterioare. in acest
context, dependenta de internet poate implica un consum constant al acestor
resurse, ceea ce poate fi legat de un autocontrol mai scazut, si de niveluri
crescute de procrastinare academica (Gokalp et al., 2022; Jin & Jiang, 2025).
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4.1. Puncte forte si limite

Studiul de fatd prezinta cateva puncte forte, printre care integrarea Intr-un
singur model a celor trei constructe, care sunt relevante pentru contextul
academic actual si testarea unui mecanism explicativ, nu doar a unor asocieri
conceptuale.

In plus, consistenta interna a instrumentelor utilizate, evidentiata prin valorile
coeficientilor Alfa-Cronbach (a.=.916 pentru IAT, a = .816 pentru BSCS si
o = .942 pentru APS) indicd un nivel bun spre foarte bun de fidelitate,
sugerand ca itemii masoard in mod coerent constructele investigate si
contribuie astfel la credibilitatea rezultatelor obtinute.

In plus, identificarea diferentelor semnificative intre anii de studiu sugereazi
cd anumite momente din parcursul liceal pot reprezenta perioade de
vulnerabilitate pentru elevi i rezultatele lor academice, iar scorurile obtinute
potindica o directie pentru interventii tintite. Totodata, rezultatele analizei de
mediere sugereaza ca relatia dintre dependenta de internet si procrastinare
poate fi explicata indirect prin autocontrol, ceea ce indica faptul ca niveluri
mai ridicate ale adictiei de internet se asociaza cu un autocontrol mai scazut,
care, la randul lor, sunt legate de niveluri crescute de procrastinare academica.
In acelasi timp, rezultatele obtinute prezinta si citeva limite: modelul utilizat
aexplicat partial relatia dintre adictia de internet si procrastinarea academica,
ceea ce inseamna cd pentru o intelegere mai ampla ar fi nevoie si de alti
factori cu potential explicativ (de exemplu, managementul timpului, strategii
de autoreglare a invatarii, anxietate sau autoeficacitate perceputd).
Rezultatele nu pot fi generalizate pe Intreaga populatie de liceeni, deoarece
datele au fost colectate in cadrul unei singure institutii de Tnvatamant liceal
(filiera vocationala, profil pedagogic, specializarea educator-puericultor).

In plus, designul transversal nu permite interpretarea datelor din punct de
vedere cauzal, deoarece acestea au fost colectate intr-un singur moment
temporal. Chiar dacd modelul de mediere indicd un mecanism explicativ
plauzibil, directia relatiilor dintre variabile necesita investigatii viitoare de tip
longitudinal si/sau experimental.
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5. Concluzii

Folosirea adictiva a internetului se poate asocia cu o tendinta ridicata a elevilor
de a amana sarcinile scolare deoarece atentia lor este distrasa de unele
activitati care le ofera satisfactie imediata. In acest context, autocontrolul
poate fi un factor esential, fiind corelat cu capacitatea elevilor de a-si gestiona,
de a prioritiza sarcinile si de a rdimane concentrati pe obiectivele academice.
Asadar, aceastd abordare evidentiazd ideea potrivit careia dezvoltarea,
respectiv imbundtatirea autocontrolului poate fi asociata cu scoruri mai scazute
ale utilizarii excesive a internetului si ale procrastindrii academice. De
asemenea, nivelurile mai ridicate de autocontrol pot fi legate de
comportamentele academice adaptative, precum o organizare mai buna,
planificare, motivatie pentru invatare.

Rezultatele obtinute in cadrul acestui studiu indica necesitatea dezvoltarii
unor interventii educationale specifice §i directionate, adaptate nevoilor reale
ale elevilor, cu scopul de a sprijini consolidarea autocontrolului acestora, de
areduce riscul manifestarii procrastinarii academice asociate utilizarii adictive
ainternetului.

Pentru o intelegere mai completa a fenomenului, cercetarile viitoare ar putea
include si alti factori psihologici sau contextuali, care pot sa influenteze aceasta
relatie, precum motivatia pentru invatare, suportul familial, filiera vocationala/
profilul sau stilul de invatare.
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other factors — such as students’ specific learning strategies and situational interests —
have received limited empirical attention. Using a non-experimental two-wave
longitudinal design, we examined the extent to which academic motivation, situational
interest, and learning approaches predict students’ academic work engagement
over the course of a semester. Data were collected across two waves from a volunteer
sample of 129 bachelor’s students, comprising 86.8% females with an average age of
21.36 years. For the data analysis, we used a hierarchical multiple linear regression
analysis. Our results indicated that prior engagement (step 1) was the strongest
predictor of future academic work engagement. While early stages of the model
(steps 2 and 3) showed intrinsic motivation for stimulation as a significant factor,
the final model (step 4) revealed the deep learning approach as the dominant predictor,
largely diminishing the impact of motivation. Also, situational interest (step 3) did
not significantly predict engagement outcomes. Present findings indicate that, while
motivation is important, how a student processes information (i.e., a deep learning
approach) might be a stronger predictor for learning engagement in HE than
students’ initial levels of learning motivation. Therefore, teachers might benefit
more from integrating deep learning strategies, rather than relying solely on
motivational interventions. Practical implications for HE teachers and research
directions are further detailed in the manuscript.

Keywords: academic motivation, academic work engagement, learning approach,
situational interest.

Rezumat

Nivelul de angajament al studentilor in activitatea academica este un indicator
esential al perseverentei lor in invatamdntul superior §i in invdtarea pe tot
parcursul vietii. Desi cercetarile existente identifica frecvent motivatia ca fiind
principalul motor al acestei implicari, alti factori — precum strategiile specifice
de invatare ale studentilor si interesul situational — au primit o atentie empirica
limitata. Folosind un design longitudinal neexperimental in doud etape, am
analizat masura in care motivatia academicd, interesul situational si abordarile
invatarii preferate de studenti prezic angajamentul academic al acestora pe
parcursul unui semestru. Sondajul a fost completat voluntar de 129 de studenti la
nivel de licenta (86,8% femei, virsta medie de 21.36). Pentru analiza datelor, am
utilizat o regresie liniara multipla in patru pasi. Rezultatele noastre au indicat
faptul ca nivelul anterior de angajament al studentilor in activitatea academica
(pasul 1) a fost cel mai puternic predictor pentru nivelul lor viitor de angajament.
In timp ce stadiile initiale ale modelului (pasii 2 §i 3) au ardtat motivatia intrinsecd
pentru stimulare ca fiind un factor predictiv semnificativ, modelul final (pasul 4)
a relevat abordarea invatarii de profunzime drept predictorul dominant,
diminudnd in mare masura impactul motivatiei. De asemenea, interesul situational



Revista de Pedagogie/ Journal of Pedagogy « 2026 (1) « LXXIV 203

(pasul 3) nu a prezis in mod semnificativ rezultatele angajamentului. Constatarile
actuale indica faptul ca, desi motivatia este importantd, modul in care un student
proceseaza informatiile (adica o abordare de invatare de profunzime) ar putea fi
un factor predictiv mai puternic pentru angajamentul in invdtare in invatamdntul
superior decdt nivelurile initiale de motivatie pentru invatare ale studentilor.
Prin urmare, profesorii ar putea sa acorde mai multa prioritate promovarii
strategiilor de invdtare profundd, in loc sa se bazeze exclusiv pe interventii
motivagionale. Implicatiile practice pentru profesorii din invatamantul superior
si directiile de cercetare sunt detaliate in continuare in manuscris.

Cuvinte-cheie: abordarea invatarii, angajament in activitatea academicad, interes
situational, motivatie academicd.

1. Introduction

In the modern university landscape, shifts toward blended and student-
centered learning models (Shehata et al., 2025) have placed unprecedented
importance on student autonomy and self-regulation. While these models
aim to foster independence, the quality of the learning experience is
increasingly dependent on the student’s academic work engagement. The
use of artificial intelligence in the academic environment has also brought
challenges in relation to how new information is acquired and the quality of
the materials produced by students (Cheng et al., 2022). These approaches
promote the development of student autonomy, making them responsible for
their own learning process, but education is at a turning point where the
“humanity” of the personalized learning process must be protected (Shehata et
al., 2025). Therefore, understanding the psychological mechanisms — beyond
just initial motivation — that sustain student effort over time is essential for
academic persistence.

In Romania, the challenge of academic persistence is particularly acute; while
general statistics often highlight an ‘early leaver’ rate' of 16.8% (Eurostat,
2024), data from the 2022/2023 academic year reveal a university-specific
annual dropout rate of 9.9% (Ministry of Education, 2023). These figures
become even more concerning when analyzed by study format, with
non-completion risks rising to 18.2% in distance learning programs (Ministry
of Education, 2024). This vulnerability underscores the critical role of
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academic engagement as a fundamental predictor of persistence in higher
education (Kuh et al., 2008). Beyond its inverse relationship with dropout
rates (Pérez et al., 2021; Skinner, 2023), high engagement serves as a vital
indicator of academic performance, the cultivation of lifelong learning skills,
and enhanced graduate employability (Kahu, 2013).

Although previous research has extensively explored the relationship between
academic engagement and student motivation (Appleton et al., 2008; Reeve
et al., 2025; Skinner et al., 2008), studies that integrate situational interest
into this equation are rare and, in most cases, treat these variables separately
(Renninger & Hidi, 2015). Integrating context and study environment into
this relationship is an attempt to interconnect these dimensions (cognitive,
affective, and behavioral) (Renninger & Bachrach, 2015). While motivation
explains students’ reasons for acting (“why am I doing it”), situational interest
describes the immediate appeal of the task, triggered in a specific learning
environment (“what grabs my attention in the classroom”). Beyond these
limitations, there is a significant gap in the literature regarding the predictive
relationship between students’ learning approach strategies and the
development of long-term academic engagement.

To address these theoretical and practical limitations, the main goal of this
study is to analyze the extent to which academic motivation, situational interest,
and students’ preferred learning approach predict their engagement in
academic work over the course of a semester. Using a longitudinal design
with two measurement points, the research aims to capture the temporal
variation of these variables among undergraduate students at the West
University of Timisoara (WUT). Additionally, the longitudinal approach allows
for autoregressive control of initial engagement in academic work, thus
providing a more rigorous understanding of predictive relationships.

1.1. Theoretical framework

1.1.1. Academic work engagement

Due to its complexity, academic engagement is considered in the literature
to be a multidimensional construct; consequently, identifying a single,
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universally accepted definition remains a challenge (Wong & Liem, 2022).
Academic engagement is a dynamic system of student participation,
investment, and dedication to educational activities, playing a decisive role in
the quality of the learning experience and long-term success (Chen et al.,
2023).

To measure the effort invested by students, educational researchers have
adapted the “work engagement” model from organizational psychology to
the university context (Salmela-Aro & Upadyaya, 2012). From this
perspective, academic work engagement (AWE) is structured around three
central dimensions: vigor (high levels of energy and the desire to persevere
and invest time in a task), dedication (a strong sense of involvement
characterized by enthusiasm, pride, significance, and challenge), and
absorption (a state of complete concentration and captivation while working,
often accompanied by a distorted perception of time, which appears to pass
more quickly).

Out of routine or conformity, students may engage in certain activities even
in the absence of intrinsic motivation or high interest (Renninger & Hidi,
2015). Given that the central objective of this research is to understand the
quality and depth of how students relate to their learning activities, the use
of AWE allows for a differentiation between simply “checking off” tasks
and a student’s authentic cognitive and emotional involvement. However,
the amount of energy and concentration a student allocates to academic
tasks is fundamentally dictated by their type of academic motivation. While
some forms of motivation foster long-term commitment, others are limited
to fulfilling minimum requirements focused on external performance
indicators.

1.1.2. Academic motivation

The close relationship between student motivation and academic engagement —
the latter often seen as the behavioral manifestation of the former (Skinner
et al., 2008) — has been extensively documented (Appleton et al., 2008;
Reeveetal., 2025). Motivation and task value are the primary internal factors
that correlate positively with engagement (Myint & Khaing, 2020), while
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gender, teaching style, and grades act as external variables. Essentially,
academic engagement is determined to a greater extent by the individual
and motivational characteristics of the student, rather than structural factors
or the characteristics of the university (Perkmann et al., 2021).

In academia, students’ academic motivation refers to their desire to find the
most appropriate cognitive strategies to achieve their learning and
performance goals (Cotrus et al., 2014). The most robust explanatory
framework for this learning process is Self-Determination Theory (SDT;
Ryan & Deci, 2017). According to SDT, the quality of motivation is
determined by the extent to which the academic environment satisfies three
basic psychological needs: autonomy, competence, and relatedness.
Depending on the level of satisfaction of these needs, motivation is
conceptualized as autonomous motivation (engaging in a task out of genuine
interest, enjoyment, or personal value, encompassing intrinsic and identified
regulation) and controlled motivation (engaging due to internal or external
pressures, such as guilt, pride, or rewards, encompassing introjected and
external regulation), alongside amotivation (the complete lack of intention
to act).

Howard and his colleagues (2021), in their meta-analysis, examined the
relationship between these types of motivation and academic outcomes.
Autonomous forms of motivation — particularly intrinsic motivation —are the
strongest positive predictors of academic work engagement and adaptive
learning strategies. While controlled motivation may temporarily increase
invested effort, it is strongly correlated with performance-oriented learning
and anxiety. Amotivation and purely extrinsic forms are consistently associated
with frustration, burnout, and lower levels of academic engagement (Myint &
Khaing, 2020). Therefore, understanding a student’s placement on this
motivational continuum is essential for predicting their sustained engagement
over a semester. However, if the specific academic tasks assigned by the
teacher lack immediate relevance, even the most autonomously motivated
student may find it difficult to engage in the task. This is why situational
interest was chosen as a more context-sensitive predictor in this study.
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1.1.3. Situational interest

Although interest generates motivation and commitment, the relationship is
not valid in the opposite direction: a student may be motivated and involved
in atask (e.g., out of a desire to receive a scholarship) without experiencing
a state of genuine interest (Renninger & Hidi, 2015). Thus, interest represents
not only a person’s immediate psychological state during a task, but also a
cognitive and affective disposition that fuels the desire to voluntarily re-engage
in an activity over time (Tang et al., 2022).

Interest, as a subjective learning experience, can be triggered by an external
situational trigger or by a well-developed individual interest (Tang et al.,
2022). Therefore, the concept of interest is divided into two (Shin & Kim,
2019): situational interest — aroused by a situational trigger, which persists
only as long as the task is perceived as relevant or meaningful; and individual
interest — a relatively stable trait of the individual, characterized by a
predisposition to re-engage with particular content over time. In this study,
we decided to discuss only situational interest, as it is much easier to shape
through external and contextual factors in the learning environment.

Once the student is energized by their state of interest, the way they approach
learning can define their sustained academic engagement. An interested student
isunlikely to settle for rote memorization, tending instead toward a more profound
interaction with the learning content. Therefore, the learning approach is not
merely a study method, but the cognitive mechanism through which a state of
interest can be translated into durable academic results and sustained engagement.

1.1.4. Learning approach

The development of interest depends on an optimal alignment between
teaching methods and students’ individual characteristics (Renninger & Hidji,
2015). A comprehensive understanding of academic performance requires
moving beyond a focus on affective and motivational states (internal state)
to include the specific cognitive strategies students employ to navigate their
studies. In the university environment, this interface between educational
stimuli and the internal assimilation process is best described through the
lens of learning approaches.
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An important role of education is to encourage students to choose a deep
learning approach over a surface approach (Biggs, 1988). According to
the literature, the two approaches are clearly differentiated by intention and
process. Deep learning can be understood as the desire to complete a task
or understand a concept in a meaningful way that activates higher-order
cognitive processes, linking new information to prior knowledge. At the
opposite end, the surface learning approach is characterized by minimal
cognitive effort, but sufficient to complete the task required by the teacher
in order to obtain a good grade or reward. Its presence indicates that there
is a dysfunction in the teaching-learning-assessment process, regarding the
teaching methods used or the assessment methods (Biggs et al., 2001). Thus,
surface learning has an instrumental role and is not a mechanism for long-term
acquisition, with deep learning strategies being preferred (Biggs, 1988).

Given that previous research indicates that intrinsic motivation favors the
adoption of a deep learning approach (Bolkan et al., 2011) and that,
simultaneously, autonomous forms of motivation are predictors of academic
engagement (Howard et al., 2021), it becomes imperative to explore the
entire relational chain. Therefore, we expect that the way students approach
learning (the cognitive strategy chosen) will function as a linking mechanism
and, in turn, represent a direct and significant predictor of students’ level of
engagement in academic work.

1.2.  Hypothesis

Based on the theoretical information presented above, in this paper we
propose the following research hypotheses:

Hypothesis 1: Baseline academic work engagement (T1) will positively and
significantly predict end-of-semester academic work engagement (T2).
Hypothesis 2: Academic motivation (T1) will positively predict academic
work engagement (T2), explaining significant incremental variance above
and beyond the autoregressive effect of baseline engagement.

Hypothesis 3: Situational interest (T1) will positively predict academic work
engagement (T2), contributing additional predictive value beyond both baseline
engagement and academic motivation.

Hypothesis 4: A deep learning approach (T1) will positively predict academic
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work engagement (T2), accounting for significant incremental variance
beyond baseline engagement, academic motivation, and situational interest.
Hypothesis 5: A surface approach to learning (T1) will negatively predict, or
have no significant relationship with, academic work engagement (T2).

2. Methodology
2.1.  Study design

This study has a longitudinal design, with two measurement points. The four
variables measured in this research are the following: motivation to
study, with seven sub-dimensions (intrinsic motivation (IM)-simple;
IM-achievement-oriented; IM-for stimulation; extrinsic motivation
(EM)-identification; EM-introjection; EM-external regulation, lack of
motivation - amotivation), situational interest (triggered SI, maintained SI -
value, maintained SI - feeling), students’ preferred approach to learning
(surface learning, deep learning), and academic work engagement (AWE).

