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DEVELOPMENTSIN CONTEMPORARY PEDAGOGY.
IMPACT ON SCHOOL CURRICULUM

VASILE CHIS"

ABSTRACT. The content of this article is focused on sevesatemporary debates
on developments in contemporary pedagogy and igdmon school curriculum.
Here we included six topics which we founded asdsiery relevant for today
debates: 1. From “Analytical Pedagogies” to thetl$ssis in Sciences of Education”
2.Curriculum between concept and application; & fided for conceptual clarification;
4. Trends and guidelines for curriculum concepaaion; 5.Types of curricula and
their relevance to contemporary education and édadrmy of curriculum: conceptual
framework and application.

Keywords contemporary pedagogy, analytical pedagogieshsgis in the educational
sciences, curriculum, types of curriculum, curnicalas classes of inclusion

Contents:

I. From analytical pedagogies to synthesis in thecational sciences

II. . Curriculum between concept and applications

II.1. The need for conceptual clarification

II.2. Tendencies and orientations in the concej@tadn of the curriculum.
Definitions and interpretations

IIl. Types of curriculum and their relevance in tentemporary education

IV. Concepts mentioned in the law of education (Lraw 1/2011)

I.  From pedagogiesto synthesisin the sciences of education

Pedagogy has affirmed itself as a science of etucaver since mid-15
century, simultaneously to the apparition of thee€@r pedagogue Jan Amos
Comenius. At its origin, pedagogy presented itaslfa unitary, global science but
in time, since its emergence to the present, thaysis of the dynamics of
pedagogy reveals two contrasting and complemeigaigencies:

(1). The development of pedagogy based on the teellycourse in
science; the multiplication of the fields of studgd the apparition of numerous
branches of pedagogy.

YProfessor, Ph.D., Education Sciences Departmehg Bolyai University, vasilechisu@yahoo.com



VASILE CHIS

(2). The development of pedagogy based on the sgeth reorganization
and thematic integration and the outlining of Ediorel sciences.

We will render a brief presentation of these temtEnin the development
of contemporary pedagogy but we will focus morg¢hanproblems of the curriculum.

(1). Based on the analytical undertaking, the smxgspedagogies of the end
of the 20" century reveal that their apparition was due ®ribw reference points
in the educational practice and theory. Tieeneral pedagoghas been reorganized
in two branchesEducational theonandTheory and teaching methodolo@idactics).
Seen the needs to adapt the pedagogical undertakithge age of the subjects of
the education there appears thedagogy of age@Preschool pedagogy, School
pedagogy, University pedagogy, Adult pedagogy). é&wrpedagogy claims the
status of science in the field of education ofdfgh with disabilities (handicapped,
in traditional language, i.e. the children with cjpé educational needs in current
expression). This is th8pecial psychopedagodglat in turn will lead to various
branchesOligofrenology(Pedagogy of the mentally disabledifjology (Pedagogy of
the visually impaired)Surdology(Pedagogy of the hearing impairetdgopedics
(Pedagogy of the speech challenged), etc. Finalgy,observe the apparition of
interdisciplinary branches such &slucation psychology, Education philosophy,
Education sociology, Education econonatsl.

(2). The continuous fragmentation of the domaingfction and application
until the exhaustion of the undertake opens oppiiis for new organizations,
synthesis in Pedagogy and the assuming of a negrating concept Education
sciences We consider that until the present there arellarpior dimensions of
synthesis in Educational sciences. We render urdid. below the dimensions of

thematic integration in educational sciences agogrtb the studies we carried out
in this field.

Figure 1: Integration of the study fieldsin educational sciences
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The theory of the curriculum belongs to the edwucsti sciences and this
thematic and applicative dimension is one of thestmaynamic and of course
contemporarily interesting.

I1. Curriculum between concept and applications

According to certain bibliographic references, thericulum is a term
used for a long time, ever since thé"X@ntury (University of Leiden, 1582) and
the 17" century (University of Glasgow, 1633). Neverthelebetween the first
publications on the topic of curriculum there aremioned works that appeared
later, such as the book of Bobbitt John Frankli@l@) The Curriculum,Boston,
Houghton Mifflin.

I1.1. The need for conceptual clarifications

The concept otturriculum represents a class, a category of educational
components very varied and structured accordingdnoy criteria. In our view, the
curriculum is a very vastonceptual networlkand to support this approach we
mention the systematic preoccupation wathrriculum cartography, curriculum
mappingas they are presented in numerous examples ofgcaphy on the website
www.curriculummapping10l1.com

The map of concepts consists in the elaboratiographic representations
for the organization of diverse structures (Novaks&win, 1984). The conceptual
structures are deployed in multi-dimensional neksprevealing the meaning and
relations within them.

We currently witness the accumulation of a largedaterms placed in the
curriculum categoryor its proximity. Many works and opinions are gebéd, with
different focus on what curriculum is, its projects and applications in the
education of the third millennium. Without any gys#tic or pertinent organizations to
the curriculum, the risk of derisory applicationsvehich are on the contrary too
complicated. Furthermore, because of its rolma® organizer of the contemporary
education componentsrrors or fragmented approaches within the cuiurin
could lead to malfunctions in other segments otcatan.

The message decanted by contemporary researcheoguthiculum is
direct and simple: the requirement to always ref@rtcurriculum tdhe space called
school.Also worth considering are the four key factordhia optimal organization
of the curriculum:

* schedule, time for school work, short- and longrter

e manner, modalities of organization of the individarad group activities

» allotting the teaching staff according to actistielasses and groups

e using the education space available

The curriculum isan integrating concepfFogarty, R., Stoehr, J., 1991).
We consider that curricular integration of the pglfical components envisages at
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least two levels: a). the articulation of all thergonents in the learning process
such as objectives, content, methods and trainiegns) etc. and b). integration of
the thematic and/or curricular areas, integratimsgiglines in various models of

integrated (trans-disciplinary) teaching.

Given the vast and multifaceted thematic of theosetfcurriculum, it is
necessary in this field to clarify and continuoudivelop theconceptual horizon
or the conceptual networ&f the term. Punctual inquiries are useful forenting
the research of the conceptual network, networkvliich the curriculum is the
generator of inclusive categories.

- How is the curriculum defined etymologically?

- How is the curriculum defined in Pedagogy/Educatisoiences in the world?

- What are the defining notes of the curriculum vatiential of relaunching
of the reform in Romania?

I1.2. Tendencies and orientations in the conceptualization of the
curriculum. Definitions and inter pretations

11.2.1. Etymological definitions
The Oxford English Dictionaries, 2010 renders thleofving definitions:

Curriculum: pronunciation / k'rtkjulom /, noun (pl. Curricula/curriculum).
Meaning: The subjects comprising a course of study in addaracollege.
Derivates: curricular, adjective.

Note: the plural for curriculum can leeirricula (Latin) orcurriculums(English).

Origin: curricle (Latin), term used with two meaningace, running, actioror
trait, mobile, modality, means of action.

Arthur K. Ellis (2004) emphasizes the following cheteristics of the term
curriculum A curricle was, at the beginning of the™€entury a means of transportation
(coach) for thariver and passengerd hiscurricle had a well placedhair for the
driver. Curricle — coach for driver and passengers was very pojml&urope at
the beginning of the fdcentury, these names and activities have thagirom the
Latin termcurriculumwith the meaning race, running.

In the etymological definition of Arthur Ellis therare two complementary
meanings otturriculum. The initial meaning, fronturrere, of action, experience
(running), is often quoted by the pedagogical nessubut there is also a new meaning,
means of the action, mohilmeaning less present in the pedagogical litezatur

It is useful to report the curriculum in its sta@e pedagogical category to
its etymological meanings since we thus obtainrémge of meanings advanced by
the concept, from the origin to the present.

11.2.2. Contemporary senses

According to John Franklin Bobbitt (1918), quotesd fast author of the
publications on the school curriculum, the conagpturriculum has two defining
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characteristics: a).t is a field of social engineeringnd its elaboration does not
require a high degree of expertise, b). defithesuseful experiences of the students
in their development for adulthood.

According to Kelly, A.V. (1989), the definition difie curriculum incorporates
two other complementary components: a certain numibeoursesstudy disciplines
of which the student chooses the study topicsaanatticulate teaching, learning and
evaluation programa training program specific to the subjects, sesichosen.