2.2.  Participants

The participants in this study are 129 students (86.8% female) enrolled in
four different bachelor’s degree programs at the West University of Timisoara,
with an average age of 21.36 years (SD = 3.76, Min = 18, Max = 42). Most
students were from the Faculty of Sociology and Psychology (V = 89), a
field predominantly composed of females. A convenience sampling method
was employed, as the questionnaires were administered with four teachers’
consent at the beginning of their classes, from three different faculties (Table
no. 1). Data collection followed a hybrid approach, combining in-person
administration during lectures with online distribution via student
communication channels. Their distribution by year of study, semester, faculty,
and discipline can be found in Table no. 1.
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Table no. 1. Demographic variables of the participants (N = 129)

Variables N %
Sex
Female 112 12.4%
Male 16 86.8%
Other 1 0.8%
Bachelor’s year of study
First year 26 20.2%
Second year 83 64.3%
Third year 20 15.5%
Semester
1 42 32.6%
2 87 67.4%
Faculty
Faculty of Law 1 0.8%
Faculty of Economics and Business Administration 28 21.7%
Faculty of Physics 11 8.5%
Faculty of Sociology and Psychology 89 69%
Discipline
Accounting in the public sector 25 19.4%
Diversity and interculturality among multinational organizations* 4 3.1%
Electronics Laboratory 11 8.5%
Research methodology in educational sciences 43 33.3%
Primary and preschool education pedagogy 13 10.1%
Sociology of religions 7 5.4%
Curriculum theory and methodology 26 20.2%

Note. * = complementary cross-disciplinary discipline

2.3. Instruments

To measure students’ academic work engagement, we used the 9-items
Utrecht Student Engagement Scale (Schaufeli et al., 2006). This instrument
measures three dimensions (vigor, dedication, and absorption) using a 7-point
frequency scale ranging from never (0) to always (6). The scale showed high
internal consistency for the total engagement score (o T1=.92; a T2 =.91), as
well as across its individual subscales at both time points (o from .82 to .89).

The Academic Motivation Scale (Vallerand et al., 1993, Romanian translation
from Research Central, n.d) has 28 items divided in seven 4-item dimensions:
three types of intrinsic motivation (to know, achievement orientation, for
stimulation), three types of extrinsic motivation (identification, introjection,
external regulation), and amotivation. Items are rated on a 7-point Likert
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scale (1 = strongly disagree to 7 = strongly agree). The instrument
demonstrated strong internal reliability across all dimensions at both T1 and
T2 (o ranged from .81 to .91).

To measure students’ situational interest (SI), we used the Situational
Interest Survey (Linnenbrink-Garcia et al., 2010). Responses were recorded
on a 7-point Likert scale ranging from Not at all true for me (1) to Always
true for me (7). The survey assesses three dimensions: triggered situational
interest, maintained situational interest-feeling, and maintained situational
interest-value. Internal consistency was acceptable to excellent across all
subscales for both data collection waves (o ranged from .70 to .91)

Students’ learning strategies were evaluated using the 20-item Revised
Two-Factor Study Process Questionnaire (R-SPQ-2F; Biggs et al., 2001),
adapted for the Romanian population by Smarandache et al. (2022). Responses
are scored on a 5-point Likert scale (1 = very rarely true to 5 = almost always
true). The items are equally divided into two subdimensions: deep learning
approach and surface learning approach. Both subscales demonstrated good
reliability at both time points (4 values ranged from .81 to .89).

2.4. Procedure

The 10-15-minute online questionnaire was administered via QuestionPro
at the beginning of designated lectures using a projected QR code, following
teacher’s approval. Informed consent was obtained, and data confidentiality
was maintained using a self-generated unique identification code (comprising
specific characters from the participant’s name, birth year, mother’s name,
and birthplace). We administered the questionnaire at the beginning and end
of the first semester of the 2022-2023 academic year (T1 = 142, T2 =70).
Due to an insufficient number of data pairs, between the two time points,
we opted to administer the questionnaire in the second semester as well, to
a new cohort of students (T1 = 268, T2 = 172). Combining the two data
collection periods, we obtained 390 completed responses in T1 and 242 in
T2. Of these, by matching the unique codes (to ensure anonymity) across
the two time points for the intra-individual analysis we obtained a final, usable
sample of 129 data pairs that we included in this study.
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3. Results

3.1.  Preliminary analysis

First, we performed descriptive analyses to see the shape of the data
distribution and the values of the central tendency indicators. Having two
time points, we then performed a comparative analysis between T1 and T2,
using t-tests for paired samples (Table no. 2), to see if there was any variation
in the variables during the semester. According to standard benchmarks, we
interpreted Cohen’s d values of .20, .50, and .80 as small, medium, and large
effect sizes. No significant differences were identified in the learning approach
chosen by students and their commitment to academic work.

From the perspective of students’ academic motivation to study, we reported
three significant differences between the two measurement points (Table no.
2), reporting small and very small effects for the variables “IM — knowledge”
(£ 55, = 3.502, p <.01, d = 30), “amotivation” (¢, = 2.956, p < .01, d = .27)
and “EM - identification” (t(lzg) =2.586, p < .05, d = .22). For situational
interest (SI), we identified two significant differences: “maintained SI—value”
(105, =2.273,p< .05, d = .22) and “triggered SI” (¢, = 2.346, p <.05,
d = .20), also having a small effect. The differences in the means of the
variables mentioned show that students’ interest and motivation were not as
high in T2 as in T1, but the small effect (between .03 and .27) and large
standard deviations (between .90 and 1.24) show us that the general tendency
of students was to maintain their interest throughout the semester.
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Table no. 2. Comparative analysis between T, and T, conducted using paired
samples t-tests (N =129)

Variable Tl Tz t(lzg) p COl:iell’S
M SD M SD
1. IM Knowledge 5.55 0.95 | 5.27 1.04 | 3.502 | .001 .30
2. IM_Accomplishments 4.96 1.01 | 4.89 1.08 820 | 414 .07
3. IM_Stimulation 4.07 1.18 | 4.06 1.28 .064 | 949 .01
4. EM Identification 5.32 1.17 | 5.13 1.19 | 2.586 | .011 22
5. EM_Introjection 5.09 1.20 | 5.15 1.97 | -.617 | .538 .06
6. EM External Regulation 4.74 1.17 | 4.69 1.23 .663 .508 .05
7. Amotivation 5.97 1.20 | 5.72 1.24 | 2.956 | .004 27
8. Triggered SI 5.84 0.99 | 5.66 1.05 | 2.346 | .021 .20
9. Maintained SI — Feeling 5.51 1.08 | 5.36 1.29 | 1.697 | .092 .14
10. Maintained SI — Value 5.82 0.90 | 5.67 0.99 | 2.273 | .025 22
11. Deep Learning Approach 3.04 0.80 | 3.01 0.77 .707 481 .05
12. Surface Learning Approach 2.39 0.70 | 2.44 0.77 | -990 | .324 .08
13. Academic Work Engagement T1 | 4.61 1.04 | 4.53 0.99 | 1.175 | .242 12

Note. T, = Time 1, T, = Time 2, M = mean, SD = standard deviation, t = test indicator, Cohen’s
d = effect size, IM = intrinsic motivation, EM = extrinsic motivation, SI = situational interest.

Before performing the regression analysis, we checked whether the data
we collected met the necessary assumptions. Thus, in both T1 and T2, the
data distribution is symmetrical, and all predictor variables correlate with the
AWE variables (Table no. 3). At the same time, there is no multicollinearity,
an assumption verified by calculating the Variance Inflation Factor (VIF),
with values ranging between 1 and 5 (Shrestha, 2020). All correlation values
between variables are shown in Table no. 3. To measure the practical
significance of the relationship, the coefficient of determination (#?) was
used to calculate the explained variance, with values of .01, .09, and .25
representing small, medium, and large effect sizes, respectively.

The strongest positive correlation of AWE in T1, with a large effect, is with
the deep learning approach (r. ., = .749, r* = .56, p < .001), followed by

127
two other variables: IM - stimulation (r,,,, = .622, r?=.38, p<.001) and
IM-achievement (717 = 611, 2 =.37, p <.001). In relation to situational

interest, the strongest association between AWE_T1 is with maintained SI —
feeling T1 (r.,. = .564, * = .32, p <.001).

a2
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The strongest association of AWE_T2 is with AWE_T1 (r,, = .752, rr=
.57, p<.001), reporting a large effect. Of the variables used in the regression
model, the higher values of association of AWE T2 are with deep learning
approach _TI (r,, = .667, r*= .44, p<.001) and with the motivational scales:
IM - stimulation (r(m) =.587, = .34, p <.001) and IM-achievement (”(127) =
531, = 28, p <.001). Maintained SI- feeling_T2 (r ,, = .588, r* = .35,
p <.001) correlates with AWE T2 as well with a large effect size. More

associations between variables can be found in Table no. 3.
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Note. **p < .001, *p < .05; T1 = time-point 1, T2 = time-point 2, IMK = intrinsic motivation
for knowledge, IMA = intrinsic motivation for achievement, IMS = intrinsic motivation for
stimulation, EMID = extrinsic motivation for identification, EMIJ = extrinsic motivation for
introjection, EMER = extrinsic motivation for external regulation, AMT = amotivation, SIT =
triggered situational interest, SIMF = situational interest maintained by feeling, SIMV = situational
interest maintained by value, SLA = surface learning approach, DLA = deep learning approach,
AWE = academic work engagement.

3.2. Hierarchical multiple linear regression analysis

Table no. 4 presents the results of the hierarchical multiple linear regression
analysis, which controlled for temporal effects by introducing AWE T1 asa
predictor of AWE_T?2. The primary objective was to determine the predictive
power of academic motivation, situational interest, and learning
approaches regarding AWE T2 over and above the autoregressive effect.
These variables were introduced in successive steps to isolate their unique
contributions to the variance in academic work engagement.
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Table no. 4. Hierarchical multiple linear regression analysis for
Academic work engagement T,

Variable B l;s B R? | AR?
Step 1
Constant 1.22 | 26 | .75 | .566 | 566"
T, AWE 72 .06
Step 2
Constant .86 | 41 595 |1 .029
T, AWE 57 | .08 | .60"
IM_Knowledge .06 | .11 | .06
IM_Accomplishments .04 | .10 | .04
IM_Stimulation A5 | 07 | AT
EM Identification -.01 | .08 | -.02
EM_Introjection .00 | .08 | .00
EM_External Regulation | -.03 | .08 | -.03
Amotivation .01 .07 | .01
Step 3
Constant .84 | 46 .598 | .003
T, AWE 58 | .09 | .60
IM Knowledge .05 | 12| .05
IM_Accomplishments .04 | .10 | .04
IM_Stimulation A5 | 07 | a8
EM Identification -.02 | .09 | -.02
EM_Introjection .01 | .08 | .01
EM External Regulation | -.03 | .08 | -.03
Amotivation .00 | .08 | -.01
Triggered SI .06 | .09 | .06
Maintained SI - feeling -.08 | .13 | -.08
Maintained SI - value .07 | .11 ] .06
Step 4
Constant 1.08 | .63 .616 | .018
T, AWE 46 | .10 | 48"
IM Knowledge .03 | .12 ] .03
IM_Accomplishments .03 | .10 | .03
IM_Stimulation A2 | .07 | .15
EM_Identification -08 | .09 | -.10
EM Introjection -.01 | .08 | -.01
EM External Regulation | .00 | .08 | .00
Amotivation .02 | 08 | .03
Triggered SI .05 | .09 | .05
Maintained SI - feeling -09 | .13 | -.08
Maintained SI - value .07 | 11 ] .07
Deep learning approach 28 | 12| 23"
Surface learning 04 | 10| -03
approach

Note. *p < .05, B = unstandardised regression coefficient, § = standardised Beta coefficient, ES B =
standard error, AR?> = R Square Change, IM = intrinsic motivation, EM = extrinsic motivation, SI =
situational interest.
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In the first step, baseline academic work engagement (T1 _AWE) was
entered to control for autoregressive effects. The model was statistically
significant (F, ., =165.65, p <.001), explaining 56.6% of the variance in
end-of-semester engagement (T2 _AWE, R?>=.57, p <.001). This indicates
a high degree of stability in student engagement over the course of the
semester. Building on this autoregressive effect (57%), the other variables
were introduced gradually in the analysis.

In Step 2, we introduced the eight dimensions of academic motivation (AM)
into the model (F 20 =237, p< .001). While the overall model remained
significant, the motivational block did not explain a significant amount of
incremental variance (AR?= .027, p > .05). Within this block, intrinsic
motivation (IM) to experience stimulation was the only significant predictor
(B=.17, p <.05), uniquely contributing to the model when controlling for
baseline engagement.

In Step 3, situational interest variables were added. The inclusion of this
block did not result in a significant increase in explained variance, (AR*=
.003, p > .05). This suggests that situational interest does not serve as a
unique predictor of T2 AWE when accounting for prior engagement and
motivation. Notably, IM to experience stimulation maintained its significant
predictive value (B=.18, p <.05).

In the final step, by adding the learning approaches, the introduced variance
is not significant at the level of the regression model (¥, , ;= 14.17) and
the IM - to experience stimulation is no longer significant. Although the
incremental variance for the block was not statistically significant (AR?=
.018, p>.05), the deep learning approach emerged as a significant positive
predictor (B = .23, p < .05). Concurrently, IM to experience stimulation
dropped below the significance threshold (B= .12, p <.05), suggesting that
the adoption of deep cognitive strategies may supersede the influence of
initial intrinsic motivation on long-term engagement.
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4. Discussions

In this study, academic work engagement was analyzed as a behavior defined
by persistence over time (Kuh et al., 2008) — the consistent effort applied to
complete academic tasks. We examined the engagement levels of WUT
students at the beginning and end of a semester, controlling for the
autoregressive effect (the prediction of future values based on prior values).
Accounting for autoregression is crucial as it determines whether the variance
over time is attributable to the predictors or to the inherent stability of the
construct. Furthermore, by introducing a time period between measurements,
we reduced the risk of common method bias (Podsakoff et al., 2003), which
often occurs when dependent and independent variables are measured
simultaneously using the same method. Consequently, this longitudinal design
provides higher empirical credibility than a cross-sectional approach. Given
that the mean variations between T1 and T2 were minimal with small effect
sizes, the predictive analysis provides significant added value.

Academic engagement at the beginning of the semester predicted 57% of
the variance in engagement at the end of the semester. While literature
suggests that motivation — particularly intrinsic, identified, and amotivation —
is a primary predictor of engagement (Howard et al., 2021), our findings
indicate that intrinsic motivation was the sole motivational predictor of
academic work engagement. These results do not contradict previous
research reported by Howard et al. (2021) but rather refine the explanation
of the variation between these concepts. Even if the need for autonomy is
secondary to the need for competence in the educational field (Bureau et
al., 2022), promoting motivation that responds to the need for autonomy
(intrinsic and internalized) is correlated with better academic results than
controlled motivation (external and introjected). The reasons students engage
in learning are deeply rooted in their enjoyment and interest (Bureau et al.,
2022), which explains why intrinsic motivation to seek stimulation significantly
predicted engagement. Although interest is different from motivation
(Renninger & Hidi, 2015), it is still part of the motivational process. Therefore,
with high association values between concepts, it is possible that the effect
of the motivational variable to overshadow the effect of situational interest.

A novelty in studies seeking to identify potential predictors of student
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engagement in academic work is the introduction of the learning approach
chosen by students into the prediction model. Although students with high
levels of motivation and self-esteem have higher levels of academic
engagement (Myint & Khaing, 2020), understanding the three dimensions
of engagement (vigor, dedication, and absorption) requires a consideration
of how students process information. When learning approaches were
introduced alongside other variables, deep learning emerged as the sole
significant predictor of academic work engagement, effectively accounting
for the variance otherwise attributed to intrinsic motivation or situational
interest.

This suggests that while motivation and interest are essential for initiating
the learning process, they are not sufficient for sustaining engagement without
deep cognitive processing. Deep learners adapt and meaningfully integrate
new acquisitions into their cognitive schemas, to reach the levels of absorption
and effort necessary for long-term persistence (Biggs, 1988). Their objective
is comprehension rather than memorization. Since intrinsic motivation
correlates most strongly with deep learning (Howard et al., 2021), it follows
that when students are intellectually stimulated, they adopt this strategy
(Bolkan et al., 2011). This active, meaningful learning behavior ultimately
accounts for the variance that might otherwise be attributed independently
to motivation or situational interest. Therefore, the statistical evidence suggests
that the students’ learning approach likely acts as a mediator in the relationship
between autonomous motivation and academic work engagement.

4.1. Limitations

Several limitations should be considered when interpreting the findings of
this study. First, the data were collected through self-reporting, which possess
a lower degree of reliability. Furthermore, absenteeism is higher at the end
of the semester. Therefore, it is highly likely that those who attended the
final classes and completed the questionnaires were already more engaged
in their academic work (selection bias).

Additionally, the use of convenience sampling led to an unbalanced distribution
between students in the humanities (with an overrepresentation of female
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students) and those in the natural sciences, which limits the generalizability
of these results across the entire university. Because many participants were
drawn from the same department, shared teaching methods may have acted
as unmeasured confounding variables. It is well documented that the teaching
approach chosen by the teacher is closely related to their students’ learning
approaches (Trigwell & Prosser, 2020) and interest (Rotgans & Schmidt,
2011). Consequently, future research should explicitly integrate and control
for teachers’ instructional approaches to provide a more comprehensive
picture of the learning environment.

Finally, there are methodological considerations regarding the specific
measurements used. Although calculating the variance inflation factor ruled
out strict multicollinearity, the notably strong correlations between motivational
variables and situational interest suggest a conceptual overlap that may have
influenced the predictive analysis. Furthermore, the multidimensional
complexity of the applied instruments, which feature numerous distinct
subscales, prevented the calculation of a single, integrated total score. To
address this in future studies, researchers might seek out other instruments.