Curtis C. McKnight (2001) brought forward a moddl tddimensional
analysis of the curriculunintentional dimensignprogram or study plagpplicative
dimension action, implementation of the curriculum aexperiential dimensign
going through, learning. Most of the contemporamydies stop at two of these
dimensions above: a). indicated curriculum, progas@riculum and b). completed
curriculum, accomplished curriculum.

a).Indicated curriculum, proposed curriculu@urriculum as a program/plan
of study (prescriptive documents). The prescriptemse of the term places the
debate on curriculum on the intentional level,léwel of work plan, expert opinion on
what should be incorporated in a study program. grescriptive sense defines the
curriculum as orientation, perspective, future famesaction. The experts indicate a
curriculum but the teachers are the ones that eedidit needs to be put into practice.

The prescriptive character of the curriculum is resged in various
definitions, thus‘a body of knowledge that needs to be communicatedStudy plan
meant to satisfy the needs of the commuriigylearning prograni, etc.

Hence, the indicated/proposed curriculum is a cetegl document,
outlined and ready to use. There are numerous dauarthat incorporate the indicated
curriculum: national curriculum, local or regior@lrriculum, frameworks, syllabi,
manuals, guidelines, etc.

b). Completed curriculum, accomplished curriculufhe curriculum as an
ensemble of learning experiences achieved by tltests and teachers.

The curriculum defined as learning experiences catamthe accent from
the state of project or indication to the statproicess, implementation: how does a
curriculum projectvorksin class and in school.

The stages of the curriculuen— plan, programandb — learning experiences
are always complementary not in opposition. Roralll (1996) proposed an
integrated definition of the two perspectives, thle curriculum represents the formal
and informal contents such as the processes thratiggh the students learn and
understand, acquire skills under the guidanceeo$tihool.

Marsh, C. J. and Willis, G. (2003) elaborate alsysis of the most frequent
definitions given to the curriculum in pedagogidisérature. The cited authors
propose reflection upon the following definitions:

e Curriculum asagroup of subjects
Curriculum represents the subjects of study suchrammar, lecture, logics,
rhetoric, mathematics, meaning those discipliretdatbst incorporate essential knowledge.
7
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e Curriculum asagroup of useful topics

Curriculum as the most useful topics for the exgere of humans in the
contemporary society.

e Curriculum asplanned learning

Curriculum as planned sequences of learning forctdmapletion of which
school is responsible.

e Curriculum aslearning experiences

Curriculum represents the sum of learning expeeienhat students receive
under the guidance of the school.

e Curriculum as means of acquiring knowledge and skills

Curriculum is the sum of the learning experiendésred to the students so
that they can acquire general skills and knowledgmigh various learning situations.

e Curriculum as computer assisted learning

Curriculum is what the students build through tbenputer activities and
using the diverse networks such as the internet.

e Curriculum asinvestigation and interrogation

Curriculum is the interrogation and investigatioh tbe perceptions on
diverse human situations.

e Curriculum aslife experiences

Curriculum represents all the experiences thatstitgects gather in their
lifetime.

We deem a curriculum project with optimal chanaasufse in education
articulately borrows complementary defining chagastics.

I11. Typesof curriculum and their relevance in contemporary education

Based on the analysis of the definitions, name<ksdifications met in present
in the pedagogical literature on the curricul¢@urriculum pedagogy)we have
grouped the terms according to the inclusion clasgtentified. We present belawe
conceptual inclusion classes$ the curriculum categorynder the generic definition:

Curriculum isthe conceptual networ k with numerousinclusion classes.

1. Levels of stratification

e core curriculum/ trunk curriculum

» locallregional curriculum (curriculum for regiord¢velopment, school
decision curriculum)

e individual curriculum (optional)

« differentiated curriculum

e adapted curriculum

e accelerated curriculum

e enriched curriculum
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2. Elaboration — implementation

» indicated curriculum (projected, formal)
e taught curriculum (completed)

» learned curriculum (accomplished)

» evaluated, tested curriculum

3. Typology - taxonomy according to various criteri
» explicit/written curriculum

» societal curriculum (Cortes, 1981)

e covered/hidden curriculum (Shane, 1993)

* null curriculum (Eisner, 1994)

* phantom curriculum

» simultaneous curriculum

» rhetoric curriculum

e internal curriculum

» electronic curriculum

4. Documents — support materials
* national curriculum

« framework programs

e school programs

* manuals

e guides

» application workbooks

5. Curricular areas(examples)

e Language and communication

* Mathematics and natural sciences
e Human and society

* Arts

* Physical education and sports

e Technologies

e Counseling and guiding

6. School subjectsuch as: mother tongues, mathematics, physidsrmis
geography, information and communication technaolgdnysical education, plastic
arts, drawing, etc.

7. Curricular cyclessuch as the ones mentioned in the Framework progfa
the curriculum reform in our country, e.g. Fundamkmcquiring; Development;
Observation and orientation; Advancements; Speciadin
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IV. Curriculum pedagogy: conceptual congtants and variable applications

Contemporary curriculum pedagogy accentuates tiabfe character of
the study programs/experiences of school learinmghe primary and gymnasium
education the flexibility of the curriculum is emed by its stratification in three
independent yet complementary categories. These tturriculum categories can
be constantly found in the majority of the eduaagiosystems even though their
names vary from one system to another.

e Corecurriculum

The core curriculum incorporates the learning elgoees necessary to all
the students enrolled in a certain study cycle dhwa certain study profile.
Usually, the core curriculum is established by ladonal authorities in education
and it concerns particularly the primary and gynumascycles. There are though
universities that decide to provide students withsaof common courses in a
specialization field.

e Local or regional curriculum

The local curriculum is composed of learning cotdeand experiences
specific to the community (social and economic einent) where the school is
located. The learning experiences proposed fdeilita the students the knowledge of
the existing places, values, traditions, practioethe community and thus ensure
that the youth have increased chances of econamdis@cial integration as well as
belonging to the community.

* Individual curriculum

The individual curriculum is a personalized curhicn based on two main
characters of the students as individuals: theilcational needs and possibilities.
As the students advance to the higher steps ofatidu¢ the importance of the
local and individual curriculum enhances.

The integration of the three curriculum categoiiea comprehensive project
is a complicated operation for at least two reasons

(1). the conceptual map of the curriculum is deasd large, thus there
intervene inclusive or correlated curricular stwes that force the trial and
validation of diverse combinations.

(2). Focusing on certain types of curriculum caterathe fundamental
principles of curricular construction, such prirlegp asequal chances, education
for all, inclusive education, education for the nweight people, school projected
curriculum versus skills-focused curriculum, etc.

We present in Figure 2 a parallel between theifitedion of the curriculum
comparatively to its stratification in the educatibsystems of Europe.
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PEDAGOGY OF THE CURRICULUM AND AUTOCHTHONOUS
APPLICATIONS

EUROPEAN STATES ROMANIA
CORE COMMUN TRUNK

CURRICULUM

LOCAL CURRICULUM

INDIVIDUAL
CURRICULUM OPTIONALS

The central role of the curriculum in the educaticsystems in the world is
to render more flexible the study programs, tovalloe passage in education from the
old paradigm -the student must adapt to schtmthe modern paradigmsehool needs
to adapt to the studentonsequently, the curriculum becomes the mainatpein
the modernization of the educational systems asctlmgculum proposes various
study itineraries, of group and personalized inktdahe old study programs, common
and compulsory, incorporatedtime contents of education.

Situational analyses in our school allow the obasgown of a curriculum
stratification that is mainly a formal activity atlde applicationper sefrequently
remain anchored in the old undertaking of the comisrad compulsory programs.

School decided curriculur(SDC) is not the equivalent &bcal or regional
curriculum nor of theSchool curriculumSPC frequently consists ektensions or
advancements of the common truimkfact, it is more comfortable for the school to
assume extensions or advancements from the conmnun A so-called new SDC
is marked by the numerous red tape administraticeezen pedagogical difficulties.
Hence, SDC is practically integrated in a commainky thus the two stratifications
common trunlkandschool decided curriculumome together in the common trunk.

The optionals, expression of the individualizedoersonalized curriculum
are in our country included in the SDC. Consequyertiie school decides on the
student and family options. They have thus bectiadaimousompulsory optionalg
our schools.

11
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The conclusion is a simple onére optionalis assimilated into the SDC,
SDCis assimilated into the common trurtke common trunkecomes the main
segment of the “curriculum”, not a curriculum peoigigally speaking. We can directly
say that in present the education in Romania doesvark based on a curriculum.
There is no curriculum, pedagogically, despiteta worthy undertakes of curriculum
projection and implementation in the Romanian sthoo

V. Concepts mentioned in the Romanian Education Law

The national curriculum represents the coherenérabe of the education
frameworks and of the study programs in pre-unityeeslucation (Ch. IV, art. 64.2).