4.2. Implications

Although a student’s prior level of academic engagement is the strongest
predictor of their future engagement, the results suggest that AWE can be
significantly enhanced by fostering intrinsic motivation — specifically the drive
to experience stimulation —and a deep learning approach. Universities must
move beyond simply monitoring student motivation and begin actively fostering
the cognitive mechanisms that drive persistence. Since a deep learning
approach emerged as the critical link to sustained engagement, designing a
curriculum that prioritizes student-centered activities, that demand synthesis
and critical thinking, in high-challenge environments is essential. Because
initial engagement is such a strong predictor of future effort, early-semester
interventions are essential to equip students with deep-processing tools like
concept mapping before their interest naturally wanes. Ultimately, by shifting
the pedagogical focus from the “why” of learning (motivation) to the “how”
(deep strategies), educators can help students to maintain vigor and absorption
throughout the academic year.



222

Author Note
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Rezumat

Prezenta revizuire sistematica a literaturii exploreaza rolul si impactul jurnalului reflexiv
in formarea initiala a cadrelor didactice, intr-un context educational marcat de
complexitate si presiuni academice. Utilizand metodologia PRISMA, au fost explorate
patru baze de date internationale: Taylor & Francis, EBSCO Education Research
Complete, Elsevier (prin Scopus) si Education Resources Information Centre (ERIC).
Prin intermediul acestei revizuiri, au fost identificate, codificate si analizate 13 articole
publicate in intervalul 2013-2025, pe baza intrebarilor de cercetare, care au vizat
beneficiile, nivelurile de reflexivitate, barierele identificate si strategiile de suport
eficiente in timpul stagiilor de practica pedagogica.

Rezultatele indica faptul ca jurnalul reflexiv actioneaza ca un element esential in
constructia identitatii profesionale, facilitdnd tranzitia de la student la practician
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prin transformarea experientei brute in cunoastere pedagogica structuratd. Desi
beneficiile includ dezvoltarea constiintei metacognitive, autoreglarea emotionala si
cresterea auto-eficacitatii, analiza releva un paradox: majoritatea studentilor tind sa
ramana la un nivel descriptiv, iIntampinand dificultati in atingerea reflexivitatii critice.
Concluziile evidentiaza necesitatea unei ,,pedagogii reflexive” care sa prioritizeze
dialogul autentic si evaluarea formativa, oferind viitorilor profesori un spatiu
securizant pentru gestionarea incertitudinilor si fundamentarea unei cariere bazate
pe Invatare continua si autonomie.

Analiza evidentiazd zone neexplorate ce pot deschide noi orizonturi de cercetare
pentru acest domeniu. Studiile viitoare ar trebui sa vizeze impactul noilor tehnologii
si al mediilor digitale asupra procesului reflexiv. De asemenea, in ceea ce priveste
optimizarea practicii, se recomanda prioritizarea formarii specifice a mentorilor, scopul
fiind transformarea acestora in parteneri de dialog capabili sa ofere sprijin adecvat.

Cuvinte-cheie: formare initiala a cadrelor didactice, jurnal reflexiv, practica
pedagogica, PRISMA, revizuire sistematica a literaturii.

Abstract

This systematic literature review explores the role and impact of reflective journals
in initial teacher training, within an educational context marked by complexity
and academic pressures. Utilizing the PRISMA methodology, four digital databases
were searched.: Taylor & Francis, EBSCO Education Research Complete, Elsevier
(by Scopus), and Education Resources Information Centre (ERIC). Through this
review, 13 articles published between 2013 and 2025 were selected, coded, and
analyzed based on the research questions, which targeted the benefits, levels of
reflectivity, identified barriers, and effective support strategies during pedagogical
practicum stages.

The results indicate that the reflective journal acts as an essential element in the
construction of professional identity, facilitating the transition from student to
practitioner by transforming raw experience into structured pedagogical
knowledge. Although benefits include the development of metacognitive
awareness, emotional self-regulation, and increased self-efficacy, the analysis
reveals a paradox: most students tend to remain at a descriptive level, facing
difficulties in achieving critical reflectivity. The findings highlight the need for a
“reflective pedagogy” that prioritizes authentic dialogue and formative assessment,
providing future teachers with a secure space for managing uncertainties and
grounding a career based on continuous learning and autonomy.

The analysis highlights unexplored areas that may open new research horizons
for this field. Future studies should target the impact of new technologies and
digital environments on the reflective process. Furthermore, regarding the
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optimization of practice, it is recommended to prioritize specific training for
mentors, aiming to transform them into dialogue partners capable of providing
adequate support.

Keywords: initial teacher education, reflective journal, pedagogical practicum,
PRISMA, systematic literature review.

1. Introducere

Intr-un context marcat de crize globale si exigente crescute de performanta,
unul dintre obiectivele fundamentale ale multor programe universitare de
formare initiala 1l constituie pregatirea unor cadre didactice capabile sa
reflecteze critic asupra propriilor practici educationale (Colognesi etal., 2021;
Davis, 2005). O abordare reflexiva in educatie se fundamenteaza pe ideea
ca studentii trebuie sd devina actori constienti si responsabili de propriul
parcurs profesional. Dobandirea abilitatilor de auto-analiza poate fi privita
simultan ca un mijloc de Tmbunatatire a practicii de predare si ca un scop in
sine, constituind o dovada a succesului procesului de pregatire profesionala
(Mclntyre, 2003).

Interesul major pentru dezvoltarea profilului reflexiv al viitorilor profesori a condus
la emergenta unei varietiti de instrumente didactice. In acest peisaj, jurnalul
reflexiv se distinge prin natura sa multifatetata: pe de o parte, serveste ca un
spatiu pentru dezvoltarea personala si profesionald a studentului (Dyment &
O’Connell, 2011) si, pe de alta parte, este un mijloc eficient de monitorizare si
evaluare a calitatii invatarii in invatdmantul superior (MacLeod & Cowieson
2001).

Jurnalul reflexiv functioneaza ca un instrument capabil sa acopere diferite
stadii ale formarii initiale prin tehnici care orienteaza atentia studentului spre
viitor sau spre analiza retrospectiva a experientelor. Conform lui Boud (2001),
aceastd abordare 1i invita pe studenti sd exploreze relatiile dintre conceptele
vechi si cele noi, oferindu-le cadrul necesar pentru a-si asuma constient
propriile sentimente si idei.

Implementarea jurnalului reflexiv in invatdmantul superior imbraca forme
diverse, iar eficienta sa depinde de designul pedagogic: frecventa intrarilor
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in jurnal pe parcursul stagiului de practica, claritatea instructiunilor, prezenta
feedbackului oferit de profesorul coordonator din facultate si de mentorul de
practica din institutia scolard, metodele de evaluare si sprijinul acordat
studentilor. Modul in care sunt structurate si explicate aceste cerinte este
esential pentru implicarea autenticd a educabililor, scopul fiind evitarea
transformarii scrierii intr-o sarcind mecanica (Boud & Walker, 1998).

Literatura de specialitate avertizeaza asupra factorilor care pot transforma
practica reflexiva dintr-un instrument de dezvoltare autentica intr-o sarcind
pur formala. Presiunea de a scrie dupa fiecare interactiune poate conduce
la prioritizarea cantitatii in detrimentul profunzimii analizei (McGarr & Moody,
2010). Un impediment major il constituie evaluarea sumativa: sistemul de
notare poate determina studentul sa scrie ceea ce este considerat dezirabil
de catre evaluator (Boud, 2001). Potrivit lui Dyment si O’Connell (2011),
calitatea scrierii tinde sa creascd atunci cand procesul nu este resimtit ca
fiind strict obligatoriu si cand instructiunile sunt comunicate intr-o maniera
explicita si transparenta.

Asadar, jurnalul reflexiv indeplineste o functie dubla: pe de o parte, este un
instrument de auto-analiza, destinat cresterii gradului de constientizare si
intelegerii practicii pedagogice si, pe de alta parte, este utilizat pentru a valida
nivelul de competenta reflexiva, calitatea notelor de jurnal fiind interpretata
caun indicator al calitatii procesului de invatare (Wong et al., 1995).

Desi literatura de specialitate include numeroase studii privind practica
reflexiva si utilizarea jurnalului reflexiv in formarea cadrelor didactice,
revizuirile anterioare au abordat reflectia Intr-o maniera generald (Baresh,
2022; Sudirman et al., 2021) sau au analizat calitatea scrierii reflexive in
contexte educationale diverse, fard a examina in mod integrat rolul jurnalului
reflexiv in procesul de constructie a identitatii profesionale a viitoarelor cadre
didactice (Epp, 2008; Lindroth, 2015).

Prezenta revizuire sistematica 1si propune sa contribuie la stadiul actual al
cunoasterii printr-o analizd integrativa a studiilor publicate in literatura
internationald cea mai recentd (perioada 2013-2025), concentrandu-se
simultan asupra beneficiilor percepute, nivelurilor de reflexivitate, barierelor
intampinate si strategiilor de sprijin utilizate In timpul practicii pedagogice.
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Originalitatea articolului consta 1n articularea unei perspective asupra jurnalului
reflexiv ca instrument de tranzitie profesionala si nu doar ca tehnica de
autoevaluare sau documentare a experientei educationale.

In acest context, prezenta revizuire sistematica a literaturii si-a propus sa
exploreze rolul si impactul jurnalului reflexiv in ceea ce priveste dezvoltarea
competentelor profesionale ale studentilor aflati in stagii de practica
pedagogica.

1.1.  Analiza literaturii de specialitate

Originea practicilor reflexive rezida nu in tiramul mediului de invatdmant
superior, ci mai degraba in formarea profesionald. Practica reflexiva este
adesea strans legata de lucrarea din 1983 a lui Donald Schoén, ,,Practicianul
Reflexiv”, care, desi vizeaza profesionistii din afara sferei academice, a
devenit fundamentala pentru practicile reflexive in predare (Munby & Russell,
1989).

Reflectia este adesea conceptualizatd ca un proces ciclic de creare a sensului,
examinarea sistematicd a actiunilor fiind esentiala pentru dezvoltarea
profesionald (Kolb, 1984; Schon, 1983). Chiar daca pot fi identificate o
multitudine de definitii in literatura de specialitate (Beauchamp, 2006), in
analiza noastrd, abordarea conceptului de reflectie este fundamentata pe
viziunea lui Dewey (1933): ,,luare in considerare activa, persistenta si atenta
a oricarei opinii sau forme presupuse de cunoastere in lumina temeiurilor
care o sustin si a concluziilor ulterioare spre care tinde” (p. 3). In lucrarea
»~How We Think”, reflectia este inteleasa ca un proces care ofera coerenta
unei situatii initial neclare si care conduce educabilul de la o experienta la
alta, spre o intelegere aprofundatd. Prin urmare, Dewey sugereaza ca
practicienii pornesc Intr-un demers al imbunatatirii continue atunci cAnd adopta
practici reflexive.

In contextul practicii pedagogice, problemele si evenimentele neasteptate —
fie in cadrul activitatilor de invatare la care asistd, fie in cele pe care le
sustin direct — constituie material analitic pentru viitorii profesori, astfel incat
acestia sa confere sens situatiilor intalnite si s 1si ajusteze strategiile (Schon,
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1983). Asa cum a fost descrisa de Brookfield (2017), reflectia poate actiona
ca un ,,giroscop”, ajutand viitoarele cadre didactice sd se concentreze pe
ceea ce le determina s predea si pe principiile lor cilauzitoare, care definesc
modul in care interactioneaza cu ceilalti actori educationali. In acest fel,
reflectia poate ajuta la ghidarea studentilor in diverse contexte provocatoare
pe care le pot experimenta 1n viitoarea lor carierad didactica.

Conform sintezei realizate de Machost si Stains (2023), modul in care
practicienii reflectd poate fi analizat pe baza a trei piloni: momentul in care
are loc reflectia, profunzimea ei si continutul procesului reflexiv. Integrarea
acestor dimensiuni este esentiald, deoarece calitatea actului didactic depinde
de capacitatea practicianului de a utiliza o multitudine de tipuri de reflectie
(Griffiths & Tann, 1992).

Dimensiunea temporala a reflectiei isi gaseste originile in lucrarile
fundamentale ale lui Schon (1983), care distinge intre ,,reflectia in actiune”
(care se manifesta concomitent cu activitatea didactica, impunand profesorului
o0 analiza spontana si o ajustare imediata a strategiilor) si ,,reflectia asupra
actiunii” (un demers retrospectiv, in care practicianul analizeaza experientele
trecute pentru a intelege cauzele si a anticipa rezultatele viitoare). Loughran
(2002) descrie un element nou, ce ar putea completa modelul — reflectia

»anticipativa”, prin care profesorul proiecteazd mental lectia nainte de
desfasurarea ei, pregatindu-se pentru potentiale obstacole.

In ceea ce priveste profunzimea reflectiei, Larrivee (2008) propune urmitoarea
ierarhie: nivelul de baza este reprezentat de stadiul de ,,pre-reflectie”, in
care educatorii actioneaza automat si evitd asumarea responsabilitatii pentru
rezultatele elevilor; ,reflectia de suprafatd” descrie urmatorul nivel, care
marcheaza trecerea cétre atingerea unor obiective tehnice, insa fard a
chestiona normele stabilite; cel de-al treilea nivel, cel al ,reflectiei
pedagogice”, este caracterizat de corelarea principiilor teoretice cu practica,
analizarea fundamentelor stiintifice ale deciziilor didactice, precum si de
realizarea unei conexiuni intre propriul sistem de valori si explorarea
problemelor din spatiul scolar; ultimul nivel, in care educatorul analizeaza
eficienta predarii §i implicatiile etice si sociale ale acesteia, luptand impotriva
prejudecatilor si promovand echitatea, apartine ,,reflectiei critice”.
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In vederea exploririi continutului reflectiei, Valli (1997) distinge cinci tipuri:
reflectia tehnica (bazata pe dovezi din cercetare), reflectia Tn actiune si asupra
actiunii, reflectia deliberatd (care implicd gestionarea unor perspective
pedagogice contradictorii), reflectia personalistd (care pune accent pe
calitatea relatiei umane si pe empatia fata de elevi) si, In final, cea critica.
Autorul subliniaza ca un practician eficient nu trebuie sa se limiteze la un
singur tip, ci s le utilizeze complementar, acordand prioritate reflectiei critice.
Conform cercetarilor lui Larrivee (2000), nu exista o reteta unica pentru a
deveni un practician reflexiv, ci este necesara existenta a trei elemente
esentiale: dedicarea unui timp potrivit introspectiei, rezolvarea constanta de
probleme si chestionarea status quo-ului. Dat fiind caracterul profund
personal al acestui proces, practicienii sunt incurajati sa aleaga din literatura
de specialitate acele structuri de sprijin (scaffolding) care rezoneaza cel
mai bine cu stilul lor de lucru.

Pentru ghidarea eficienta a procesului reflexiv, literatura evidentiaza utilizarea
unor cadre structurate de invatare, cum sunt Modelul 5R al lui Bain si colab.
(2002) — bazat pe etape succesive de raportare, raspuns, relatare, rationare
si reconstructie a practicii — sau Ciclul lui Gibbs (1988), care orienteaza
studentul printr-un parcurs analitic 1n sase etape, de la descrierea obiectiva
a incidentului didactic pana la formularea planurilor concrete de actiune
personala.

Prin utilizarea unor astfel de modele care pot ghida practica reflexiva,
profesorii coordonatori le pot oferi viitoarelor cadre didactice o structura
coerenta care transforma experientele subiective In cunoastere academica.
Acest demers faciliteaza auto-evaluarea critica a reactiilor si proiectarea
unor planuri de actiune concrete, sprijinindu-i pe studenti in a-si imbunatati
constant performanta.

1.2. Obiectivele studiului

Prezenta revizuire sistematica a literaturii de specialitate isi propune sa
exploreze rolul si impactul jurnalului reflexiv in dezvoltarea competentelor
profesionale ale studentilor aflati in stagii de practica pedagogica. in mod
specific, cercetarea urmareste sa raspunda la urmatoarele intrebari:
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1. Care sunt beneficiile percepute de viitoarele cadre didactice in ceea ce
priveste utilizarea jurnalului ca instrument de invatare?

2. Ceniveluri de gandire reflexiva ating studentii in notele lor de jurnal?

3. Care sunt principalele bariere identificate in utilizarea jurnalului reflexiv?

4. In ce masura jurnalul reflexiv faciliteaza tranzitia de la statutul de student
la cel de practician/cadru didactic?

5. Ce strategii de sprijin sunt considerate a fi mai eficiente pentru a stimula
reflectia studentilor in timpul practicii pedagogice?

2. Metodologie

Alegerea realizarii unei revizuiri sistematice a literaturii de specialitate a fost
determinata de faptul ca aceastd metoda permite sintetizarea dovezilor de la
nivel international, minimizeaza erorile sistematice (bias-ul) si genereaza
rezultate relevante pentru fundamentarea politicilor, a practicii si a cercetarilor
viitoare. Metodologia utilizatd urmeaza recomandarile ghidului PRISMA
(Preferred Reporting Items for Systematic Reviews and Meta-Analyses),
respectand standardele de rigoare promovate de Cochrane (Haddaway et
al., 2022; Moher et al., 2009).

Identificarea studiilor relevante a avut loc initial in noiembrie 2025 si
actualizarea ulterioara in ianuarie 2026. Aceasta revizitare a bazelor de date
apermis includerea unui studiu suplimentar in analiza finala.

Conform listei de verificare PRISMA 2020, procesul de selectie a cuprins
trei etape principale: identificarea materialelor, trierea acestora si evaluarea
eligibilitatii (Page et al., 2021). Prima etapa a presupus explorarea a patru
biblioteci digitale: Taylor & Francis, EBSCO Education Research Complete,
Elsevier (prin Scopus) si Education Resources Information Centre (ERIC).
unitar pe toate platformele, pentru a asigura comparabilitatea rezultatelor, a
minimiza erorile sistematice (bias-ul) si a consolida rigoarea metodologica a
revizuirii. Termenii de cautare utilizati au fost ,,pre-service teachers”,
»reflexive journal”, ,reflexivity”, ,,journaling”, ,,practicum”, ,,school-based
placement”, , initial teacher training” si ,,school”, fiind interconectati prin
operatorii booleeni ,,AND” si ,,OR”. Pentru a asigura reproductibilitatea
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demersului metodologic, sirul de cautare adaptat pentru fiecare interfata de
baza de date este detaliat in Tabelul nr. 1.