The education frameworks consist of the disciplifielsls of study, respectively
the compulsory and optional training modules ad agh minimum and maximum
number of allotted hours (IV.65.1).

The common trunk is constituted of the compulsasgiglines/domains of
study/training modules and the school decided culuim is formed of the optional
disciplines/domains of study/training modules (I%.5).

School programs establish that for each discipliomyain of study/training
module | the education plan the finalities envishgad highlight the fundamental
theoretical, experimental and applicative conterfitsring general methodological
approaches for their achievement and assessmeB66(BY.

The school frameworks and programs for the compulisciplines/domains
of study/training modules in the pre-university eafion are elaborated by the
institutions and organisms authorized by the Migisf Education, research, youth
and Sports (IV.65.4).

School decided curriculum consists of optionaliglstary packages offered
nationally, regionally or locally and of optionasdplinary packages for the education
unit (IV.65.5).

School programs for the optional disciplines/domaihstudy/training modules
are elaborated by the schools (IV.65.6).

Regarding the educational alternatives, the framlksvand study programs
are elaborated as projects by their representaéimdsapproved by the Ministry of
Education, Research, Youth and Sports (IV.65.7).

The number of hours allotted to the disciplineshi@ education framework
is of maximum 20 hours per week in primary educa@d hours per week gymnasium
education and 30 hours per week in high-school a&tibre (1V.66.1).

Within the National curriculum, the compulsory diioes have a percentage
of 80 in the frameworks of the compulsory educaaod 70% in the high school
level (1V.66.3.).

Within the National curriculum, optional disciplim&epresent 20% in the
compulsory education frameworks and 30% in higtosthnes (IV.66.4).

Depending on the student characteristics and thehiool strategy, the
teacher decides if the percentage of 25 of the &liogted to the discipline/domain
12
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of study is used for remedial learning, in the cafsspecial needs children, for the
consolidation of knowledge or for the stimulatidntioe students capable of higher
achievements according to the individual study plataborated for each student
(IvV.66.5).

The national curriculum for early education is feed on physical, cognitive,
emotional, and social development of the childrespectively on the early remediation
of the possible development deficiencies (IV.67.1).

The national curriculum for primary and gymnasiudueation is oriented
towards 8 domains of key-competencies that detexriia development profile of
the student (1V.68.1).

The curriculum for preparatory classes aims at fghy;ssocio-emotional,
cognitive, language and communication developmentell as the one of learning
skills and aptitudes, ensuring at the same timebtluges for developing the other
8 key-competences (1V.68.14).

In public or private education units the manualksduwill be the school and
auxiliary ones approved by the Ministry of Educati®esearch, Youth and Sports
(IvV.69.1).

Ministry of Education, Research, Youth and Spatgitates the elaboration of
alternate school manuals (IV.69.2).

Curricular auxiliaries are constituted of methodpdal guides that through
their content are in conformity with the legal piiens in force and which the
teachers can select and use in class, based @natessional initiative liberty and
with a view to improving the quality of the educatal process (Iv.68.5).

School libraries and documentation and informatienters are organized
and function based on a regulation elaborated ey Ntinistry of Education,
Research, Youth and Sports (1V.70.1).

The creation of thé&/irtual School Library and the E-learning school
platform that include the school programs, samples of reséor all topics in the
school programs, methodological guides, evaluatanple tests (1V.70.2).

The children and youth capable of high performamegardless of age,
benefit from education programs that respect tpaiticularities in learning and
performance orientation. These programs are fommackd study, skill grouping,
and curriculum enrichment with new fields, tutorimgd knowledge transfer,
acceleration of the promotion according to thevitlial study rhythm (111.5).

(98.2.e) proposes the administration board theddisposed curriculum.
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COMMON SOURCESFOR TEACHING CHOICE:
KEY MOTIVATIONAL FACTORSAND BELIEFSABOUT TEACHING

MARGARETA MARIA THOMSON"

ABSTRACT. The present study investigated future teachersvatan for teaching,
their beliefs about teaching as a career and kedibbut teaching and learning in
general. Participants in this study were undergrtedstudents, following a traditional
teacher education program in a large research rgiiyén the United States.

This mixed-methods study used quantitative (sujayd qualitative (interviews)
data, collected over one academic year. This stwdyagnducted in two phases: in
the first phase of the study participants completesiirvey about their motivations
(reasons) for teaching and their beliefs about hieac followed by in-depth
interviews (the second phase), with a selected eumbparticipants.

Overall, quantitative results show that six factmekated to motivation for
teaching were identified through a factor analyaig] further additional 5 factors
related to their beliefs about teaching were ifiedti Correlational analysis showed a
strong relationship between prospective teachedtiviations for teaching and
their teaching beliefs. Further, the qualitativéadiom interviews revealed more
in-depth the connection between motivations aniefsebf prospective teachers.
Findings from this study are discussed furtherelationship with teacher education
and implication for research and practice in thefdf

Keywords: motivation, beliefs, mixed-methods study, teacher education

1. Introduction and purpose

Recent research in teacher education focused ivtgnen teacher education
programs’ quality, teaching performance and teathsatisfaction with the teaching
profession. Much of the impetus for the researcth@area has come from a concern
of severe teacher attrition recently encounterechamy countries, including the
United States. A considerable number of analysabtefJ.S. national data show
that schools across the state are confronting ladth of teachers and lack of quality
teaching and that teacher preparation is theredgsential for having qualified
teaching workforce in schools (Darling-Hammond,&39arling-Hammond & Sykes,
2003; Fernandez, 1996). In the light of such rededris thus crucial to investigate
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future teachers’ professional goal developmentudiag their initial motivations for
teaching, their perception of the profession amdr thnderstanding of the teaching
and learning process. How future teacher candidatelerstand their motivation
for teaching, their conceptions about what teach@ans and how they perceive
their professional goals, play an important rolestiaping their identities as teachers,
and their future classroom practices.

Most recent research in the field of teacher edoicakfers to reasons for
teaching as intrinsic reasons, extrinsic reasams adtruistic reasons (i.e., Kyriacou
& Coutlhard, 2000; Saban, 2003; Watt & Richard#08). Covington and Mueller
(2001) propose a model of understanding differgres of reasons as a unidimensional
model of motivation. The model suggests that bottinsic and extrinsic tendencies
blend within the same individual so that everyoae be placed somewhere along
a single continuum, ranging from a high intrinsigentation at one end of the
dimension to a dominantly extrinsic orientatiortret other (Covington and Mueller,
2001). From this perspective, the present studlyzeththe interplay among different
elements as influential sources in prospectivehtrat professional goal development.
The study therefore, investigated motivations (eakfor teaching and how beliefs
interrelate with motivations in the context of teiag goal development.

Motivation therefore, is understood in this studyrélationship with goals
and reasons for engaging in an activity or tasks§ital motivational theories and
cognitive approaches of motivation (i.e., Deci, &R, 2000; Pintrich and Schunk,
2002) state that development goals may be unctgasdme individuals and may
change with experience, but it is certain thatvitlials have some tasks in mind
that they are trying to accomplish. Goals are @efim this study asore goals, or
life task goals, and they are subjective representations playingnaortant role in
organizing processes for thinking, acting, and @mgotSchutz, Crowder, & White,
2001; Schutz, White, & Lanehart, 2000). These thical perspectives were taken
into consideration in the present study. Prospedtachers’ motivation for teaching
was explored as a system, interconnected withfeedigout teaching in the context
of candidates’ understanding of their teaching gilelopment. Specifically, the
purpose of this study was to investigate futureliess’ motivations for teaching,
and their beliefs about teaching, namely, beliéisua the teaching profession and
beliefs about teaching and learning. From this getve, this study sought to
explore initial motivations of prospective teachfmsentering the teaching career,
and their beliefs about teaching (i.e., beliefs whthe teaching profession and
beliefs about teaching and learning); additionaltyrrelations between motivations
and beliefs about teaching were investigated. dedati research questions addressed
by the present study were:

1.What specific motivations can be identified masd least influential
among future teachers’ candidates?
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2. What specific beliefs about teaching such agetsehbout the teaching
profession and beliefs about teaching and learaatiyity can be identified among
future teachers’ candidates?

2. What are the relationships in general betweetivatons for teaching
and beliefs about teaching among future teacharsdidates?

3. What were the common motivations and beliefuiabeaching and how
were these expressed by future teachers’ candihatiesir interviews?