Tabelul nr. 1. Strategiile de cautare

Baza de date Sirul de ciutare

Taylor & Francis (“pre-service teachers” OR “initial teacher training”) AND (“reflexive
journal” OR “journaling” OR “reflexivity”’) AND (“practicum” OR
“school-based placement” OR “school”)

EBSCO Education TI (“pre-service teachers” OR “initial teacher training”) AND AB
Research Complete (“reflexive journal” OR “journaling” OR “reflexivity””) AND SU
(“practicum” OR “school-based placement” OR “school™)

Elsevier (prin Scopus) TITLE-ABS-KEY (“pre-service teachers” OR “initial teacher training”)
AND (“reflexive journal” OR “journaling” OR “reflexivity”’) AND
(“practicum” OR “school-based placement” OR “school”)

Education Resources (“pre-service teachers” OR “initial teacher training””) AND (“reflexive
Information Centre journal” OR “journaling” OR “reflexivity””) AND (“practicum” OR
(ERIC) “school-based placement” OR “‘school”)

Studiile incluse au fost selectate exclusiv din reviste evaluate inter pares si
au vizat domeniile educatiei si stiintelor sociale. In urma cautirii, au fost
identificate 129 de articole din Taylor & Francis, 26 din EBSCO Education
Research Complete, 30 din Elsevier (prin Scopus) si 137 din ERIC, insumand
322 de articole. Procesul de triere a debutat cu analiza titlurilor pentru
evaluarea relevantei, urmatd de examinarea rezumatelor, in urma careia
articolele au fost fie excluse, fie selectate pentru analiza textului integral.
Dupa eliminarea a 21 de duplicate, au ramas 301 articole pentru etapa de
triere. In conformitate cu recomandarile ghidului PRISMA 2020, in aceasta
etapa au fost luate masuri riguroase pentru a minimiza riscul de bias in
fazele de filtrare, selectie si extragere a datelor. Pentru a contracara o
potentiald eroare sistematicd, toate etapele de evaluare a titlurilor, a
rezumatelor si, ulterior, a textelor integrale au fost realizate independent de
catre doi evaluatori, utilizand criteriile de eligibilitate prestabilite. Divergentele
aparute au fost solutionate de catre un al treilea cercetator, asigurdndu-se
astfel o obiectivitate sporita a procesului de selectie.

Studiile au fost incluse in revizuire dacd indeplineau urmatoarele criterii de
eligibilitate: (a) erau redactate in limba engleza, (b) proveneau din publicatii
evaluate de tip peer-review, (¢) erau disponibile in format integral (full-text),
(d) investigau perspectiva studentilor aflati in procesul de formare initiala si
(e) au fost publicate in intervalul 2013—2025. Restrangerea cautarii la ultimii
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12 ani a fost stabilita pentru a reflecta stadiul actual al cunoasterii iIn domeniu.
Astfel, au fost vizate studii ce implicau studentii de la nivelul de licenta sau
masterat, aflati In perioada de practicd pedagogica. Criteriile de excludere
au vizat lucrarile publicate sub forma de volume de conferintd (proceedings),
recenziile de carte sau studiile redactate in alte limbi decat engleza, dar si cele
din literatura gri. Conform standardelor PRISMA 2020 (Page et al., 2021),
aplicarea filtrului privind tipul de cercetare (excluderea lucrarilor non-originale)
si analiza naturii datelor (cantitativ, calitativ sau mixt), conform Figuriinr. 1,
a condus la selectarea a 13 articole eligibile pentru faza finala.

Figura nr. 1. Diagrama PRISMA privind procesul de identificare, triere si
includere a studiilor

Pentru a consolida caracterul sistematic al prezentei revizuiri si a asigura robustetea
concluziilor formulate, s-a realizat o evaluare critica a calitatii metodologice a
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celor 13 studii incluse. In acest scop, a fost utilizata o grila adaptata dupa Mixed
Methods Appraisal Tool - MMAT (Hong et al., 2018), un instrument validat
stiintific pentru evaluarea cercetarilor calitative, cantitative si mixte. Evaluarea
a vizat cinci criterii: (1) claritatea obiectivelor de cercetare, (2) adecvarea
designului metodologic in raport cu intrebarile formulate, (3) reprezentativitatea
si justificarea esantionului selectat, (4) rigoarea procesului de colectare si analiza
adatelor $i (5) recunoasterea explicitd a limitelor metodologice de catre autori.

Fiecare studiu a fost evaluat independent de catre doi cercetitori, acorddndu-se
un scor de la 0 1a 5 (unde fiecare criteriu indeplinit a primit 1 punct). In caz de
divergente privind scorurile atribuite, acestea au fost solutionate prin dialog si
consens 1n cadrul echipei. Niciun articol nu a fost exclus In urma acestei evaluari.

In urma aplicirii grilei de evaluare a calitatii, majoritatea studiilor incluse au
obtinut un scor final de 4 sau 5 puncte. Cu toate acestea, din perspectiva
criticd, s-au identificat doud limite metodologice importante in studiile analizate.
In primul rand, se constati o vulnerabilitate legati de reprezentativitatea
esantioanelor: majoritatea cercetarilor utilizeaza esantioane de convenienta,
localizate la nivelul unei singure universitati sau al unui singur program de
studiu, cu un numar restrans de participanti (sub 30 de studenti), fapt ce
limiteaza generalizarea rezultatelor. in al doilea rand, o parte semnificativa
din articolele supuse evaluarii nu aduc in discutie impactul potential al
subiectivitatii cercetatorului In interpretarea intrarilor in jurnale.

In ceea ce priveste analiza si sinteza datelor, in prima faza au fost lecturate
integral cele 13 studii incluse in revizuire. Pentru fiecare articol, extragerea
informatiilor s-a realizat utilizdnd o matrice de sinteza. Datele extrase au
vizat atat coordonatele metodologice de ansamblu ale lucrarilor (autorii, anul
aparitiei, tara, designul cercetarii, populatia studiatd si dimensiunea
esantionului — elemente sintetizate in Tabelul nr. 2), cat si segmentele de text
specifice (citate, concluzii) relevante pentru obiectivele prezentei cercetari.
Analiza datelor a fost realizata printr-o abordare de sinteza tematica, inspirata
din principiile analizei tematice propuse de Braun si Clarke (2006). Segmentele
relevante extrase din studiile incluse au fost codificate in functie de continutul
acestora si de relatia cu intrebarile de cercetare formulate. Ulterior, codurile
similare au fost grupate 1n categorii tematice mai ample, prin compararea
constantd a codurilor si reorganizarea acestora in categorii tematice. Temele
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finale au fost generate pe baza elementelor recurente identificate in literatura

analizata, vizand beneficiile jurnalului reflexiv, nivelurile de reflexivitate,
barierele IntAmpinate si strategiile de sprijin raportate in studiile incluse.

Tabelul nr. 2. Caracteristicile articolelor selectate pentru analizda

Autorii Anul aparitiei Tara Designul cercetirii Populatia studiati bn _ma
i \

Almutawa & Alfahid 2024 Kuwait Calitativ Stu izarea s
Alsuhaibani 2019 Arabia Saudits Calitativ Stu izarea 3
Arrastia et . 2014 SUA Metodologie mixta | 0" e 90
Choo et al. 2019 Malaezia Calitativ we izarea 20
Dumlao & Pinatacan 2019 Thailanda Calitativ Studenti la licent izarea 13
Fitria et al. 2024 Indonezia Calitativ Stu :.Bg ) NM Nm_urvmwmaow 10

Kim 2018 Coreea de Sud Calitativ Swremm T izarea 18
Makina 2019 Africa e Sud Calitativ Stuc  lam lizarea 10
Miulescu & Tacea 2025 Romaénia Calitativ mm”h mNmHo.w 16
Nurfaidah et al. 2017 Indonezia Calitativ mEcnmw rearcd 4
Spiteri 2025 Malta Calitativ St o hizarea 3
Tuncer & Ozkan 2018 Turcia Calitativ Stu :_m la i izarea 12
Yadav & Dutt 2025 India Calitativ mwm%a@ _quawq 5
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Cele 13 studii analizate acopera o arie geografica vasta (Asia, Europa si
America de Nord) si prezinta o preferinta clard pentru abordarile calitative
si analiza de continut. Aceasta optiune metodologica subliniaza nevoia de a
surprinde natura complexa si specifica a reflectiei Tn domeniul educational.
In ceea ce priveste dimensiunea esantioanelor, predomina utilizarea unor
grupuri restranse, fapt ce permite o explorare aprofundata a traiectoriilor
reflexive ale acestora. Studiile selectate vizeaza studentii aflati in etapa de
formare initiala pe durata stagiilor de practicd pedagogicd, cu un accent
deosebit pe domeniile Limbii engleze ca limba striina (EFL) si Invatamantului
primar.

3. Rezultate
3.1. Beneficiile percepute ale utilizarii jurnalului reflexiv

Analiza celor 13 studii evidentiaza faptul ca jurnalul reflexiv este perceput
de viitoarele cadre didactice ca un mecanism prin care experienta bruta din
timpul orelor se transforma in cunoastere pedagogica structuratd. Un avantaj
major al utilizarii constante a acestuia este dezvoltarea constiintei
metacognitive, studentii raportdnd ca activitatea de a scrie ii obliga sa
incetineasca ritmul si sd rememoreze evenimentele de la clasa/grupa (Kim,
2018; Yadav & Dutt, 2025). Aceasta practica le permite sa depaseasca
simpla insiruire de fapte si faciliteaza o analiza profunda a motivelor care
stau la baza reusitelor si esecurilor in context didactic (Nurfaidah et al.,
2017).

Jurnalul functioneaza si ca o punte intre teorie si practica propriu-zisa
(Almutawa & Alfahid, 2024; Kim, 2018). Studentii subliniaza ca notele de
jurnal oferd sens conceptelor abstracte studiate in cadrul cursurilor atunci
cand acestea sunt confruntate cu realitatea salii de clasd. Aceasta validare
prin practica (Yadav & Dutt, 2025) are un impact psihologic major, intrucét
poate ajuta la cresterea sentimentului de competenta si autoeficacitate si
poate reduce semnificativ sentimentul de neputinta intlnit frecvent la debutul
perioadei de practica pedagogica (Fitria et al., 2024).
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Totodata, literatura evidentiaza si o componentd emotionald esentiala. Astfel,
jurnalul poate servi drept instrument de autoreglare si gestionare a stresului
(Kim, 2018), studentii invatand sa isi regleze raspunsurile emotionale si sa
transforme frustrarea 1n strategii concrete de actiune (Fitria et al., 2024). Pe
termen lung, acest proces este vital pentru dezvoltarea rezilientei profesionale,
dupa cum au subliniat si alti cercetatori (Hong, 2012; Leroux & Théorét,
2014).

Utilizarea jurnalului reflexiv faciliteaza tranzitia de la o abordare centrata pe
sine la una axatd pe educabil (Almutawa & Alfahid, 2024). Pe masura ce
practica reflexiva devine o componenta sistematica a activitatii lor, viitorii
profesori devin mai atenti la nevoile de invatare ale copiilor, depasind astfel
preocuparea exclusiva pentru propria performanta (Yadav & Dutt, 2025).
Aceasta schimbare de perspectiva este strans legatd de o mai buna intelegere
a diversitatii din clasa si de adoptarea unor practici mai empatice (Tuncer &
Ozkan, 2018).

Din perspectiva acestei revizuiri, beneficiile indica faptul ca jurnalul reflexiv
nu actioneaza ca un simplu exercitiu de scriere, ci devine un pilon important
de sprijin in procesul de formare. Consideram ca legatura dintre autoreglarea
emotionald si constientizarea propriului mod de gandire, observata in studiile
analizate, contribuie semnificativ la dezvoltarea studentului ca viitor practician.

3.2. Nivelurile de gandire reflexiva

Zece dintre articolele selectate exploreaza nivelurile de gandire reflexiva
identificate in jurnalele de invatare ale viitorilor profesori. Analiza literaturii
de specialitate releva o diferenta semnificativa intre capacitatea studentilor
de a descrie evenimentele de naturad pedagogica si abilitatea de a le analiza
critic. Rezultatele indicd faptul ca majoritatea ating cu usurintd nivelul
reflectiei de suprafatd”, notele de jurnal fiind concentrate pe relatarea cronologica
a activitatilor de la grupé/clasa si pe gestionarea comportamentului elevilor
(Alsuhaibani, 2019; Choo et al., 2019). Acesta este stadiul initial natural in
traiectoria dezvoltarii lor, insd multi iIntdmpina dificultati in a depasi acest
nivel fard o interventie menita sa structureze procesul reflexiv (Yadav &
Dutt, 2025).



Revista de Pedagogie/ Journal of Pedagogy * 2026 (1) « LXXIV 241

O a doua tendinta identificata este fundamentarea teoretica a deciziilor, in
care studentii incep s exploreze rationamentele din spatele actiunilor lor
pedagogice (Miulescu & Tacea, 2025; Yadav & Dutt, 2025). Totusi, studiile
subliniaza ca tranzitia catre reflectia critica — nivelul cel mai Tnalt, ce presupune
chestionarea fundamentelor etice si sociale ale educatiei — este rar intalnita
in mod spontan (Nurfaidah et al., 2017; Spiteri, 2025; Tuncer & Ozkan,
2018). Limitarea la niveluri superficiale de analiza este adesea pusa pe seama
lipsei de experienta si a tendintei de a evita auto-critica in documente care
urmeaza a fi evaluate (Arrastia et al., 2014).

De asemenea, unele studii indica o evolutie graduald a profunzimii scrierii pe
parcursul stagiului. Pe masurad ce studentii primesc feedback si se
familiarizeaza cu instrumentele de sprijin, calitatea reflectiei migreaza de la
simpla raportare tehnica spre o evaluare multidimensionald a impactului
pedagogic. Astfel, desi nivelul critic rdmane o provocare pentru majoritatea
viitoarelor cadre didactice, utilizarea sustinuta a jurnalului faciliteaza trecerea
de la o viziune simplista asupra predarii la una care recunoaste complexitatea
actului educativ (Alsuhaibani, 2019; Arrastia et al., 2014; Makina, 2019).

In opinia noastra, faptul cd multi studenti riman la un nivel superficial al
reflectiei nu ar trebui vazut ca o limitare de ordin cognitiv, ci mai degraba ca
o reactie de protectie fatd de standardele impuse de mediul academic.
Consideram ca, atat timp cat jurnalul este perceput doar ca un instrument de
evaluare, studentii vor prefera doar si descrie experientele traite, evitind
analiza criticd a propriilor esecuri sau vulnerabilitati.

3.3. Principalele bariere identificate in practica scrierii reflexive

Sase dintre studiile selectate abordeaza problematica obstacolelor care
limiteaza eficacitatea jurnalului reflexiv. O bariera raportata constant in studiile
analizate este lipsa timpului si supraincarcarea academica (Arrastia et al.,
2014; Makina, 2019). Adesea, studentii percep jurnalul ca pe o sarcind
suplimentara impovaratoare in perioadele de practica pedagogica (Miulescu &
Tacea, 2025). Aceasta presiune poate conduce la cresterea riscului ca procesul
de scriere sa devind mecanic, repetitiv si lipsit de profunzime analitica
(Almutawa & Alfahid, 2024).
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O alta dificultate majora se refera la teama de evaluare si lipsa de onestitate.
Astfel, unii studenti ezita sa-si documenteze esecurile sau incertitudinile legate
de activitatea lor din cauza faptului ca percep jurnalul ca pe un instrument de
notare, nu unul de dezvoltare (Arrastia et al., 2014). Apare astfel tentatia de a
scrie note ,,ideale”, menite sa multumeasca profesorul coordonator si mentorul
de practica, in detrimentul unei autoevaluri autentice. In plus, unii studenti
raporteaza adesea o stare de confuzie privind asteptarile metodologice, deoarece
nu au fost ghidati pentru a folosi eficient tehnici de scriere reflexiva (Fitria et al.,
2024). Din pacate, absenta unui feedback prompt si constructiv din partea
mentorului sau profesorului coordonator este evidentiata ca un factor demotivant,
ceea ce le transmite studentilor ca efortul lor nu este valorificat sau ghidat
corespunzator (Makina, 2019).

3.4. Rolul jurnalului reflexiv in facilitarea tranzitiei de la statutul de student
la cel de cadru didactic

Consensul identificat In opt dintre lucrarile selectate releva faptul ca jurnalul
reflexiv reprezintd mult mai mult decat simpla Inregistrare a activitatilor; el
actioneaza ca un catalizator in procesul de constructie a identitatii profesionale,
ajutand studentul sa abandoneze rolul de spectator si sa devina un practician
care isi asuma constient fiecare decizie pedagogica. Astfel, se poate discuta
despre un proces de recalibrare, in care, prin documentarea constantd a
experientelor de la clasd, viitoarele cadre didactice inlocuiesc asteptarile idealiste
cu o viziune mai pragmatica asupra propriului rol in context scolar (Miulescu &
Tacea, 2025; Nurfaidah et al., 2017).