2. Methodology

Sudy design and samples

This mixed-methods study using quantitative (suyvapd qualitative
(interviews) data was conducted in two phaseshénfirst phase of the study, all
participants ll=215) completed the survey in which demographiadaitivations
(reasons) for entering teaching, and beliefs abEathing were collected. Further,
we randomly recruited a selected number of pasditip N=25) for the second
phase of the study, an in-depth interview. The psepof the interview was to
explore further prospective teachers’ beliefs albeathing and their understanding
of the goal to become a teacher. All participantshis study were undergraduate
students, prospective teachers enrolled in edutatorses within the College of
Education in a major university in the United Ssate

Data sources and procedures

Instruments. The survey instrument, administrated in the filsage of the
study to all participants contained four distinetiguestionnaires collecting data
about participants’ demographics, motivations feaching and beliefs about
teaching, as followdDemographic Questionnaire, Reasons for Teaching Scale, School
Metaphors Scale and the Career Satement Scale adapted from Saban (2003).
Participants were asked to rate on a scale 1 1o=5"(ot important at all” and 5 =
“extremely important”) the importance of specifinotivations (reasons) when
choosing teaching as a career, and also to ratestaement for theeaching beliefs
on a scale 1 to 4 (1 = “strongly disagree” and ‘“étrongly agree”) to indicate their
level of their agreement with these survey teachimgjlearning statements.

Overall, the purpose of the survey was to colleanhdgraphic data from
participants, to investigate what reasons were mffiential or not in one’s
decision for entering the teaching career, spedifdiefs about teaching and
learning, and beliefs about the teaching careeradditional purpose of the survey
is to select participants for the second phasbebtudy, the interview.

Interviews. Interview participants in the second phase of stuege randomly
selected from the pool of surveyed participants vdicated in their questionnaire
that they were willing to take part in a face-todanterview. Semi-structured interview
were conducted for an in-depth exploration of peuspe teachers’ teaching goal
understanding with respect to their motivations &etlefs about teaching. This
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qualitative investigations’ purpose was to provaenore in-depth analysis of the
candidates’ teaching goal development with resigentotivations and beliefs about
teaching. Interviews were recorded and later trdmsd, and the transcribed
interviews were the primary data for qualitativelgsis. The qualitative data analysis
followed the procedures outlined by Corbin and \®$a(1990) and Creswell (2007)
for thematic analysis and grounded theory. Follgnime guidelines for qualitative
data analysis (Creswell, 2007) three types of apdirere used throughout the
entire data analysis process, namabgn, selective and axial coding. A coding
scheme was built by three researches which coded alad gradually revised and
tested the coding scheme until 100% agreemeneatdders was reached.

3. Resultsand interpretations

Motivational factors

Quantitative analysis using an exploratory factoalgsis of survey data
about prospective teachers’ motivations for teaghimlicated a great variability
among motivation for entering the teaching profassiAn exploratory factor
analysis was used to establish main factors asmed®sr teaching of prospective
teachers. Cronbach’s alpha reliability obtainedeséor the 21 items of theeasons for
Teaching Scale wasa =.79 which indicates a fairly high reliability. Rdts from the
factor analysis indicated six categories of reagions factors) candidates expressed as
influential (or less influential) in their decisido become a teacher. These main
motivational factors are presented in Table 1 bealudicating the most influential
factors and least influential factors in prospezti®achers’ decisions.

Tablel.
Influential motivational factors (means, standagdidtions)

Motivational Factors Mean (SD)
Altruistic reasons 4.41 (.72)
(e.g., wanting to help children learn, help socgyelop)
Intrinsic reasons 4.32 (.60)
(e.g., enjoyment of teaching,
love for theirsubject matter taught)
Professional identity 4.14 (.61)
(e.g., identity issues, personality fit)
Extrinsic reasons 3.71 (.69)
(e.g., salary, job benefits, vacations)
Professional opportunities 3.15(.79)
(e.g., wanting to develop professionally throughching, take
leadership roles)
Social reasons 3.02 (.84)
(e.g., family, friends, former teachers’ influence)
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Teaching beliefs factors

Beliefs about the teaching career. Further, prospective teachers’ beliefs
about the teaching career were explored via anoexjory factor analysis. The
Career Satements Scale, consisting of 10 items explored prospective teaher
perception of teaching as a profession. The ingnirpurpose was to investigate
some aspects of the teaching profession withowtrozgng the questionnaire items
into specific subcategories. More exactly, spedifadiefs, or clusters of beliefs
about teaching as a profession that prospectiohaesi hold were explored regarding
their understanding of caressmmitment (i.e. “For me teaching is a lifelong career”);
perception oprofessional roles (i.e., “ | believe one of the most important rakea
teacher is to foster students’ emotional growtlsh);learning approach (i.e.,” |
believe students learn best through direct ingtmigt The Cronbach’s alpha coefficient
obtained for internal reliability was= .83, which indicates a fairly high reliability.

Beliefs about the teaching and learning activity. Next, beliefs of prospective
teachers about teaching and learning were invéstigdherefore, data from the 15
items of theschool Metaphors Scale factors’ analysis indicated two distinct categsrie
(i.e., factors) as follows:

Direct instruction (focus on transmission of knowledge) abahstructivist
instruction (focus on learning facilitation). The Cronbach'pla coefficient
obtained for internal reliability of the scale was= .76, which indicates a fairly
high reliability. Table 2 below summarizes the tgag beliefs factors.

Table 2.

Summary of factors for teaching beliefs (means)dsded deviation)

Teaching Beliefs Factors Mean (SD)
Career commitment 3.28 (.61)
(e.g., lifelong engagement in teaching)
Professional role 3.29 (.50)

(e.g., academic learning, moral and social support student
development)

Learning approach 3.46 (.40)
(e.g., interactive learning approach)

Direct instruction 2.07 (.54)
(e.g., teacher-oriented instructional approach)

Constructivist instruction 3.13 (.51)

(e.g., student-oriented approach)

Inter connectivity: Motivations and belief about teaching
Correlational analysis. Additionally, correlations between major study
variables such as motivations for teaching ancefseibout teaching showed overall
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interesting significant differences. Positive sfig@int correlations were found
between altruistic reasons for teaching and intrinsasons, professional identity,
professional opportunities, social reasons, coctdtist approach in teaching and
commitment to teaching, showing that individualsowdre motivated for teaching
with respect to altruism, love for teaching, relaships, and professional opportunities
are also taking a constructivist approach in tegrlistudent-oriented), and plan to
remain in teaching for longer times, thus are fabynmitted to teaching.

Table 3 below presents a summary of correlatiobwdsn major variables
and their significance level.

Table 3.

Summary of Correlational analysis between motivati@nd beliefs factors

Factors 1 2 3 4 5 6 7 8 9 10 11
Altruistic 1 35 23 44 27 - 13 300 24 33
reasons 337 " ) . : 15 : .
Intrinsic 1 25 30 26 52 .07 .02 .08 .18 .04
reasons
Professional 1 35 35 19 .09 22 35 36 .36
identity i
Extrinsic 1 24 27 19 19 217 19 23
reasons
Professional 1 12 - 07 29 37 4T
opportunities 14 i
Social reason 1 10 .02 -11 ".14-.00
Direct 1 33 .06 .03 .08
instruction
Constructivist 1 30 22 19
Commitment 1 33 .40
Professional 1 40
0 role
Learning 1
1 approach
Note: *p< .05, **p<.01 (2-tailed)

Overall, quantitative results showed that thera msultitude of factors that
influence the teaching career choice, and diffetsgltefs about what teaching
means and how to best instruct students. Generalylts indicated that the there
is a close interconnection between one’s motivagiod beliefs about teaching.
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Interview results: common motivations and beliefs about teaching across sample

In the second phase of the study, 25 prospectaghtas’ participated in a
face-to-face, audio-taped interview. Participaris the interview were selected
among the survey respondents who indicated thatweze willing to participate
in a face-to-face interview. The purpose of therview was to explore in-depth
future teachers’ candidates understanding of theals to become teachers with
respect to their reasons for teaching and belledsiateaching.

Interview data was analyzed using the principlesgofunded theory
(Creswell, 1989, 2007; Marshal & Rossman, 198 & Corbin, 1990, 1998).
Grounded theory is a qualitative analysis apprdhahinvolves descriptive as well
as analytic features. Through microanalysis, qomisiiy, and constant comparisons,
researchers are able to examine specifics of theidaa descriptive and analytic
sense and to constantly ask abstract, theoretigstipns that are relevant to the
details of the data.