O dimensiune esentiala mentionata in studii este rolul jurnalului in dezvoltarea
autonomiei profesionale. Pe masura ce studentii progreseaza in stagiul de
practica, se observa o schimbare interesantd in notele lor de jurnal: dispare
dependenta totala de indrumarile mentorului, 1asnd loc unei capacitati din ce in
ce mai mari de auto-analiza (Almutawa & Alfahid, 2024; Makina, 2019). Aceasta
identitate profesionald, cladita prin auto-analiza, este cea care contribuie la
cresterea sentimentului de apartenenta la comunitatea profesionala si le permite
saisi exprime propria filozofie pedagogica (Dumlao & Pinatacan, 2019). Astfel, scrierea
reflexiva nu doar descrie acest proces de transformare, ci il modeleaza, permitand
integrarea cunostintelor teoretice cu valorile personale (Nurfaidah et al., 2017).
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3.5. Strategii de suport eficiente pentru sprijinirea reflectiei studentilor

Noua studii subliniaza un aspect fundamental: abilitatea de a reflecta critic
nu este un talent inndscut. Din contra, ea trebuie cultivata printr-un suport
bine structurat (scaffolding) (Miulescu & Tacea, 2025; Tuncer & Ozkan,
2018; Yadav & Dutt, 2025). O strategie de succes este utilizarea Intrebarilor
de sprijin, care ajuta studentii in depasirea nivelului pur descriptiv (relatari
superficiale) si in explorarea subtilitatilor si provocarilor reale in cariera
didactica (Choo et al., 2019). Aceste cadre de sprijin oferite de profesorul
coordonator gi/sau mentorul de practica orienteaza atentia citre legatura
dintre teorie si impactul real asupra educabilului, prevenind astfel blocajele
in completarea jurnalului reflexiv (Spiteri, 2025).

O a doua componenta esentiala pentru eficacitatea jurnalului ca instrument
de cultivare a abilitatii reflexive este feedbackul oferit de Indrumatorii de
practica. Studiile subliniaza cd procesul de a reflecta devine cu adevarat
valoros atunci cand exista un dialog constructiv, care incurajeaza studentul
sa 1si chestioneze propriile prejudeciti (Almutawa & Alfahid, 2024). In acest
scop, interventia indrumatorilor este punctul-cheie; ei il ajutd pe student sa
deslugeasca provocarile etice sau profesionale din jurnalele lor, oferindu-le astfel
increderea necesara pentru a continua procesul de auto-analiza (Makina, 2019).
De altfel, calitatea acestei relatii de mentorat poate contribui, de cele mai multe
ori, la gradul de profunzime a notelor din jurnal (Fitria et al., 2024).

In acelasi timp, unele studii indica faptul ca introducerea unor modele de reflectie
(de exemplu, Ciclul de invatare experientiald dezvoltat de Kolb), precum si
organizarea unor sesiuni de discutii de grup bazate pe notele de jurnale cresc
semnificativ implicarea studentilor. Aceasta abordare colaborativa are marele
avantaj de a reduce sentimentul de izolare. Mai mult, viitorii profesori invata din
greselile si reusitele colegilor, confirménd ca jurnalul este, n esenta, un instrument
de invatare sociala (Almutawa & Alfahid, 2024).

4. Discutii

Analiza literaturii de specialitate a oferit o perspectivd mult mai clard asupra
modului in care cercetatorii conceptualizeaza in prezent jurnalul reflexiv,
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generand implicatii pentru domeniul formarii profesionale. Revizuirea
sistematica a evidentiat faptul ca, desi existd un consens cu privire la
importanta reflectiei in pregatirea pentru cariera didactica, aplicarea acesteia
in timpul stagiilor de practica ramane un proces complex. Aceasta dinamica
este marcata de o tensiune constanta intre aspiratia catre o invatare autentica,
menitd sd formeze profesionisti pregatiti pentru dinamismul sistemului
educational, si provocarile inerente formarii initiale.

In cele 13 articole stiintifice supuse analizei, reflectia este privita ca un proces
dinamic de constructie a identitatii profesionale a viitorului practician. Studiile
analizate descriu jurnalul reflexiv ca un spatiu de negociere intre cunostintele
teoretice, discutate in cadrul cursurilor universitare, si realitatea, adesea
marcatd de impredictibilitate, a mediului scolar. In interpretarea noastra,
aceasta constatare se aliniaza cu literatura actuala, care pozitioneaza jurnalul
reflexiv nu doar ca un simplu instrument de inregistrare a experientelor si a
emotiilor traite, ci unul care creeaza contextul propice stimularii gandirii critice
si al dezvoltarii autonomiei profesionale (Colognesi et al., 2021; Dyment &
O’Connell, 2011).

Asa cum a fost remarcat si 1n articole, jurnalul nu este doar un depozitar de
amintiri sau de relatari retrospective ale experientelor, ci un mecanism prin care
experienta brutd de la clasa este filtrata si transformata in cunoastere pedagogica.
Cutoate acestea, analiza evidentiaza un paradox: desi studentii declara ca jurnalul
reflexiv 1i ajutd sd gestioneze provocarile din perioada stagiului de practica
pedagogica, multi intAmpina dificultiti in a depasi etapa reflectiei de suprafata.
Sunt des intalnite situatiile in care viitoarele cadre didactice se limiteaza la relatarea
cronologicd a evenimentelor (Yadav & Dutt, 2025).

In interpretarea noastra, aceasti constatare sugereaza ci simpla utilizare a
jurnalului in context educational nu garanteaza o invatare profunda daca nu
este insotitd de o interventie deliberatd pentru a ghida procesul reflexiv.
Aceastd discrepanta intre intentie si rezultate conduce catre ideea unei
recalibrari a modului in care este utilizat jurnalul reflexiv. Daca completarea
acestuia va continua sa fie tratatd ca o activitate periferica, va fi dificila
cultivarea unei atitudini reflexive autentice, esentiala pentru transformarea
studentului Intr-un practician capabil sa 1si gestioneze propria evolutie
profesionald (Nurfaidah et al., 2017). Astfel, se recomanda o exersare
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sistematica a tehnicilor de scriere reflexiva Tnainte de intrarea la grupé/clasa,
structurata prin intrebari de sprijin. In acest fel, jurnalul ar putea deveni un
instrument de dialog autentic intre student, tutore si propria practica (Choo
etal., 2019; Spiteri, 2025).

Mai mult, unii autori sustin necesitatea unei ,,pedagogii reflexive” (reflexive
pedagogy), o abordare educationala in care profesorii i studentii 1si
examineaza critic si continuu propriile prejudecati, presupuneri si procese de
constructie a cunoasterii. Cele mai frecvent utilizate instrumente pentru
implementarea acestei viziuni includ jurnalele reflexive, discutiile colaborative,
inregistrarea orelor de curs si utilizarea portofoliilor digitale (Cope & Kalantzis,
2017; Ryan, 2013). Un asemenea demers pedagogic ar putea oferi un cadru
de sprijin structurat, menit sa ghideze studentii dincolo de simpla relatare a
faptelor catre o perspectiva critica a propriilor decizii pedagogice.

Dovezile confirmd importanta jurnalului reflexiv, aratand cd autonomia
profesionala se dezvoltd progresiv, pe masurd ce studentii invatd sa isi
analizeze si sa 1si documenteze sistematic experientele din timpul practicii
(Almutawa & Alfahid, 2024; Makina, 2019). Aceste constatari converg cu
literatura de specialitate care subliniaza rolul reflectiei in maturizarea
pedagogica (Farrell, 2016; Murphy, 2014; Rodman, 2010).

Dincolo de beneficii, insa, o Intelegere completd a fenomenului necesita si o
analiza critica a barierelor intdmpinate. Teama de a fi judecat, presiunea
timpului, supraincarcarea academica si dorinta de a proiecta o imagine
idealizatd/dezirabild pot duce la o reflectie pur instrumentala, lipsita de
autenticitate. Ross (2011, 2014) explica fenomenul de ,reflectie performativa”
prin faptul ca, intr-un context educational formal, asa cum este mediul
universitar, procesul reflexiv este in mod inevitabil modelat de constientizarea
raporturilor de putere si a prezentei unui public (tutorele/profesorul
coordonator). Astfel, se iIntampla adesea ca educabilii sa-si calibreze discursul
in functie de asteptarile celui care evalueaza, acest lucru conducand la note
de jurnal care sa corespunda conventiilor academice prestabilite. Pentru a
preveni transformarea jurnalului intr-un instrument de conformitate
academicd, Tiainen si colab. (2024) propun punerea accentului pe utilizarea
evaludrii formative si a feedbackului lipsit de judecata, unde accentul cade pe
profunzimea procesului analitic. Pe baza studiilor analizate, considerdm ca
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dezvoltarea reflectiei critice necesita crearea unor contexte de invatare in care
este Incurajat dialogul autentic intr-un mediu securizant pentru viitorul practician.

4.1. Directii viitoare

Prezenta revizuire sistematica a literaturii evidentiaza zone neexplorate ce
pot deschide noi orizonturi de cercetare pentru acest domeniu. Majoritatea
studiilor analizate au in vedere durata unui singur stagiu de practica; astfel,
ar fi relevanta orientarea catre studii longitudinale care s investigheze modul
in care practica reflexiva se transforma dupa insertia in Tnvatamant.

O alta directie vizeaza impactul noilor tehnologii si al mediilor digitale asupra
procesului reflexiv. Cercetarile viitoare ar trebui sd examineze modul in care
formatele multimedia sau instrumentele de colaborare online influenteaza
modul in care studentul se raporteaza la jurnal ca la un instrument de
dezvoltare profesionald autentica.

In ceea ce priveste optimizarea practicii, un accent deosebit trebuie pus pe
rolul indrumatorilor de practica ca facilitatori. Politicile educationale viitoare
ar trebui sa prioritizeze formarea specifica a acestora, transformandu-i in
parteneri de dialog capabili sd ofere sprijin adecvat. Instruirea explicitd in
tehnici de reflectie — atat pentru studenti, cat si pentru indrumatori — este
esentiala pentru a depasi rezistenta la reflectie.

4.2. Limite

In pofida faptului ci rigorile metodologice au fost respectate, acest demers
are limitele sale, de care trebuie sa se tina cont in interpretarea rezultatelor.
O limita semnificativa este reprezentata de eterogenitatea metodologica si
contextuala a celor 13 studii incluse. Diferentele evidente dintre sistemele
educationale analizate si durata variabila a stagiilor de practica fac dificila
formularea unor generalizari. De asemenea, majoritatea cercetarilor se
bazeaza pe date de auto-raportare (jurnale, interviuri, chestionare etc.),
existand riscul ca studentii sa fi oferit raspunsuri dezirabile, incercand sa
proiecteze o imagine de practician reflexiv conforma cu asteptarile tutorilor.
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Accesul limitat la forma integrald a anumitor articole stiintifice reprezinta,
de asemenea, un factor care poate genera un bias de selectie. Totodata,
concentrarea pe literatura publicatd preponderent in limba engleza poate
omite perspective pedagogice valoroase. Trebuie mentionat si faptul ca aria
datelor analizate este restransa la literatura publicata in reviste stiintifice, fard a
lua in calcul date care s-ar putea regasi in teze de doctorat sau capitole de carte.

5. Concluzii

Analiza riguroasa a celor 13 lucrari stiintifice publicate In perioada 2013-2025
conduce la concluzia ca beneficiile utilizarii jurnalului reflexiv in stagiile de
practica pedagogicd sunt multiple, studentii recunoscand utilitatea sa.
Literatura de specialitate evidentiazd cd acest instrument reprezintd o
componenta esentiala in formarea initiald a cadrelor didactice, oferind cadrul
necesar pentru validarea si ancorarea conceptelor teoretice in realitatea
imediata a sdlii de clasa (Dyment & O’Connell, 2011; MacLeod & Cowieson
2001). Cu toate acestea, datele analizate arata ca succesul instrumentului
depinde in mare masura de calitatea suportului oferit de mentori sau tutori.
Totodata, barierele legate de gestionarea timpului §i presiunea evaludrii
sumative raman provocari majore care adesea conduc la transformarea
jurnalului intr-o activitate pur mecanica, formala sau birocratica.

Prin aceasta revizuire sistematica, studiul de fatd a aratat ca jurnalul reflexiv
depaseste functia sa traditionala de simplu instrument de autoevaluare sau
documentare a stagiului de practica. Valoarea originald a cercetarii noastre
constd 1n articularea coerentd a barierelor, nivelurilor de reflectie si a strategiilor
de suport, oferind o imagine de ansamblu asupra modului 1n care scrierea reflexiva
sprijind activ constructia identitatii profesionale a viitorilor practicieni. O contributie
aacestui articol o reprezinta evidentierea unui paradox in formarea initiala: desi
viitoarele cadre didactice recunosc beneficiile jurnalului in plan conceptual, analiza
noastra releva cd majoritatea studentilor rdimane blocata la niveluri pur descriptive
de reflectie. Apreciem ca aceastd stagnare indicd o rezistentd in fata unui
instrument utilizat izolat, aspect ce sustine pozitia noastra privind necesitatea
redefinirii rolului acestuia in mediul de invatdmant superior. Prin urmare, se
impune o atentie sporita din partea proiectantilor de curriculum, care trebuie sa
recalibreze sistemele de evaluare a practicii pedagogice.
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In concluzie, analiza realizatd subliniazi ci investitia timpurie in abilitatea de
areflecta constituie premisa esentiald pentru o cariera marcata de invatare
continua. Prin cultivarea unei atitudini reflexive Inca din formarea initiala, se
pun bazele unui model de dezvoltare in care viitorul cadru didactic isi
consolideaza o identitate profesionala marcata de autonomie, rezilienta si
rigoare stiintifica.

Nota

L.

Ambii autori au contribuit in mod egal la elaborarea articolului.
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Rezumat

Implicarea cadrelor didactice in proiecte educationale europene a inregistrat, in ultima
perioada, o dezvoltare remarcabila la nivel international si national, aceste proiecte
fiind o modalitate eficientd de dezvoltare profesionald si inovare pedagogica.
Implementarea cu succes a proiectelor educationale presupune mobilizarea unor
competente profesionale complexe, in special a competentei strategice, care include
capacitati de planificare, anticipare, luare a deciziilor §i adaptare la contexte
educationale diverse. in acest context, motivatia cadrelor didactice pentru implicarea
in proiecte educationale europene reprezinta un factor determinant al angajamentului
profesional si al valorificarii experientei de invatare.

Acest articol isi propune sa analizeze relatia dintre nivelul motivatiei cadrelor didactice
si implicarea lor in proiecte educationale europene. Cercetarea are un design cantitativ
si se bazeaza pe aplicarea unui chestionar de evaluare a motivatiei profesionale,
structurat pe dimensiuni ale motivatiei intrinseci si extrinseci. Esantionul este alcatuit
din 57 de cadre didactice din invatdmantul preuniversitar din Romania, interesate de
initierea si implementarea proiectelor educationale internationale. Informatiile
colectate au fost prelucrate statistic pentru a verifica ipoteza care vizeaza existenta
unei legaturi relevante Intre nivelul motivatiei si gradul de implicare in proiecte
educationale europene.

Rezultatele studiului indica o predominanta a motivatiei intrinseci, determinata de
dorinta de dezvoltare profesionald, inovare pedagogica si colaborare internationala,
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in raport cu factorii motivationali extrinseci. Concluziile subliniaza rolul proiectelor
educationale europene ca instrumente de formare strategica a cadrelor didactice si
ofera repere pentru optimizarea programelor de formare continua.

Cuvinte-cheie: competenta strategica, dezvoltare profesionald, motivatie
profesionala, proiecte educationale europene.

Abstract

The involvement of teachers in European educational projects has experienced
remarkable development in recent years at both international and national levels,
as these projects represent an effective means of professional development and
pedagogical innovation. The successful implementation of educational projects
requires the mobilization of complex professional competences, particularly the
strategic competence, which includes planning, forecasting, decision-making,
and the ability to adapt to diverse educational contexts. In this framework, teachers’
motivation to engage in European educational projects represents a determining
factor of professional commitment and of effectively capitalizing on learning
experiences.

This article aims to analyze the relationship between teachers’ level of motivation
and their involvement in European educational projects. The research adopts a
quantitative design and is based on the application of a professional motivation
assessment questionnaire, structured around dimensions of intrinsic and extrinsic
motivation. The sample consists of 57 pre-university teachers from Romania who
are interested in initiating and implementing international educational projects.
The collected data were statistically processed to verify the hypothesis concerning
the existence of a meaningful relationship between the level of motivation and the
degree of involvement in European educational projects.

The results of the study indicate a predominance of intrinsic motivation, driven by
the desire for professional development, pedagogical innovation, and international
collaboration, compared to extrinsic motivational factors. The conclusions
emphasize the role of European educational projects as strategic tools for teacher
training and provide benchmarks for optimizing continuing professional
development programs.

Keywords: European educational projects, professional development,
professional motivation, strategic competence.
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1. Introducere

Educatia este o institutie sociala fundamentald care s-a transformat de-a
lungul istoriei, influentatd de transformarile din stiintd, economie, cultura,
evolutia tehnologiei informatiei, globalizarea si postmodernitatea, dand nastere
unor noi paradigme care pun accent pe elev si pe rolul activ al profesorului
ca agent al schimbarii.

Gradul de implicare a profesorilor 1n activitatea didactica si in dezvoltarea
profesionald continua este determinat de motivatia profesorilor, factor esential
in influentarea calitatii institutiilor de invatimant. Numerosi cercetatori
confirma ca profesorii motivati creeaza medii de invatare cu impact direct
asupra performantei elevilor (Chu et al., 2017; Yue, 2019).

Profesia didacticd necesitd permanenta formare continua pentru a fi adaptata
evolutiei lumii stiintifice si cerintelor educationale actuale. Potrivit lui Chu si
colab. (2017), formarea profesionala a cadrelor didactice 1i ajuta sa raspunda
noilor asteptari privind facilitarea dezvoltarii competentelor secolului XXI.
Yue (2019) concluzioneaza ca metodele eficiente de dezvoltare profesionalad
pot sprijini invatarea si practica didactica.