The thematic analysis was based on grounded thmamgiples and was
developed through a cross-case analysis, uncovérsgnost common categories
regarding the nature of teaching goal developmentHe interviewed prospective
teachers. Most common categories present in progpdeachers’ interviews were
related to types of motivations for teaching thag hypes of perceptions about the
teaching they had, environment /or contextual f&ctibat influenced their teaching
decisions, and their perceived commitment to teacfwilling to stay in the profession
for a long or short period of time).

Major categories referred to different types of ivetions individuals
expressed in their interviews such as intrinsicivatibns, altruistic motivations,
social and extrinsic motivations; also differentidgfe about teaching they expressed
through the interviews such as a constructivistreggh in teaching or direct
instruction approach. Additionally, participantspeassed in their interviews how
they came to their decisions to become teacherd@ed to a particular context, or
environment (for instance if certain social relaships were influential for them,
such as family members, friends, former teacherd)pw certain feelings (emotions)
were influential in their decisions (fear, anxiegtpthusiasm etc). Extremely important
to notice from participants interviews were als@ithstatements about career
commitment, rather they said that they would renmaiteaching for longer periods
of time (full commitment to teaching), or for a stes, maybe undefined time
(temporary commitment or lack of commitment to teag).

Table 4 below presents these identified major categ via a thematic
analysis, common across all interviewed samplel r@ispect to their motivations
for teaching and their teaching beliefs (beliefswthteaching as a profession and
beliefs about teaching and learning activity) . §dheommon categories were the
results of interviews coding, reflecting the magategories found and established
as common categories to all participants in therinéw.
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Table 4.

Major common motivational and beliefs categories

and disadvantage

of

by

by
as

Categories Subcategories Description/Examples
M otivations Intrinsic motivations Their enjoyment of teachingtiaty and
content
Altruistic motivations Desire to help childrerata and progress
Social motivations Sacial relationships sucheaamsilfy members
friends, former teachers being more or less
an influence in their decisions to become
teachers
Extrinsic motivations Job benefits, vacations, 1saler time as
more or less influential in their decisions
for teaching
Per ceptions Constructive Student-oriented approach (dominated
instructional approach | students ‘needs as central to instruction)
Direct instructional| Teacher-oriented approach (dominated
approach direct instruction and teacher needs
central to instruction)
Teaching  advantagesTeaching perceived as having both advantages

and disadvantage. Beliefs about career related

to job benefits, job security, employment

availability

Quality teaching

Quality teaching perceived apased by

internal (i.e., teachers’ responsibility) andfor

external factors (i.e., administration, tests)

Environment

School experiences

Previous school experienceeahers’
models as influential factors in teaching

Emotions

Emotions associated with teaching experie
Negative (i.e., fear, anxiety), or positive (i
excitement, love), or mixed emotions abo

®

ut

teaching expressed by prospective teachers.

Commitment

Full commitment

Permanently willing to stay in thawg K-

12 students (full commitment to teaching).

Temporary
commitment

Temporary wiling to stay in K-12 teaching

(temporary or lack of commitment to teachin?

).

Overall, qualitative data from the interviews relegilathat prospective
teacher’ motivations and beliefs about teachingiatrerconnected and influence
each other. These motives and beliefs played aroriiaupt role in their career
decisions and their understanding of the goal wolme a teacher. The interview
data showed that similar sources of teaching geatldpment were found across
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samples, but in the same time particularities &hendividual in their goal development
understanding were present.

4. Discussions and conclusion

Findings from the present study results indicatecety of reasons for
teaching and beliefs about teaching that were sgpkby the participants in their
survey- and interview-responses. Further, resulismfboth the quantitative and
qualitative analysis indicated that specific reasamre relevant all participants in
their teaching career choices. Quantitative redotigcated that altruistic reasons
were the most influential for all participants,léated by the intrinsic reasons and
professional identity. There is no surprise to fout that most participants were
motivated to teach because of altruistic and isicimeasons, most research in the
field support such findings (Richardson, & Watt,080 Kyriacou, Hultgren, &
Stephens, 1999). Additionally with respect to sligbout teaching, constructivist
approaches were chosen by participants more oftemparing to direct
instructional approaches, such findings are in Vuith effective teaching practices
recommended in the literature (Minor, Onwuegbu&i®Yitcher, 2002).

On the other hand, less influential factors foché®y decisions were found to
be the extrinsic reasons (reasons related to joieflie, salary), professional
opportunities offered through teaching, and saeakons (family, friends or others
influencing their teaching decisions). These figdinare different than similar
studies in the field that show a more pragmaticreagh to teaching and beliefs
more aligned in the traditional style in teachigapanastasiou, & Papanastasiou,
1998; Shen, & Hsieh, 1999). Further, findings frima qualitative analyses added
more information to explain how participants untleosgl their goal development
with respect to their reasons for teaching andrtheliefs about teaching. The
interview results specifically provided more deparhow their specific motivators
for teaching, beliefs about teaching, and prospet¢tachers’ actions are interrelating
in a comprehensive structural model with common ivatibnal and teaching
beliefs factors. These findings bring new insigdutsl contribution to the teaching
practical domain, and also to our empirical knowkdabout how individuals
conceptualize their teaching goal development.

To sum up, the study results showed that diffecembbination of reasons
were relevant for the choice of teaching as a calmg at the same time common
sources of influence were found for all particiganthe interplay of different types
of reasons was unique for each individual relatedpecific life contexts, types of
motives and personal beliefs about teaching. Fgslfrom this research can bring
a significant contribution to understanding indivads’ beliefs in connection with
their reasons for teaching as related to theitualitis toward teaching. Also major
implications for understanding motivational aspeftis continuing teaching, job
satisfaction and indirectly teacher attrition anglerpinned.
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RELATIONSHIPS AND INTERDEPENDENCES BETWEEN THE
FUNCTIONAL VARIABLES
OF THE EDUCATIONAL ORGANIZATION

PIELMU S CRISTINA GEORGETA "

ABSTRACT. Relationships and Interdependences between thdiéhaicVariables

of the Educational Organization. The paper aimsnatyzing the school culture and
climate as distinct organizational variables, bhictv are nevertheless in a dependence
rapport and also interconnected with organizatibebvior. Both culture and climate -
as objective and subjective dimensions of schaog +eflected in school participants’
behaviors. The two variables are considered frenpéinspective of their interdependence
rapport and, on the one hand, the paper focusédseompact of this rapport on the
teachers’ professional satisfaction and the stwdégarning performance, and, on
the other hand, it deals with the school managelésin the culture — climate rapport.
Moreover, the relationship between these two oegditinal variables is analyzed from
the viewpoint of a new concept callBdrson-Organization Fjtwhich refers to the
congruence between the organizational and indivithagacteristics.

Keywords: school culture, school climate, organizational babg culture-climate
rapport, teachers’ satisfaction, students’ learnipgrformance, school
manager’s role, person — organization fit

1. The culture and climate of the educational orgamation — variables
of organizational behavior

In the studien organization, culture and climate are the mastudsed
facets of organizational life. The research oftagdrs on the role and influence of
each of the two variables in organization and Ieaasde the analysis of the extant
relationship between the culture and organizaticfialate, which, in our opinion,
cannot be conceived one in the absence of the.other

However, the field literature contains severalmagis to clarify the relation
between the organization’s culture and climate. rfEsearchers’ perspectives delineate
between two orientations: on the one hand, thetaisuthat there is a difference and
independence between organizational culture andaté because of the special
features that distinguish the two variables andherother hand, the researchers state
that the variables of culture and climate totaftyartially overlap and even that culture
incorporates the organization’s climate.
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The first orientation corresponds to the oldest ehadl analysis of culture-
climate relationship (Denison, 1996; Meyerson, 1%dhneider and Snyder, 1975).
This thinking distinguishes culture from climateh@veas the climate consists in the
organization members’ assessment of the work emvient, which includes structures,
processes and events, the culture representsbjeetisie description of the fundamental
values of an organization. This difference betwibertwo concepts shows the separate
development of the two variables: climate is a emptaerived from organizational
psychology and organizational culture originatearithropology and sociology.

The second orientation fits a newer model of anglyshich has been
generated by the emergence of management asrectlistience and research field.
According to this model, the culture is considexadverarching concept, which engulfs
the concept of climate as well. In this perspective organizational culture is viewed as
made up of several distinct levels (Hofstede, 2@31ein, 2004). In essence, these
levels distinguish betweeraluesandpractices On the one handaluesare basic
and often subconscious modes of understanding sseksing the world. On the
other handpracticesare tangible, observable behaviors that occurgamezation.

In the latter model of analysis, the climate eqtlasway individuals describe
and assess the organization’s practices. Ttlisaterepresents a subset of culture
similar to values that are considered a subsetltfire. Therefore, climate overlaps
with the organizational practices or behaviors,chiare subsets of culture.

In our opinion, climate is rather a consequencanoeffect of organizational
practices, which the participants to the organazeti life filter through their own
subjectivity and transform into behaviors. Moreguwhe organization’s values guide
the behaviors of the organization’s members. Thezetlimate will be the direct result
of the organizational behaviors and the indireaseguence of the values that underlie
these behaviors.

This view on the nature of the relationship betweelure and climate is
represented in the diagram below.

Tangikle, - - -
observable Practices | Organizational
level of culture (Behaviours) Clhimate

Basic and

subconscious 4—‘ Values
leswrrl of rultnre

Fig.1. Diagram of the relationship between culture arichelte
(in Hofstede, 2003; Schein, 2004)
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The issue of the culture — climate rapport rematitlsopen. The difference
between angles of analysis is often caused byea$searcher’s subjective view and
perceptions upon the intricacy of organizationd.liThe same multitude of
perspectives appears when it comes to the rel&iiprtetween the organizational
variables of culture and climate in school.

Thus, Anderson (1982) considers that school clinmtiéhe step child of
organizational culture” (in Freiberg, 1999, p. 38ktement that acknowledges a
subordinate relation, but also a difference betwibentwo variables. On the other
hand, Owens (1987) supports the similarity betwadiure and climate, but also
the latter's dependence on the former and consilatghe individuals’ perceptions
reflect the values and the beliefs specific todrganizational environment.

Another perspective of analysis suggests that ttirba considered from a
behavioral angle and the culture as a collectiovetiies and norms that are subsets
of the school climate (Hoy, 1990). The differenedhinking can be noticed from an
author to another, what once again confirms thigsliity that underlies the hypotheses
formulated in connection to the relationship bemveelture and climate in school.

We consider that culture and climate are two diffeiand separate concepts.
Though they are distinct organizational variableglture and climate are in a
dependence relation, which also includes orgamzati behavior. According to
Emil Paun (1997, p. 9-10) the culture and climate are libated to organizational
behavior, which also consist of organizational gpathos and efficacy. Thus,
culture and climate represent variables of orgaiozal behavior.

Culture influences the maintenance and developnoénbrganizational
climate, because the organization's members’ pgorepon the sort of behavior they
should adopt in their groups reflect subjectivily teatures of organizational culture.

The following opinion is in consistence with thelea argumentation that
stated that climate reflects the organizationalucal “[...] climate is an expression
of culture. It expresses the personnel's predontinarale, a reflection of culture
and the organization’s development [...§. (Stanciu and M.A. lonescu, 2005, p.
64). The same authors support the dependencenmdtelion organization’s cultural
features and state that the improvement of clicaieoe accomplished via organizational
culture strategies.

Undoubtedly, culture is distinct from climate ame two concepts do not
overlap. Yet, as variables of organizational bebiaviulture and climate enter a
dependence rapport. According to Ashforth (198%llttce consists in the shared
assumptions and ideologies, whereas climate isiel@éfby the shared perceptions
on how members of an organization should behaveH@y, Tarter and Kottkamp,
1999, p.6).

Another opinion that belongs to Hoy, Tarter andtKatnp (1991) suggests
that organizational climate should be analyzed femsychological perspective,
whereas culture should be discussed from an ardhogical point of view, what
would allow the identification of the differencesdasubordination between the
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two organizational variables. In his turn, EmiluR (1999) stresses this difference
and posits culture’s predominant objective charadteugh the author does not
deny the subjective facets of culture, and the euibje nature of the school
climate. It should be noted that both culture aindate as objective and subjective
school dimensions are reflected in people’s belmavio

Diagram 2shows our synthetic conception about the relahignbetween
culture and climate as variables of organizatiobehavior and reflects the
interdependence between these three dimensiomsarfanization.

Organizational \\\

BEehaviour

Organizational Organizational

Climate

Culture

Fig.2. Diagram of the interdependence relations between
organizational culture, behavior and climate

The climate man have positive or negative valedoeso multiple influential
factors such as: socio-cultural factors, interpabrelations, quality of communication,
managerial style features, specific field of atfiand work conditions, organization’s
size and structure, but also the outer environinfinences. All these factors contribute
to the formation of organizational climate, whidfeats individuals’ attitudes and
behaviors. On the other hand, culture, which ctmeisvalues, beliefs, organizational
norms and practices, is converted into behavioatilepns by the organization’s
human resource; differently put, it acquires coteciutline or it is reified within
the social interactions that occur in the orgaiizat

Therefore, climate and culture may be consideresl ttho facets of
organizational behavior since neither of the twistexn a void, but is directly dependent
on the human factor of an organization as a camdiiif their own manifestation.

2. The impact of the culture — climate relationshipon school's
pedagogical dimension

It is worth analyzing how the culture — climatepapt in school reflects on
its pedagogical dimension and what the effects hi§ tapport on the actors
involved in the school’s educative and instructhegivity are.
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2.1. The relationship between culture, climate antéachers’ satisfaction

The concept ofob satisfactionor professional satisfactiois defined as “a
general feeling about people’s activity in schaoltérms of rewards, autonomy,
outcomes, work conditions etc.” (D. lon Barbu, 20p. 137).

The most important factors that have been assaciaith professional
satisfaction are: high performance, positive intespnal relations, participative
managerial style, positive organizational climatéficient resources of an organization.
Moreover, the professional satisfaction is tightipnected with personnel’'s organizational
commitment. Thus, Bateman and Strasser (1984) ajiveperational definition of
organizational commitment, which states that thisriultidimensional and depends on
the employees’ loyalty to organization, their aahility to work for the benefit of
the organization and the congruence between their and the organization’s
values and goals, as well as their desire to stdlye organization” (p.95).

Therefore, it can be concluded that the teacheofepsional satisfaction is
directly proportional with their commitment to theichools. When teachers feel
dissatisfied in schools, they are less committeltiais leads to a reduced organizational
performance. When such a situation occurs, the guedeal activity turns into
routine and teachers are less involved becausedtigating drives no longer work.

It was previously shown that culture determinesabsiein of all organization
members, including both the managerial behavioa @encrete manifestation of
the manager’s leadership style and the other saheatbers’ behavior. Moreover,
it was stated that there is a dependence relaijpfgtween organizational culture
and climate. The latter constitutes as a resuhli@extant cultural features practiced in
an organization and expressed in terms of values caganizational behaviors
(leadership style included). Undoubtedly, schodhate will impact on the way
teachers and students perceive organizationahtitethe organization itself. These
perceptions will also be reflected in the teachersfessional satisfaction and the
students’ performance.

From this viewpoint, the role of organizationaltatg and of the leadership
style adopted in schools is essential. That is whyemocratic, participative,
cooperative, communicative and team-work based genant is needed so that
positive values and behavioral norms should bdllestto all members of the
school community.

2.2. The relationship between culture, climate antkarning performance

Learning performancer students’ learning outcomes is a concept that ha
been linked to the quality of school climate. Isidgmates “the observable outcome
of learning, the students’ use of declarative acpdural knowledge in different
learning contexts” (D. &avistru, 2004, p. 81).

Following the previous series of arguments thapstyhe extant connection
between school’s culture and climate in terms efl#tter organizational variable’s
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dependence on the former, it can be concludedtiieatulture — climate rapport
has also effects on students’ learning performaN¢kether the organizational
culture levels consisting of the values and belravatiared by all members of an
organization (Schein, 2004) have consequences @meheral atmosphere of an
organization, then this “morale” called organizatb climate will impact on the

students’ learning outcomes as it impacts on thehers’ professional satisfaction.

The research focused on school as an organizaggnshown that the
openness of school climate is in a cause — efégagart with certain characteristics
of the organization, which include the teachershigotment, loyalty and satisfaction.
On the other hand, an open school climate is am®atiwith more engaged
students and, implicitly, with a higher learningfpemance.

The scientific arguments suggest that an openthyeatollegiality-based,
highly professional and academic performance-centlimate functions as a
motivator of teachers and generates collectivesieficy norms, which impact on
school environment and shapes teachers’ behaVihran teachers feel that they can
organize and perform their teaching successfullgsstm boost students’ performance,
in other words, when there is a supportive schaubte, the teachers are more engaged
and responsible, they have more initiative andnaoéivated to enhance students’
learning performance.