Cu toate acestea, desi motivatia profesorilor a fost studiata pe larg, in
literatura de specialitate (Han & Yin, 2016; Ryan & Deci, 2020; Zlate, 1994),
studiile care examineaza specific motivatia pentru implicarea in proiecte
educationale europene raman rare. Mai mult, cercetarile existente vizeaza
preponderent cadrele didactice cu experientd in astfel de proiecte, lasand
insuficient explorat profilul motivational al profesorilor care nu au participat inca
la proiecte europene, dar manifesta interes si disponibilitate pentru a o face.

Prezentul studiu porneste tocmai de la aceastd lacuna, conturatd in urma
activitatii de formare desfasurate in calitate de Ambasador Erasmus si
eTwinning la nivel national, In cadrul careia numerosi profesori fara experienta
anterioara 1n proiecte europene au manifestat o dorinta autentica de implicare,
motivata In principal de nevoia de dezvoltare profesionala si de dorinta de a
oferi elevilor experiente educationale de calitate.
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1.1.  Contextul participarii cadrelor didactice la proiecte europene

Dezvoltarea si schimbarile din educatie din ultimii ani au determinat profesorii
sa identifice oportunitati de formare profesionald adaptate nevoilor reale ale
scolilor. Participarea la proiecte internationale oferd o gama larga de
experiente — colaborare in grupuri multinationale, schimb de bune practici si
dobandirea unor noi perspective pedagogice (Biasutti et al., 2015). Comunitatile
profesionale reprezintd contextul optim pentru dezvoltarea profesionala, cu
conditia existentei unei dinamici bazate pe colaborare, incredere si respect reciproc
(Lumpe, 2007; Vangrieken et al., 2017). Initiatorii proiectelor trebuie sa cunoasca
viziunea strategica a scolii i obiectivele pe termen lung ale comunitatii scolare
(Szelei etal., 2020).

Uniunea Europeana promoveaza si finanteaza o serie de initiative educationale
menite sa sprijine educatia scolari si formarea profesionala. in Roménia, incepand
cu anul 1996, au fost implementate programe europene relevante — Comenius,
Socrates, Leonardo da Vinci, Tineret pentru Europa — ulterior integrate in
programul Lifelong Learning si ulterior Erasmus+. Pentru perioada 2021-2027,
Erasmus+ beneficiaza de un buget de peste 28 de miliarde de euro, ajungand in
2024 1a 16,7 milioane de beneficiari, cu o crestere de peste 1,5 milioane fata de
anul anterior (European Commission, 2024; European Commission, 2025a).

Figura nr. 1. Participantii in mobilitati Erasmus si in programele
anterioare in perioada 1987 - 2024
Sursa: Annual reports, factsheets and statistics (European Commission, 2025b)
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Ciclurile de finantare 20072013, 2014-2020 si 2021-2027 au abordat
tematici variate — invatarea de-a lungul vietii, inovarea, cooperarea, diminuarea
abandonului scolar, incluziunea sociald, tranzitia verde si digitala (Agentia

Nationala pentru Programe Comunitare in Domeniul Educatiei si Formarii
Profesionale, 2024).

Beneficiarii proiectelor Erasmus+ au oportunitatea sa dezvolte
competente-cheie — lingvistice, digitale, interpersonale, cetatenie activa —
conform Recomandarii Consiliului din 22 mai 2018.

Subordonat prioritatilor europene este si programul eTwinning, o platforma
educationald care permite profesorilor si elevilor din Europa sa colaboreze
in proiecte internationale fara finantare, sa faca schimb de bune practici si
sa 151 dezvolte competente profesionale. La 31 decembrie 2025, peste 16.000
de profesori din 6.792 de scoli din Romania aveau cont activ in eTwinning,
ocupand locul 7 la nivel international, iar aproape 30.000 de certificate nationale
de calitate au fost acordate 1n acelasi an (European School Education
Platform, 2025).

1.2. Motivatia profesionala a cadrelor didactice — repere teoretice

Un aspect important in implementarea parteneriatelor educationale europene
si in dezvoltarea profesionala a cadrelor didactice o reprezintd mentinerea
motivatiei profesorilor. Termenul de ,,motivatie” se regaseste des in literatura
de specialitate si are multiple abordari. Termenul ,,motivare” isi are originea
in limba latina, provenind din cuvantul ,,movere”, sugerand cd motivatia
reprezintd o stare interioara care implicd dinamism si actiune. Conform
surselor lexicografice ale limbii romane, motivatia poate fi definita ca ansamblul
factorilor interni care stau la baza declansarii si orientdrii comportamentului
unei persoane. Aceasta include motive, ratiuni si impulsuri, constiente sau
inconstiente, care influenteaza alegerea actiunilor si directionarea acestora
catre anumite obiective (Noul dictionar explicativ al limbii roméane, 2002).

Din perspectiva istorica, primele conceptualizari ale motivatiei 1n literatura
romaneasca apartin lui Rosca (1943), care o definea ca ansamblu al factorilor
interni ce stau la baza comportamentului uman, indiferent de natura lor
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inndscutd sau dobandita. Golu (1973) a dezvoltat aceasta perspectiva,
considerand motivatia expresia subiectiva a cauzalitatii obiective, rezultata
din interiorizarea influentelor externe. Zlate o defineste ca ,,ansamblul
mobilurilor interne ale comportamentului — trebuinte, interese, convingeri sau
idealuri — care declanseaza, orienteaza si sustin activitatea individului”,
subliniind totodata ca performanta creste odata cu motivatia, Insa doar pana
la un anumit prag, conform legii optimului motivational (Yerkes & Donson,
1908, apud Zlate, 1994, p. 167).

lerarhia nevoilor lui Maslow (1943), structuratd pe niveluri crescande de
importanta, este relevanta pentru studiul nostru deoarece explica gradualitatea
motivatiei: profesorii care si-au satisfacut nevoile de baza tind sa aspire la
niveluri superioare de implinire, precum dezvoltarea profesionald prin
experiente internationale §i recunoasterea competentei in comunitati
educationale europene.

in cadrul teoriei autodeterminirii, Ryan si Deci (2020) disting intre motivatia
autonoma — care include motivatia intrinseca si reglarea identificatd — si
motivatia controlata, care cuprinde reglarea introiectata si reglarea externa.
Aceasta distinctie este esentiala pentru intelegerea implicarii profesorilor in
proiecte educationale europene: un profesor care participa dintr-o dorinta
autentica de dezvoltare profesionald si din placerea colaborarii internationale
manifesta o motivatie autonoma, in timp ce participarea determinata exclusiv
de recunoastere externd sau presiuni institutionale reflectd o motivatie
controlatd. Cercetdrile aratd ca motivatia autonoma este asociata cu
angajament profesional mai durabil, calitate superioara a practicilor didactice
si rezistentd mai mare la factorii de stres (Ryan & Deci, 2020).

Relevanta acestui cadru teoretic pentru proiectele educationale europene
este confirmata de studii empirice recente. Gorozidis si Papaioannou (2014)
au demonstrat ca motivatia autonoma — sustinutd de interesul intrinsec si
valorile profesionale — este principalul predictor al angajamentului in activitati
de formare, iar factorii institutionali pot fie sa sustind, fie sa inhibe aceasta
motivatie. Belay si Melesse (2024) au confirmat ca motivatia intrinseca si
reglarea identificatd sunt pozitiv asociate cu participarea la comunitati
profesionale de invatare, profesorii care participa din convingere personala
manifestand un angajament mai durabil. Fernandez si colab. (2026) au
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identificat ca profilurile motivationale dezirabile n profesia didactica combina
motivatia intrinseca cu valori profesionale puternice, acestea fiind asociate
cu o mai mare disponibilitate pentru inovare pedagogica. Sinteza acestor
perspective teoretice si empirice contureazd cadrul conceptual al
prezentului studiu: motivatia intrinsecd, sustinutd de teoria
autodetermindrii $i confirmata de cercetari recente, reprezinta factorul
determinant al disponibilitatii cadrelor didactice de a se implica in proiecte
educationale europene. Aceasta concluzie teoretica sta la baza ipotezelor
cercetarii, conform carora nivelul motivatiei intrinseci este asociat pozitiv
cu disponibilitatea de implicare si cu perceptia valorii profesionale a
acestor proiecte.

In cadrul prezentului studiu, prin participare la proiecte educationale
europene este inteles ansamblul activitatilor prin care un cadru didactic se
implica activ intr-un proiect Erasmus+ sau eTwinning, indiferent de nivelul
de responsabilitate — de la contributia la implementarea activitatilor, specifica
incepatorilor, pana la coordonarea si scrierea de proiecte, caracteristice celor
cu experienta. Prin motivatia profesorilor studiul vizeaza motivatia specifica
pentru implicarea in proiecte europene — disponibilitatea interna de a investi
timp si energie 1n activitati care depasesc cadrul curricular obligatoriu, cu
scopul dezvoltarii profesionale si al oferirii unor oportunitati mai bune elevilor.
Aceastd motivatie este masuratd 1n faza sa anticipativa, anterioard primei
experiente efective in proiecte.

1.3.  Justificarea cercetarii

Motivatia in cadrul educational este un subiect de interes academic crescand
(Patall, 2021; Ryan & Deci, 2020). Desi exista dovezi consistente privind
rolul esential al motivatiei profesorilor asupra angajamentului profesional si
calitatii practicilor didactice (Abds etal., 2018; Ryan et al., 2016), investigatiile
s-au concentrat preponderent pe motivatia elevilor, tratind motivatia cadrelor
didactice intr-o maniera generala, fara a analiza relatia dintre dimensiunile
motivationale si implicarea 1n forme specifice de dezvoltare profesionala,
precum proiectele educationale europene.

Expansiunea programelor europene, precum Erasmus+ si eTwinning, a
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generat oportunitati semnificative pentru dezvoltarea profesionald si inovarea
pedagogica, acestea devenind instrumente strategice la nivelul sistemelor
educationale. Cu toate acestea, literatura existentd ofera explicatii limitate
privind factorii psihologici care determina implicarea cadrelor didactice in
aceste initiative. In mod particular, nu este suficient exploratd misura in
care motivatia intrinseca si extrinseca influenteaza decizia de participare si
nivelul de angajament in cadrul proiectelor educationale europene.

Se contureaza astfel un decalaj intre dezvoltarea cadrului institutional european
si Intelegerea mecanismelor motivationale care determina participarea
efectiva. Prezenta cercetare raspunde acestei lacune, propunand o analiza
empiricd a relatiei dintre motivatia profesionald si disponibilitatea de implicare
in proiecte educationale europene, intr-un context educational national
specific.

2. Metodologia cercetarii
2.1.  Scopul siipotezele cercetarii

Scopul acestui demers de cercetare constd 1n investigarea factorilor
motivationali care influenteazd implicarea cadrelor didactice in proiecte
educationale europene, precum si In evidentierea legaturii dintre nivelul motivatiei
si gradul de disponibilitate a acestora de a se angaja in astfel de initiative.

In cadrul prezentului studiu, prin determinante motivationale ale implicdrii
sunt intelesi factorii interni si externi care declanseaza, orienteaza si sustin
disponibilitatea cadrelor didactice de a se implica in proiecte educationale
europene. Acestia au fost operationalizati prin trei dimensiuni masurate prin
chestionar: motivatia intrinseca, motivatia extrinseca si interesul/valoarea
profesionald perceputa, la care se adauga factorii organizationali ca variabile
contextuale. Variabila dependenta a studiului o reprezinta disponibilitatea de
implicare in proiecte educationale europene, iar variabilele independente
includ nivelul motivatiei intrinseci, nivelul motivatiei extrinseci, perceptia valorii
profesionale si factorii organizationali, alaturi de variabile demografice precum
mediul scolar, nivelul de predare, vechimea si experienta internationald
anterioara.
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Este important de precizat ca studiul masoara motivatia anterioara implicarii
efective 1n proiecte. Participantii au fost selectati din randul cadrelor didactice
aflate in etapa de initiere, manifestand interes si disponibilitate activa, dar
fara experientd consolidatd. Aceastd alegere metodologica deliberata
reprezintd contributia originala a studiului: investigarea profilului motivational
al profesorilor in faza premergatoare implicarii, faza insuficient studiata in
literatura de specialitate.

Pentru clarificarea aspectelor vizate, au fost formulate ipoteze de lucru:

1. Nivelul motivatiei cadrelor didactice este asociat pozitiv cu disponibilitatea
acestora de a se implica in proiecte educationale europene.

2. Perceptia valorii profesionale a proiectelor educationale europene este
asociata pozitiv cu nivelul motivatiei pentru implicare.

2.2. Instrumentul utilizat

Pentru obtinerea datelor a fost elaborat un chestionar structurat in doua
sectiuni. Prima sectiune cuprinde opt itemi demografici, utilizati ca variabile
independente. Cea de-a doua sectiune este alcatuitd din sase itemi analizati
in raport cu ipotezele de lucru, construiti pe baza Teoriei autodeterminarii
(Deci & Ryan, 2000) si adaptat dupa Work Tasks Motivation Scale for
Teachers — WTMST (Fernet et al., 2008). Chestionarul vizeaza: competentele
profesionale percepute ca dezvoltabile prin proiecte europene (itemul 9),
motivatia intrinseca (itemul 10), motivatia extrinseca (itemul 11), interesul si
valoarea profesionala perceputa (itemul 12), factorii organizationali (itemul
13) si obstacolele percepute (itemul 14). Itemii din sectiunea a doua au fost
evaluati prin scale Likert in cinci trepte — de la dezacord total (1) la total de
acord (5) — cu exceptia itemului 13, care a utilizat o scald ordinala cu trei
trepte (da, partial, nu), si a itemului 14, evaluat prin bifa multipla.

Fiabilitatea instrumentului, determinata prin coeficientul Cronbach alfa, a
inregistrat: 0,807 pentru motivatia intrinseca — consistenta buna, 0,723 pentru
motivatia extrinseca — valoare acceptabila, si 0,881 pentru interesul si rolul
profesional — consistenta foarte buna.
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2.3. Participantii

Datele provin de la profesori fara experienta sau cu experientd redusa in
proiecte europene, participanti la workshopuri de formare din cadrul proiectului
»Proiectele eTwinning in sprijinul cresterii calitatii demersului didactic in
invatamantul preuniversitar”, coordonat de Inspectoratul Scolar Judetean
Galati. Selectia acestui grup-tinta a fost deliberata: participantii se aflau in
etapa de initiere, manifestand disponibilitate activa pentru implicarea 1n proiecte
europene, ceea ce permite masurarea motivatiei in faza sa anticipativa,
anterioara experientei efective.

Untotal de 57 de profesori (2 barbati, 55 de femei) au participat la studiu, cu
o varsta medie de 46,9 ani (SD = 8,9) si o vechime medie de 19,9 ani (SD =
8,2). Din perspectiva nivelului de Invatdmant, 12,3% provin din invatamantul
prescolar, 24,4% din cel liceal, 29,8% din cel gimnazial si 33,3% din cel
primar. Experienta in proiecte europene este redusa pentru 35,1% dintre
participanti, iar 64,9% sunt fara experienta.

2.4. Procedura

Datele au fost colectate printr-un formular electronic pe platforma Google
Forms, aplicat in intervalul noiembrie—decembrie 2025, pe baza de voluntariat,
cu garantia anonimatului si protejarii datelor conform GDPR. Selectia
participantilor s-a realizat printr-o procedura nealeatorie, de tip convenienta.
Prelucrarea statistica a fost realizata cu ajutorul limbajului de programare
Python. Au fost aplicate analiza descriptiva si analiza frecventelor pentru
caracterizarea esantionului, coeficientul Cronbach alfa pentru consistenta interna,
teste neparametrice Mann-Whitney U si Kruskal-Wallis pentru compararea
grupurilor independente — justificate de distributia non-normala a datelor si
dimensiunea redusd a esantionului — coeficientul de corelatie Spearman si
coeficientii Rank-biserial r si Epsilon squared pentru estimarea marimii efectului.

3. Rezultate

Testul Mann-Whitney U aplicat pentru compararea motivatiei intrinseci —
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dimensiunea invatare de placere — in functie de mediul scolar a evidentiat
diferente semnificative statistic (U = 374.00, p = 0.045, Rank-biserial » =
0.26), cu scoruri mai ridicate in mediul rural (M = 4.94) fata de cel urban
(M =4.65). Marimea efectului de intensitate mica spre moderata sugereaza
ca diferenta reflecta o tendinta reald, nu un artefact statistic, in contextul
unui esantion redus cu scoruri concentrate la valorile 4 si 5.

Tabelul nr. 1. Rezultate motivatia intrinseca (invdtare de placere) vs.
mediu_scoald

Index Mediu_scoali n M Mdn Min Max
0.00 rural 16.00 4.94 5.00 4.00 5.00
1.00 urban 37.00 4.65 5.00 3.00 5.00

O diferentd semnificativa a fost identificata si pentru interesul acordat valorii
scolii in functie de mediul scolar (p = 0.010, Rank-biserial » = 0.41), cu
scoruri mai ridicate n mediul rural (M =4.69) fata de cel urban (M =4.19),
indicand o asociere moderata intre cele doua variabile.

Tabelul nr. 2. Rezultate motivatia intrinsecad si variabilele de imbundtdtire a
nivelului de predare prin participarea la proiecte europene

Index Mediu_scoala n M Mdn Min Max
0.00 rural 16.00 4.69 5.00 4.00  5.00
1.00 urban 37.00 4.19 4.00 3.00 5.00

Testul Kruskal-Wallis aplicat pentru analiza motivatiei intrinseci in functie
de nivelul de predare a evidentiat diferente semnificative (p = 0.031, &2 =
0.12), indicand o marime moderata a efectului. Conform lui Cohen (1988),
valorile €2 intre 0.06 si 0.14 sunt de intensitate moderati, ceea ce inseamna
cd nivelul de predare explica aproximativ 12% din varianta motivatiei
intrinseci. Scorurile cele mai ridicate au fost inregistrate in invatamantul
prescolar (M = 5.00) si gimnazial (M =4.73), comparativ cu cel primar (M =
4.24)si liceal (M =4.36). Aceste diferente trebuie interpretate cu prudenta,
data fiind distributia inegala a participantilor pe niveluri de predare.
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Tabelul nr. 3. Rezultate analiza motivatia intrinseca (imbundtdtirea nivelului
clasei) vs nivel de predare

Index Nivel predare n M Mdn Min Max
0.00 gimnazial 15.00 4.73 5.00 4.00 5.00
1.00 liceal 14.00 4.36 4.00 3.00 5.00
2.00 prescolar 7.00 5.00 5.00 5.00 5.00
3.00 primar 17.00 4.24 4.00 2.00 5.00

Aceste rezultate sugereaza ca existd o diferenta semnificativa in motivatia
intrinseca de Tmbunatatire a activitatii la clasa in functie de nivelul de predare.
Diferentele observate intre grupuri — cu valori mai ridicate in Invatamantul
prescolar (M = 5.00) si gimnazial (M = 4.73) fata de cel primar (M = 4.24)
si liceal (M =4.36) —trebuie interpretate cu prudentd, dat fiind ca distributia
inegald a participantilor pe niveluri de predare limiteaza generalizarea acestor
rezultate dincolo de esantionul studiat.

Tabelul nr. 4. Rezultate analiza factori de sprijin logistic vs nivel de predare

Index Nivel predare n M Mdn Min Max
0.00 gimnazial 15.00 4.80 5.00 4.00 5.00
1.00 liceal 14.00 4.14 4.00 3.00 5.00
2.00 prescolar 7.00 4.71 5.00 4.00 5.00
3.00 primar 17.00 4.00 4.00 1.00 5.00

Motivatia extrinseca a Inregistrat un indice Cronbach alfa de 0.723 — valoare
acceptabild conform standardelor psihometrice. Analiza factorilor de sprijin
logistic 1n functie de mediul scolar indica o conexiune moderata, profesorii
din mediul rural raportand un nivel mai ridicat de disponibilitate pentru
implicarea in proiecte internationale comparativ cu cei din mediul urban.
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Tabelul nr. 5. Rezultate analizd factori de sprijin logistic vs. mediu scoald

Index Mediu_scoala n M Mdn Min Max
0.00 rural 16.00 2.56 3.00 .00 3.00
1.00 urban 37.00 2.11 2.00 1.00  3.00

4. Discutii

Nivelul de predare este corelat negativ semnificativ cu motivatia intrinseca
bazata pe valori profesionale si cu scorul global de interes, sugerand ca
profesorii din ciclurile inferioare manifesta un nivel mai ridicat al motivatiei
curriculare mai mari specifice acestor niveluri. Aceste constatari sunt partial
convergente cu rezultatele lui Gorozidis si Papaioannou (2014), care au
demonstrat cd motivatia autonoma pentru dezvoltarea profesionald continua
variaza in functie de contextul institutional si de nivelul de predare. Diferentele
observate trebuie interpretate cu prudenta, data fiind distributia inegala a
participantilor pe categorii.

Experienta internationala este pozitiv corelatd cu mai multe dimensiuni ale
motivatiei intrinseci — placerea de a invita, dezvoltarea profesionala si
importanta profesionald a participarii — sugerand ca aceasta contribuie la
consolidarea motivatiei pentru implicare. Acest rezultat este convergent cu
concluziile lui Belay si Melesse (2024), care au demonstrat ca participarea
repetatd la activitati de colaborare profesionald consolideazd motivatia
intrinseca si angajamentul fata de dezvoltarea profesionala continua. Astfel,
datele noastre sugereaza ca implicarea in proiecte europene nu doar reflecta
0 motivatie preexistentd, ci o si amplifica — ceea ce are implicatii directe
pentru politicile de formare continud: sprijinirea primei experiente
internationale a unui profesor poate genera un efect de consolidare a
motivatiei pe termen lung.

In acelasi timp, experienta internationala este negativ corelatd cu perceptia
sprijinului logistic, indicand asocieri inverse de intensitate moderata. Aceasta
relatie negativa nu indica neapdarat un deficit organizational real, ci reflecta
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mai degraba cresterea autonomiei profesionale si a standardelor de evaluare
odatd cu acumularea experientei. Profesorii cu experientd internationala
consolidatd dezvoltd o capacitate mai criticd de evaluare a contextului
institutional si o independentd profesionala mai mare fata de suportul
organizational, ceea ce reduce perceptia dependentei de sprijinul logistic al
scolii. Aceasta interpretare este sustinuta de teoria autodeterminarii (Ryan &
Deci, 2020), conform careia cresterea autonomiei este asociatd cu o motivatie
intrinsecd mai puternica si cu reducerea dependentei de factori externi de
reglare.

Intercorelatiile ridicate Intre competentele profesionale — valori Spearman
intre p = 0.56 si p = 0.85 — confirma ca dezvoltarea competentelor prin
proiecte europene are un caracter sistemic si interdependent, concluzie
convergenta cu perspectiva formulata de Fernandez si colab. (2026).

Predominanta corelatiilor mai puternice cu motivatia intrinseca fata de cea
extrinsecd confirma Ipoteza 1 a studiului: nivelul motivatiei intrinseci este
asociat pozitiv cu disponibilitatea de implicare in proiecte educationale
europene. Acest rezultat este consistent cu concluziile teoriei autodeterminarii
(Ryan & Deci, 2020) si cu datele empirice raportate de Han si Yin (2016),
conform cdrora motivatia autonoma este principalul predictor al
angajamentului profesoral in activitati de dezvoltare.

Co-ocurenta motivatiei intrinseci si extrinseci, desi de intensitate moderata,
confirma Ipoteza 2 a studiului: perceptia valorii profesionale a proiectelor
este asociatd pozitiv cu nivelul motivatiei pentru implicare. Profesorii care
valorizeaza profesional proiectele europene manifestd simultan motivatie
intrinseca ridicata si o anumita sensibilitate fatd de factorii extrinseci —
recunoastere, resurse, sprijin institutional — fara ca acestia din urma sa fie

.....

Rezultatele privind mediul rural merita o atentie aparte. Motivatia intrinseca
semnificativ mai ridicata in rAndul profesorilor din mediul rural fata de cei
din urban poate fi explicata prin mai multi factori contextuali. Din perspectiva
practicii educationale, cadrele didactice din mediul rural manifesta adesea o
dorintd mai accentuata de a oferi elevilor lor sanse egale cu cei din mediul
urban, proiectele europene reprezentand pentru acestia nu doar o oportunitate
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de dezvoltare profesionala, ci si un instrument de validare a calitatii actului
educational 1n contexte cu resurse limitate. Aceasta interpretare este sustinuta
de teoria lui Maslow (1943), care sugereaza ca nevoia de recunoastere si
autorealizare devine mai pregnanta in contexte in care accesul la oportunitati
de dezvoltare este mai redus.

Intre factorii organizationali se observi corelatii pozitive semnificative, de la
moderate la ridicate, 1n special intre sprijinul logistic si deciziile transparente,
colaborarea cu colegii si sprijinul logistic, sprijinul conducerii si deciziile
transparente. Corelatiile dintre factorii organizationali si dimensiunile
motivationale sunt, In mare parte, nesemnificative, cu cateva exceptii negative
izolate.

4.1. Limite metodologice si perspective pentru investigatii viitoare

O limita importanta a studiului se refera la dimensiunea esantionului, format
din 57 de cadre didactice, ceea ce impune prudentd in generalizarea
rezultatelor la nivelul intregii populatii didactice. In plus, distributia inegala a
participantilor pe niveluri de predare si medii scolare limiteaza comparabilitatea
unor rezultate intre subgrupuri. A doua limitare deriva din utilizarea metodei
auto-raportdrii, care poate influenta raspunsurile prin prisma perceptiilor
personale ale participantilor, determinata de tendinta dezirabilitatii sociale.

O atreia limitare vizeaza designul transversal al studiului, care nu permite
stabilirea unor relatii de cauzalitate intre variabilele investigate. Studiile
longitudinale viitoare ar putea surprinde evolutia motivatiei de la faza de
initiere pand dupa prima experienta In proiecte europene, oferind o imagine
mai completa asupra dinamicii motivationale.

Pentru continuarea si aprofundarea cercetarilor in acest domeniu, se propune
orientarea studiilor viitoare spre examinarea blocajelor si barierelor care
influenteaza implicarea cadrelor didactice in proiecte educationale europene,
din perspectiva personala si organizationald. De asemenea, realizarea unor
studii longitudinale ar permite surprinderea evolutiei motivatiei si a competentei
strategice 1n timp, in raport cu experienta acumulatd in implementarea
proiectelor internationale.
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5. Concluzii

Prezenta cercetare a investigat motivatia cadrelor didactice pentru implicarea
in proiecte educationale europene, confirmand predominanta motivatiei
intrinseci — sustinutd de interesul personal pentru invatare, dorinta de
dezvoltare profesionald si perceptia valorii profesionale a participarii.
Implicarea nu este determinata preponderent de factori extrinseci, ci de o
internalizare a valorilor asociate cooperarii internationale, rezultat convergent
cu concluziile lui Ryan si Deci (2020) si Han si Yin (2016), care confirma ca
motivatia autonoma reprezintd forma cea mai stabild a angajamentului
profesional.

Intercorelatiile ridicate Intre competentele evaluate confirma ca proiectele
educationale europene reprezintd un context formativ sistemic, in care
competentele se dezvoltd interdependent — concluzie convergenta cu
perspectiva formulatd de Fernandez si colab. (2026).

In ansamblu, studiul confirma ci principalii determinanti ai implicirii cadrelor
didactice in proiecte educationale europene sunt factori motivationali
intrinseci, in special valorizarea dezvoltarii profesionale si interesul pentru
invatare, in timp ce factorii organizationali au un rol secundar. Contributia
originala a studiului consta in evidentierea profilului motivational specific al
cadrelor didactice aflate in faza de initiere — anterioara primei experiente in
proiecte europene — segment insuficient studiat in literatura de specialitate.
Rezultatele sugereaza ca workshopurile de initiere pe platformele eTwinning
si Erasmus+ pot reprezenta un catalizator eficient al motivatiei intrinseci, cu
efecte pozitive anticipate asupra calitatii si sustenabilitatii implicarii ulterioare.
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Cartea scrisd de Daniel T. Willingham, ,,De ce nu le place elevilor scoala?”,
a aparut la Editura Paralela 45, in anul 2025. Autorul este un psiholog
american, profesor la Departamentul de Psihologie al Universitatii din Virginia
si specialist in stiinte cognitive cu aplicatie in stiintele educatiei. Acest volum
reprezinta o lucrare scrisa de autor, alaturi de altele precum: ,,Cand te poti
increde in experti?” (2012), ,,Mintea cititoare” (2017) si ,,Fii mai destept
decat creierul tau” (2023).

Cartea de fatd nu a fost aleasd intamplator, intrucat problema pe care o
trateaza, in special pentru domeniul pedagogiei si al psihologiei invatarii, este
una de actualitate nu doar 1n societatea noastrd, ci in intreaga lume. Astfel,
problema lansatd de autor genereaza o serie de Intrebari: ,,cum facem ca
elevii sa vina la scoala cu entuziasm?”’; ,,cum facem ca acestia sa-si doreasca
sd Tnvete si sd aplice mai mult decat ceea ce li se preda la ore?”; ,,cum
facem ca elevii sa fie mai bine pregatiti pentru viitor?”. Acestea sunt, desigur,
doar cateva dintre provocarile cu care se confrunta deopotriva profesorii,
decidentii si parintii.

In acest context, lucrarea lui Willingham urméreste si orienteze analiza in
doua directii distincte, conturate in fiecare capitol. Astfel, una dintre acestea
se centreaza pe felul in care cititorul este pus in situatia de a intelege, prin
diferitele explicatii clare si argumentate, modul in care functioneaza mintea
copiilor in cadrul procesului de invdtare (mecanismele care stau la baza
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functionarii acesteia). A doua directie vizata de autor se adreseaza in special
profesorilor, prezentandu-le, intr-un mod practic si prin diferitele teme abordate
in cadrul cartii, modalitati concrete prin care acestia pot deveni indrumatori
mai buni la clasa pentru propriii elevi.

Cartea este impartitd in zece capitole, fiecare avand un titlu relevant,
formulate sub forma unor intrebari sugestive pentru continutul capitolului,
care ofera cititorului libertatea de a alege si areflecta asupra temelor abordate
de autor. De asemenea, autorul ne invitd sd analizim cele noud principii
cognitive considerate fundamentale pentru intelegerea mecanismelor de
functionare a mintii, care sustin atat imbunétatirea procesului de invatare al
elevilor, cat si pe cel de predare al profesorilor la clasa. La finalul acestui
volum, existd un glosar de termeni organizati in ordine alfabetica, pentru cei
interesati de aprofundarea cunostintelor din domeniu.

Pe langa aceste principii, autorul ofera cititorilor exemple menite sa clarifice
fiecare problema abordatd, precum si un set de recomandari (intitulate
,,Implicatii asupra orelor de curs”), sugestii de lecturi (abordari generale si
specifice) si teme de discutie. Pe parcursul acestei lucrari, D. T. Willingham
isi propune sa explice si sd exemplifice locul si rolul gandirii unui elev sau a
unui copil, In special atunci cand acesta este pus 1n situatia de a invata prin
simplitatea formularilor abordate. Acesta din urma constituie, asadar, punctul
de plecare al fiecarui capitol, cu implicatiile sale teoretice si practice.

Primul capitol abordeaza titlul sugestiv al cartii, ,,De ce nu le place elevilor
scoala?”, o tema esentiald in special pentru profesori, in conditiile n care
scoala reprezinta principalul cadru prin care acestia 1i pregatesc pe elevi
pentru viitor. In acest context, autorul evidentiaza intr-o maniera cat se poate
de pragmatica principalul motiv pentru care elevilor nu le place scoala. Acesta
porneste de la ideea conform careia creierul nostru nu este neapdarat proiectat
pentru gandire, intrucat aceasta implica un proces lent, anevoios si nesigur,
ceea ce presupune consum de energie si risc de eroare. Daca temele sunt
prea multe, dificile si consumatoare de timp, tendinta fireasca a elevilor este
de a le abandona, in lipsa unui interes real fata de disciplinele scolare. Asa
se poate explica de ce scoala reprezintd pentru unii elevi o dificultate in
invatarea continuturilor predate, conducand astfel la dezinteresul fata de
progresul scolar si chiar fata de scoala.
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Unul dintre principiile cognitive formulate de autor subliniaza ca ,,0oamenii
sunt curiosi de la naturd, dar nu ginditori din fire; daca nu avem conditiile
propice gandirii, evitdim sa gdndim” (p. 22). Pentru a intelege gindirea si
motivele care stau la baza anumitor obstacole intdlnite In procesul de invatare,
Willingham explica faptul ca individul trebuie sa faca apel la trei functii
importante ale mintii, care sunt interconectate: memoria exterioara (are in
vedere tot ceea ce ne inconjoard, de la stimuli pana la probleme ce se cer a
firezolvate), memoria de lucru (,,sediul mintii sau nivelul constient al mintii”),
prin care constientizam ce este in jurul nostru si/sau ne gindim la tot ceea ce
ne Inconjoara si memoria de lungd durata sau ,,depozitul”, destinata stocarii
»cunostintelor faptice” (informatii ce conduc spre gandirea critica si gindirea
logica) (pp. 36-37).

Autorul atrage atentia asupra faptului ca, in cadrul acestui proces de Invatare,
un rol esential il are experimentul, unde scopul unui profesor nu este doar
acela de a transmite cunoasterea care cere o rezolvare, ci §i experimentarea
acesteia, In vederea cunoasterii modului in care functioneaza gandirea sau
memoria de lucru. In acest context, autorul le recomanda profesorilor si
faca apel atat la o serie de informatii adecvate furnizate de mediul inconjurator,
cat si la utilizarea unor strategii didactice, astfel incat sa se asigure ca elevii
trdiesc emotii pozitive, placute si cd atentia acestora este captatd. Asadar,
profesorul poate fi acela care ar putea sa le insufle elevilor sii ,,dragostea”
fatd de carte sau invatare (curiozitatea ne Tmpinge spre explorare si/sau
rezolvare de probleme). in acest fel, in opinia autorului, rationamentele
adecvate dezvoltate si adaptate nevoilor de invatare ale elevilor le vor usura
acestora memoria de lucru si pe cea de lunga durata.

Printre recomandarile oferite de autor pentru cititori, in vederea dezvoltarii
capacitatii de gandire a elevilor, putem mentiona adaptarea temelor la nivelul
de intelegere a elevilor, respectarea limitelor cognitive ale acestora, ghidarea
elevilor in formularea Intrebarilor autoreflexive, planificarea momentelor in
care acestia sunt provocati sa gandeasca.

Cel de-al doilea capitol, ,,Cum sa-i Invat pe elevi competentele de care au
nevoie, cand pentru testele standardizate li se cere doar s& memoreze
informatii?”, ridica o problema atit complexa, cat si de actualitate, daca ne
gandim la problemele actuale ale sistemului de invatdmant roméanesc (a se



276

vedea rezultatele obtinute de elevi la Evaluarea Nationala organizata la finalul
clasei a VIII-a sau la examenul de Bacalaureat, regandirea noului curriculum
pentru liceu etc.).