Therefore, the specific nature of the school clemataccountable for the
teachers’ behavioral features. Their behaviorsu@fte the teaching and learning
processes in classroom. The obvious conclusion dtisés is that the teachers’
professional satisfaction is a determining faatothie maintenance and improvement
of students’ learning performance.

3. The role of the managerial dimension of schoohithe culture —
climate rapport

Following the analysis of several studies, Schiedaiel Smith (2004) posit
the existence of a dependence relationship betwediniduals’ personality and
organizational culture. The analyzed studies retgetdo aspects: on the one hand,
the probability that groups of individuals with gian personalities are members of
the same organization, and on the other handoihedifferences in personalities
are reflected in the organizational culture.

The authors show that the idea of a relationshigvéen the individual
personality and the organizational culture haiigins in Lewin’s, Argyris’'s and
McGregor’s studies from 1939, 1957 and 1960. Leand his collaborators stated
that the leader's behavior generates a social tdimdafined by the employees’
reactions to the leader and their colleagues aswl lay their general behavior. A
later version of the research initiated by Lewinl &tringer in 1968 shows that the
leaders who adopt one of the leadership stylesitateon accomplishment, power
or affiliation trigger in their employees the ndedake on a similar behavior.
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Similarly, Argyris concludes that the way the masagrelate to their
employees is consequently reflected in the emplyéehaviors. Moreover,
McGregor who adopts the same way of thinking anolwshthat the managers’
behaviors towards their employees generate eitbbmate of trust and equity or a
climate devoid of these features. The climate ttreated has further effects on the
way the employees behave in organizations.

Therefore, these authors indirectly state thatnttamager’'s behavior is a
function of his personality. But, as McGregor stiateamong other features the
manager’s personality reflects cultural charactiess“l have analyzed a series of
variables which greatly impact on the manager'sabieh; his beliefs about the human
nature and the cause — effect relationship of timam behavior (its cosmology), his
perceptions about professional role pressures,phisonal values, needs and
perceptions about his own abilities” (in Schneided Smith, 2004, p. 360).

Argyris was much more explicit in his interpretatioof the cultural
consequences of management. Argyris's researchusmrs show: the characteristics
of an organization’s management (the author induidemal organizations in his
analysis) se impact on the employees’ behavior amnpljcitly, on organization’s
climate. Formal organizations seem to impose oin #meployees expectations which
are inconsistent with adult personalities (dependesubordination, indifference
etc.) and these bring about negative effects oarozgtional climate: frustration,
failure, conflicts. Therefore, the manager's peadity) his assumptions about human
nature, the values and behavioral norms that hetado organization are further
echoed in the individuals’ conduct and are alsemss factors that contribute to
the formation of organizational climate. Schneiderd Smith (2004, p. 360)
formulate the hypothesis according to which notrafinagers behave similarly,
what leads to a further idea that organizations craracterized by distinctive
features precisely because managers have diffeegsonalities.

3.1. The analysis of the culture — climate relatioship from the
perspective ofPerson — Organization Fit

The researclhas shown thathe compatibility between the organizational
culture and the individuals’ values and expectatisndesirable since the high degree
of congruence between the individual and orgamimativalues is directly responsible
for the degree of the commitment of the individuaisl also for the quality of
organizational climate (Ch. A. O'Reilly, J. Chatmand D. F. Caldwell, 1991).

The concept oPerson — Organization Fis part of the broader concept of
Person-Environment Fitwhere the environmentis in fact the organizational
context. This is a complex and encompassing cortbapincludes various types of
fit that are mentioned in the field literature Bgrson — Organization Fit, Person —
Profession Fit, Person — Job Fit, or Person — Vfocdtit, Person — Person Fit and
Person — Group Fit. We will further submit to arsédythe concept of Person —
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Organization Fit as it constitutes the object of interest.Person-Organization Fit

is generally defined as the compatibility betwesdividuals and organizations. In
the research focused on personnel selection, persorganization fit has been
conceptualized as the match between potential xegdoand organizational features.

The research on person — organization fit has ngins in Schneider’s
(1987) Attraction-Selection-Attritiormodel. According to Schneider individuals are
not randomly assigned to situations, but they atker looking for circumstances
that are more attractive to them. Eventually, ifdirals will be selected to become
part of that situation and will contribute to thecarrence of that circumstance
once they remain there. This model has been appji€gchneider to organizations.
Organizations represent that kind of situation peape attracted to or are selected
to become part of and where they choose to sttheif fit or which they leave if
they do not.

In the foreign literature of the field tHi between the organizational and
individual culturesthat is the congruence between individual’'s andhoization’s
values is dependant on several organizational Masasuch as professional
satisfaction, personnel’s commitment and perforreadd these impact greatly on
organizational climate. The conceptp#rson — organization fis broadly defined
as the match between the individual and organizatibe degree of similarity
between individual and organizational features. ®herational definitions of the
concept take into consideration the following asp€€. Sekiguchi, 2004, p. 182):
the fit between individual and organizational valuthe match between the leaders’
and the organization members’ goals; the congrubrteeen the individuals’ and
organization’s needs; the coincidence between iddals’ personality features or
behaviors and the organizational climate (viewethasrganization's personality).

As it can be easily noticed that the conceppefson — organization fit
brings together individual and organizational valughich should ideally be
transformed into a similar behavior of both orgatizn and its members and they
should thus generate a positive climate.

In other words, the extent the individual adhecethe organizational values
and goals will produce a certain kind of behavioiiridividuals and this behavior
will further impact on organizational climate. Thigher the degree of fit between
the person and the organization, the more congthenindividuals’ behavior and
the more positive the organizational climate wél b

From this point of view, the school manager wilhyph very important role
as a bearer of organizational culture. In perfogtiis role, the educational manager
develops a personal managerial style, which is imga by his personality and
character features and also the values, assumpdiotisexpectations connected
with school. Thus, in his interpersonal relationghwihe other school participants,
teachers and students, the school manager has #tl thee instruments of school culture
so as to guide school members to the accomplishafiesthool’'s mission and goals
and to maintain the personnel’s psychosocial balarmmmitment and satisfaction.
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In conclusion, the school manager’'s leadershipestgl the product of the
osmosis between his own personality and organizaltiealues and practices will
greatly impact on the quality of school climate.

Conclusions

Although independent organizational variables mapleof distinct features,
culture and climate are major components of anrorgéion and the former of the
two has a determining influence on the latter. Tlouture represents the subjective
dimension of an organization, which consists ofueal norms, assumptions and
rules shared by all members of an organizationth&e constitute the organization’s
identity. Climate, on the other hand, is the resulbe personnel’s subjective perceptions
on the organization’s culture, which are expressedrms of attitudes and behaviors.
Therefore, organizational culture plays an essentig in the development and
maintenance of school climate.

As a subjective dimension of an organization whtdys the role of an
intermediate variable between the organizationa iadividuals’ characteristics,
climate develops within the system of interactitimst occur between members of
an organization and between these and the orgmmzéself as a carrier of
collective values and norms. The main characteristischool climate is that it
may affect and alter the personnel’s behavior. Thathy school culture may be
either a strong motivator that leads to positivecomes or a disturbing factor that
inherently generates negative effects in orgarupati

Therefore, the organizational behavior consistthéattitudes and actions
the organization’s members choose to adopt in ithieiractions with the organizational
environment as mere individuals or as represemmtiof certain groups. The
understanding of organizational behavior as an iapo variable of organization
is directly dependent on the individuals that drtha core of organizational life. If
the behavior people adopt in organizations is l@ecgbn of organizational cultures,
then the climate is the outcome of the personradtitudes and behaviors or the
psychosocial environment these generate.
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EVALUATION MODALITIESFOR ACADEMIC PERFORMANCE

DANA JUCAN"

ABSTRACT. The present study aims to identify which is theluation modalities
applied in the measurement of academic performancetder to discover them,
we applied a semi structured interview to the sttglef Mathematics — Informatics
Faculty, Mathematics department, a contingent ofint@rviewed subjects. The
interview contains 10 questions about the evalnaticodalities of academic
performance. Therefore we present and analyse Jigugfrom our interview. An
analyse of the answers given by students hightigitfact that the most frequent
form of evaluation is written exams, during halfayly periods of examination.
The students consider this form of evaluation asbet objective one due to the
fact that it reflects with accuracy the knowledge abilities level.

Keywords. evaluation, evaluation strategies, evaluation nlibels, evaluation standards.