In acest capitol, autorul recunoaste si insista asupra faptului c sansele pentru
areusi in a dezvolta anumite deprinderi si/sau competente copiilor, precum
capacitatea de analiza si sinteza, implica faptul ca elevii dispun de un bagaj
amplu de ,,cunostinte faptice” sau, altfel spus, ,,capacitatea de gindire depinde
de cunostintele faptice” (al doilea principiu cognitiv, p. 55). Acestea din urma
se construiesc, aga cum evidentiazd Willingham, simultan cu activitatile
educationale care au rolul de a dezvolta capacitatea de gandire. Totodata,
autorul atrage atentia asupra faptului ca aceste capacitti de gindire ar
trebui dezvoltate de la cea mai frageda varsta (inainte de gradinita si/sau
odatd cu ea). Prin intermediul cunostintelor faptice, autorul considera ca
memoria elevilor se imbunatateste, intrucat cunostintele anterioare pot fi
confirmate prin numeroase experimente, prin aceeasi metoda (care devine
reper pentru cunoastere). Alte recomandari oferite in acest capitol au In
vedere urmatoarele aspecte: selectarea cunostintelor ce ar trebui sa fie
insusite de elevi; asigurarea ca elevii au suficiente cunostinte relevante pentru
gandirea criticd; acceptarea faptului cd, de cele mai multe ori, cunostintele
superficiale sunt mai bune decat nimic; convingerea copiilor sa citeasca cat
mai mult cu putintd, chiar daca lectura oferita este una nestructurata, acesta
reprezentdnd un punct de plecare; luarea in calcul a faptului ca cunostintele
acumulate se produc si incidental; inceperea din vreme a formarii unui bagaj
de cunostinte; asigurarea ca cunostintele au utilitate pentru elevi.

Cel de-al treilea capitol Incearca sa ofere raspunsuri la Intrebarea enuntata
sub forma de titlu: ,,De ce tin minte elevii mei tot ce apare la televizor, insa
uitd tot ce le spun eu?”. Probabil ca aceasta intrebare suna atat de cunoscut,
deoarece este atat de frecvent intalnita in viata noastra de zi cu zi. In opinia
autorului, motivul principal pentru care multe evenimente, informatii si/sau
aspecte din viata noastra nu sunt retinute cu ,,precizie” depinde de mai multi
factori, fenomen intalnit si in procesul de Invatare. Printre acesti factori se
numara placerea sau emotia pozitiva care stirneste anumite amintiri (iar
scoala nu ne starneste intotdeauna o emotie placutd), repetitia, care joaca
un rol important in procesul de invatare, precum si dorinta sau motivatia de
a retine informatii. Cu toate acestea, desi rationamentul pare logic si lesne
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de inteles, autorul subliniaza ca este necesar sa oferim o semnificatie sau un
sens materialului predat elevilor, prin utilizarea cuvintelor care sa le sprijine
acestora dezvoltarea gandirii critice, prin explicarea fenomenelor sau a faptelor
ce stau la baza disciplinei. Conform celui de-al treilea principiu cognitiv
evidentiat in carte (p. 98), memoria reprezinta ,,ramasita gandirii”; prin urmare,
profesorul trebuie sa anticipeze, In functie de tema prezentatd sau data,
directia spre care se vor indrepta gandurile elevilor. Cu alte cuvinte, rolul
profesorului este de a-i determina pe elevi sa gindeasca lucrul adecvat la
momentul potrivit sau de a-si pune mintea la contributie (p. 133). Autorul
recomanda profesorilor sa proiecteze lectia (in sens ,,mnemotehnic”), astfel
incat sa ii determine pe elevi sa reflecteze asupra semnificatiei/sensului
materialului prezentat. In acest scop, propune structurarea continutului sub
forma unei ,,povesti” bine organizate, care sa includa idei de reflectie, teme
care sd-i determine pe elevi s analizeze in profunzime semnificatia
informatiilor predate si care sa conduca spre contradictii sau raspunsuri la
intrebari. Aceastd modalitate de lucru presupune ca elevii sa aiba cunostintele
de baza care sa le permita sa analizeze critic sarcinile de lucru propuse in
cadrul activitatii didactice.

Tot in sfera intrebdrilor care exploreaza ,,de ce-ul” procesului de invatare,
autorul ne provoaca cu incd o intrebare in cel de-al patrulea capitol al cartii,
intitulat ,.De ce le este atat de greu elevilor sd inteleagd notiunile abstracte?”.
De cele mai multe ori, atat profesorii, cat si cercetatorii se intreaba de ce
elevii reusesc s rezolve corect o problema aplicativda mai simpla, dar
intampina dificultati atunci cand li se propune, ulterior, o problema usor mai
complexa, chiar daci aceasta apartine aceleiasi sfere de cunoastere. in
vederea intelegerii acestui fenomen, Willingham recurge, si de aceasta data,
la exemple concrete, menite sa evidentieze aspectele esentiale ale problemei.
Astfel, acesta explica faptul ca multi elevi sunt capabili sa calculeze aria
unei mese, insd aceiasi elevi Intdmpina dificultati atunci cind trebuie sa
determine aria unui teren de fotbal. Explicatia este oferitd de autor cu ajutorul
principiului cognitiv potrivit caruia ,,intelegem informatiile noi prin prisma
celor pe care le cunoastem deja, iar majoritatea cunostintelor noastre sunt
din domeniul concret” (p. 147). Dupa cum sugereaza acest principiu cognitiv,
elevii au nevoie s inteleagd conceptele abstracte din diferite perspective,
prin comparatii, conexiuni sau exemple care sa faciliteze aprofundarea lectiei
ce permite 0 cunoastere aprofundata atat explicita, cat si implicita prin
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multitudinea de contexte oferite de catre profesor. Cu alte cuvinte, este
necesar ca elevii sa fie antrenati sa rezolve cat mai multe astfel de probleme
noi, care sd implice aplicarea aceluiasi concept in contexte diferite (de
exemplu, probleme care presupun calcularea unei arii). Totodatd, autorul
recomanda prudentd 1n raport cu acele metode care promit transferul
generalizat al cunostintelor sau care creeaza asteptari nerealiste cu privire
la rapiditatea si usurinta procesului de invatare.

O tema abordata 1n cel de-al cincilea capitol al acestui volum este ,,toceala”
(,»Toceala foloseste la ceva?”). Titlul acestui capitol duce cu gandul, intr-un
registru mai larg al reflectiei asupra sensului actiunilor noastre, la discursul
printului Hamlet din piesa de teatru a lui William Shakespeare, ,,Hamlet”, in
care apare celebra replicd ,,A fi sau a nu fi, aceasta este intrebarea” (in
original, ,,To be, or not to be, that is the question”). Ambele intrebari invita la
reflectie, fiind usor de inteles (implicand o uzura mecanica, repetitie sau
memorie), fiind formulate intr-un mod aparent simplu, dar care trimite la
procese cognitive mai complexe.

Cu toate acestea, suntem constienti cd, pentru a raspunde primei Intrebari,
referitoare la utilitatea ,,tocelii”, mintea noastra are nevoie de asa-zise
»trucuri” sau strategii care sa sprijine rezolvarea problemelor scolare ce se
cer a fi abordate (teme, teste, proiecte etc.). In acest context, Lexercitiul” si
»repetitia” sunt considerate a fi unele dintre cele mai eficiente forme sau
metode de prevenire a blocajelor activitatii mentale (acel spatiu mental ce
duce la pierderea sirului gandirii sau al rezolvarii unei sarcini). Pe scurt, in
opinia lui Willingham, ,,[...] competenta cere exercitiu. Practic, este imposibil
sd stapanesti la perfectie o operatie mentala, fara s-o fi repetat indelung”
(conform celui de-al cincilea principiu cognitiv, p. 178.). Un exemplu simplu
si elocvent oferit de autor este cel al activitatilor realizate de un fotbalist in
timpul unui antrenament: acesta trebuie sa controleze mingea, sa alerge cu
aceasta, sd se concentreze asupra modului in care suteaza si pe lovirea
mingii etc., toate aceste actiuni facand parte dintr-o strategie de antrenament
bazata pe repetarea exercitiilor. La nivel scolar, acest principiu s-ar traduce
prin implicarea automatizarii, a repetitiei, in vederea formarii si dezvoltarii
unor aptitudini. Cu alte cuvinte, elevii nu pot rezolva probleme la geometrie
sau la algebra fara a sti pe dinafara operatiile de baza. Competentele elevilor
sunt formate §i dezvoltate prin exercitiu si sunt fixate prin repetitie, care
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»permit asimilarea de noi cunostinte” (p. 179). Beneficiile exersarii abilitatilor
mintale constau in consolidarea competentelor de baza, care sunt necesare
pentru dezvoltarea altor competente (prin cresterea gradului de dificultate).
Prin intermediul acestor practici, profesorii 1i pot sprijini pe elevi sa nu uite
ceea ce si-au 1nsusit. Un alt beneficiu ar fi ca elevii 1si pot fixa si pastra pe
termen lung cunostintele insusite, iar profesorii 1i pot sprijini sa-si
imbunatateasca transferul de cunostinte, contribuind astfel la cresterea
»preciziei” aplicarii acestora (p. 202).

Autorul pledeazad pentru cunoasterea proceselor cognitive care trebuie
automatizate; pentru antrenarea prin repetitie distribuita, adica exersarea
conceptelor la intervale de timp, nu in bloc, pentru a consolida memoria pe
termen lung; pentru Tmbinarea exersarii notiunilor de baza cu dezvoltarea
treptatd a unor competente mai avansate si pentru diversificarea tipurilor de
sarcini si a notiunilor exersate.

In cel de-al saselea capitol al cartii, intitulat ,,Cum sa-i fac pe elevi sa
gandeasca la fel ca naturalistii, matematicienii sau istoricii adevarati?”, Daniel
Willingham porneste de la o nemultumire exprimata frecvent de profesori
sau de factorii de decizie din domeniul educatiei. Acestia sunt ,,frustrati” de
faptul ca unele programe scolare sunt ,,rupte de materia si de tematica pe
care se presupune ci le acoperd” (p. 209). De exemplu, programele scolare
de istorie pun accentul in special pe datele cronologice si pe succesiunea
evenimentelor, iar cele de stiinte ale naturii vizeaza memorarea de informatii
si efectuarea unor experimente. Potrivit autorului, aceste abordari nu au in
vedere exersarea metodelor care valorifica esenta stiintei (analiza a fost
realizata pe programele scolare din Statele Unite ale Americii). Autorul este
de parere ca un elev ,,Incepator intr-un anumit domeniu” poate deveni, cu
timpul, un ,,specialist” foarte bun, daca este pasionat si perseverent, Intrucét
»procesele cognitive timpurii sunt fundamental diferite fata de procesele
cognitive mature” (conform celui de-al saselea principiu cognitiv, p. 210).
Astfel, elevii pot ajunge ,,sd judece la fel de bine ca specialistii” in anumite
domenii, precum stiintele naturii sau istoria. Prin urmare, pentru ca un elev
sd poata deveni specialist este necesara o pregatire solida, care presupune
dobandirea unui bagaj vast de cunostinte intr-un anumit domeniu, o reflectare
asupra propriilor erori (intelegerea logicii evenimentelor), precum si transferul
cunoasterii sau al competentelor citre domenii asemanatoare, proces care
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permite identificarea detaliilor importante/relevante sau subtile. Cu toate
acestea, un rol important ii revine scolii, care trebuie sa aloce timpul si resursele
adecvate dezvoltarii unor astfel de forme de ,,expertize”. Autorul nu ezita sa
mentioneze faptul ca profesorul ar trebui sa-i inspire pe elevi sd contribuie la
crearea a ceva nou, chiar daca nu se vor ridica la nivelul unui expert; sa-i
incurajeze si sa le reaminteasca faptul ca orice practica duce la progres; sa-i
invete sa-si ajusteze asteptarile la nivelul specific unui incepator, nu al unui
expert etc.

Urmatoarele trei capitole dezvoltate de autor, ,,Cum sd-mi adaptez metodele
de predare la diferitele stiluri de invatare ale elevilor?” (capitolul 7), ,,Cum
sd-1 ajut pe cei care Invata mai lent?” (capitolul 8) si,,Cum sa aflu daca noua
tehnologie 1i va ajuta pe elevi sd invete mai bine?” (capitolul 9), subliniaza
importanta pe care diferentele de invatare dintre elevi le au in procesul de
invatare. Astfel, conform celui de-al saptelea principiu cognitiv, autorul
precizeaza ca atunci ,,cand vine vorba de invéatare, intre copii existd mai
multe asemanari decat deosebiri” (p. 240), aspect de care ar trebui sa tina
cont profesorii in procesul educational. Totodata, autorul ne atrage atentia
asupra modului in care privim inteligenta, dar si asupra diferentelor individuale
care influenteaza dezvoltarea competentelor scolare, in conditiile in care
,»Copiii sunt, intr-adevar, diferiti intre ei In ceea ce priveste inteligenta. insa,
inteligenta se poate dezvolta prin munca sustinutd” (conform celui de-al
optulea principiu cognitiv, p. 273). Diferentele dintre elevi sunt reflectate
prin performanta scolara, care, In opinia autorului, este reprezentata de cat
muncesc unii in raport cu altii. De asemenea, sunt analizate efectele, pozitive
sau negative, pe care tehnologia digitala (tabla interactiva in clasa, imprimanta
3D etc.) le poate avea asupra procesului de invatare atat in ceea ce-i priveste
pe elevi, cat si in ceea ce priveste activitatea de predare-invatare-evaluare
desfasurata la clasa. Acest aspect este evidentiat in cel de-al noudlea principiu
cognitiv, unde se considera ca ,,tehnologia schimba totul, mai putin felul in
care gandesti” (p. 308). In esentd, este vorba despre o reflectie asupra
necesitatii (re)gandirii intregului proces de invatimant, astfel incat acesta sa
fie aliniat la modul real in care functioneaza mintea umana. Accentul cade
pe intelegerea principiilor cognitive universale care influenteaza atentia,
memoria, motivatia si gindirea. Profesorii sunt invitati sa proiecteze experiente
de invatare care sa stimuleze gandirea eficienta, sa valorifice cunoagterea
prealabild a elevilor si si creeze conditii pentru progres real. In acest sens,
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Willingham formuleaza o serie de recomandari esentiale pentru imbunatatirea
procesului de predare-invatare-evaluare: pretuirea realizarilor modeste ale
fiecarui copil sau elev in parte; proiectarea lectiilor pornind de la continut
solid, nu de la abilitati generale precum ,,gandirea critica”, care nu pot fi
dezvoltate in absenta cunoasterii de bazd; provocarea constanta a elevilor
prin intrebari bine formulate, probleme autentice si sarcini care solicita efort
cognitiv, dar care raman accesibile; explicarea faptului cd munca da roade
prin straduintd; tratarea esecului ca parte fireasca a invatarii, folosindu-I ca
oportunitate de ajustare si reflectie, nu ca etichetare a elevului; oferirea de
sanse reale de succes tuturor; utilizarea tehnologiei digitale cu discernamant,
ca instrument de sprijin pentru Invatare, nu ca substitut al gandirii sau al
efortului intelectual; proiectarea lectiilor astfel incat elevii sa proceseze activ
informatia.

Ultimul capitol al volumului, ,,Ce-ar fi sa vorbim si despre mintea mea?”,
vizeazd, in mod special, activitatea profesorului la clasa si modul in care
acesta isi poate perfectiona practica didactica. Accentul cade, asadar, in
acest capitol, pe rolul profesorului in procesul sau de predare: ,,la fel ca orice
abilitate cognitiva complexa, predarea trebuie perfectionata pentru exercitiu”
(ultimul principiu cognitiv, p. 354). In opinia autorului, predarea reprezinti o
abilitate cognitiva complexa si, in acelasi timp, o ,,abilitate de a-i invata pe
altii” (p. 357). Willingham 1i Indeamna pe profesori sa adopte o practica
»deliberatd”, in care sd depuna Intr-un mod constient eforturi pentru a fi mai
buni, prin care sa incerce sa afle cum sa se descurce si sd se implice in
acele activitati care 1i pot ajuta sa se perfectioneze, in ciuda faptului ca
acestea s-ar putea sa nu aiba legatura intotdeauna cu aptitudinile unui profesor.
Dintre recomandarile formulate de autor putem mentiona: stabilirea unei
agende personale de dezvoltare, cu obiective clare si masurabile, Infiintarea
unui grup de dezbateri, In care profesorii pot analiza practici, dileme si solutii;
observarea sistematicad a propriilor activitati la clasa; observarea copiilor
necunoscuti (dincolo de ceea ce se petrece la nivelul clasei); urmarirea intr-un
mod consecvent a telului propus etc.

Nu am putea incheia aceasta recenzie fara a sublinia meritul acestui volum
si aportul sau ,,pedagogic” autentic, dar si limitele acestuia. Astfel, prin
intermediul temelor si al problematicilor abordate, cartea ofera profesorilor,
parintilor si factorilor de decizie o perspectiva clard si reala asupra
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neajunsurilor din sistemul de Invatimant cu privire la principalele motive
pentru care existd un interes scazut fatd de scoala (de pilda, utilizarea excesiva
a memoriei §i/sau a notiunilor abstracte in cadrul procesului de predare,
limitarea gandirii critice si a reflectiei personale, neadaptarea la diferitele
stiluri de Tnvatare in cadrul procesului de predare etc.). Totodata, aceasta
lucrare pune la dispozitie un set de recomandari practice si bibliografice
pentru fiecare capitol in parte; aceste orientari pot sprijini intregul proces
didactic, oferind astfel profesorilor o reflectie profesionala si personald asupra
modului de lucru la clasa. Fiecare principiu cognitiv este sustinut de numeroase
exemple si sugestii de reflectie, dar si de lucru pe care le poate aplica
practicianul la clasa cu elevii sdi. Exemplele oferite sunt ilustrative pentru
sustinerea ideilor prezentate din diferite arii, precum literatura de specialitate
(de pilda, psihologul american Howard Gardner), literatura universala
(Capitanul Sleet din lucrarea Moby Dick) sau persoane marcante de-a lungul
istoriei (de exemplu, filozoful american John R. Searle). Dincolo de explicatiile
teoretice si cele practice, intelegerea acestora din urma poate constitui, in
acelasi timp, si o dificultate pentru acei cititori care nu au suficiente notiuni
stiintifice formate in domeniul stiintelor educatiei sau al stiintelor cognitive.
Cu toate acestea, volumul reprezintd nu doar o analiza a dificultatilor cu
care se confrunta elevii, ci §i un ghid valoros pentru toti cei implicati in
educatie, oferind instrumente reale pentru imbunatatirea procesului de
predare-invatare-evaluare la clasa.
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