ZUSAMMENFASSUNG. In dieser Studie wollen wir die Methoden der Eviduma
verwendet werden, um Studenten die akademischestuhgi zu beurteilen
identifizieren. Fur diese haben wir mit einer sstnikturierten Interviews Studenten
aus der Fakultat fur Mathematik und Informatik, Htzereich Mathematik, insgesamt
72 Personen. Das Interview umfasste 10 Fragen alu&onsmethoden in der
Universitét eingesetzt. Zur lllustration prasertiennd analysieren wir die Antworten
auf 5 der Interview-Fragen. Die Analyse der stuidehen Antworten zeigen, dass
die meisten oft von Auswerteverfahren, meinung sfeist der Sitzung beurteilt.
Studenten betrachten diese Methode der Beurteslorjektiv wie genau messen die
Kenntnisse und Fahigkeiten erwirbt.

Stichworte: Auswertung, Beurteilung Strategien, Evaluationkoun, Evaluations-
Standards.

As component of the educational process, evaluatieans to verify, to
measure, to note and to contend the academic sesejtorting them to the initial
objectives, in order to decide the best strategyhfe following stage of educational
activity. During the evaluation process, professwes continually using evaluation
standards, which express in a concise and coh&anta desired and optimum
level for the cognitive and behavioural abilitiddtte students, in order to accomplish

U Lecturer, PhD., Education Sciences Departmentul§aof Psychology and education Sciences,
Babes-Bolyai University, Cluj-Napoca, orian_dana@y@com
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very specific educational objectives. Evaluatiandard have a normative component
and represent patterns for professors in ordex#otly establish the level of the
students’ knowledge. It also offers to the professcore element for relative objective
valuing and comparison of the students’ academiivitgc Aiming to establish a
reference between the real and the desired regulie educational processaluation
strategies represent a component of the educational probess/alidates, confirms
or disprove acquirement of educational results.|i&tion modalities are methods
and instruments used by evaluators in order toirobtdormation regarding the
academic efficiency of the students, their perforogs and knowledge and abilities
level, thoroughly reporting them to pre-establisbbfctives and scientific contents.

The present study aims to identify which is theluation modalities applied
in the measurement of academic performance. Iir todgiscover them, we applied a
semi structured interview to the students of Matiire — Informatics Faculty,
Mathematics department, a contingent of 72 intevgi subjects. The interview
contains 10 questions about the evaluation modslitif academic performance.
Therefore we present and analyse 5 questions frorimterview.

Question 1

W written

BEoral

@ in practice

O1 do not answer

Which are the most frequent|  Answers
modalities for your evaluation? (%)
written 83.3
in practice 9.7
oral 5.6
| do not answer 1.4

We observe that the most frequent evaluation miydatied by professors
is the written evaluation, 83.3% of the studentsveers; evaluation in practice is
used in percentage of 9.7; the oral evaluatioras d15.6% in usage. The written
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evaluation is preferred by professor possibly duehe numerous students of a
department or faculty.

Question 2

B questions addressed
by professor

28 28

B questions on exam
notes

B other modalities

B | do not answer

Which are the most frequent modalities of oral Answers
evaluations? (%)
guestions on exam notes 54.2
guestions addressed by professor 40.3
other modalities 2.8
| do not answer 2.8

The oral evaluation mostly concretizes in exam 1¢&.2%) and questions
addressed by professors (40.3%).

Question 3

O periodically controll
tests

56 14.4 .
O half-yearly written

exams

B papers

O3 other modalities

©0o.5

O do not answer
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Which are the most frequent modalities of Answers
written evaluation? (%)
half-yearly written exams 65.3
periodical control tests 26.4
papers 5.6
other modalities 1.4
| do not answer 1.4

The students are most frequently written evalutitenigh half-yearly written
exams (65.3%) periodical control tests (26.4%)aaueps (5,6%).

Question 4
O written
2.8
181
Dorally
6.9
W in practice
72|12
B do not answer
Which evaluation Answers
modality do you consider (%)
as most objective?
written 72.2
in practice 18.1
oral 6.9
| do not answer 2.8

Students consider that the written evaluation nmityded the most objective
(72.2%), oral and in practice evaluation being Egective (6.9% and 18.1%).
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Question 5
O sensibility influences
less the answers
Oit is objective
16.6 12.5 O more reflection time

B more correct

O equally reflects the
knowledge and the
synthesis capacity

Ono interpretations are
possible

M a better measurement
of knowledge

B do not answer

Contend your answer to the previous item Answers

(%)

a better measurement of knowledge 22.2

it is objective 20.8

| do not answer 16.6

sensibility influences less the answers 12.5

more reflection time 9.7

no interpretations are possible 8.3

it is more correct 5.5

equally reflects knowledge and synthesis capacity 4.1

Students consider that written evaluation is objedbecause it is a better
measurement of knowledge (22.2%), professors drsubgective (20%), the students’
answers are not influenced by sensibility, theeotibn time is longer etc.

The students’ answers highlight the fact that thdesits are the most frequent
written evaluated, during half-yearly exams. Tha&dsints consider this evaluation
modality as the most objective due to the fact thaffers an exact evaluation of
knowledge and abilities.

We plead instead for a continuous evaluation, dutire entire semester,
not just in half-yearly exams. We appreciate that mroposal has the capacity of
eluding paradox situations, the grades becomingramof the quality and academic
knowledge level. The students may also have thertypity and impulse to better
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dose their learning effort, reducing the postpongrbetween the knowledge from
the teaching process and the knowledge from theilea process. Evaluation
process must stand, in our opinion, on the devedoprof the students’ thinking
capacity, soliciting contended, logical answers radsforming evaluation into a
formative contentA rhythmic evaluation of the students ensures active participation
to courses and seminars, a total involvement indotéaching — learning process.
Rhythmicity of the evaluation contributes to the enhancement of the working
style of the students and gives a clearer image tipe students’ and professors’
activity. Evaluation contribution to the educatibpeocess has to be analysed in its
all and various aspects, because evaluation iirgadgts aim only applying the
principles of the modern didactics, based on thty dbretween the students working
capacity and their efforts.

We consider as important for a better academiciatiain:

v" An exact and rigorous formulation of the educatigracess, followed
up by evaluation; a rigorous formulations of th@imum accepted level of knowledge,
also the criteria of the academic evaluation;

v' A combination of evaluation modalities (writtenagrpractice etc.) to
appreciate the same educational objective, doutyedforming the students upon
their deficiencies observed during each evaluation;

v' A combination of internal evaluation (applied by tieaching professor
of the discipline) and external evaluation (appligdother specialised professors),
also informing the students upon the results ottrabined evaluation;

v" Using the method of grouped comparative appreciatio

v" Using the half-time technique, meaning the splitthe test into two
parts, equal as relevance and difficulty, evalgpgach part separately and finally
combining and establishing correspondences betwleerevaluation of the two
parts of the test;

v' Using detailed evaluation grids, characterized @isaty but splitting
the evaluated item into sub-items, with separatduation scores, according to a
pre-established convention

v" Using docimologic tests consisting of sets of qaestor themes relevantly
covering the entire tested area and permittingdinstruction and the usage of a score;

v" Planning for each discipline evaluation referen{igéneral systems
from which are deriving and to which are reporteiia) and performance descriptors
(operational indicators, directly observable irite academic performance and into
the results and products of the academic activity);

We recommend the practice afformative academic evaluation, sustaining
the learning processensuring each student information about his/ldeicational
evolution and offering the opportunity of self-mtming the learning process and
consciously constructing the knowledge progressinere the regulation of the activity
is very important and has priority for the educatbstrategies of the professor
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COMMUNICATION SYSTEMS USED IN THE EDUCATION FOR
THE DEAF AND HARD OF HEARING STUDENTS

MARIA ANCA®, IOANA MURESAN™

ABSTRACT. There are different communication systems that coexist in the Romanian
teaching system and many educational experiments have been undertaken in
search for solutions to increasing the efficiency of the teaching-learning process.
Teachers working with deaf students have been questioned in this study to find out
the communication systems they consider to be efficient and the ones they use in their
teaching activity and in communicating with deaf and hard of hearing students.

Keywords: communication systems, sign language, total communication, bilingualism

ZUSAMMENFASSUNG. Effektive Kommunikations-Systeme verwendet in der
Ausbildung von Schiilern mit Hérproblemen: In dem ruménischen Bildungssystem
findet man viele Kommunikations-Systeme nebeneinander und es werden eine Reihe
von padagogischen Experimenten gedffnet, die Losungen suchen, um die Effizienz
des Lehrens und Lernens bei Schiilern mit Horproblemen zu verbessern. In dieser
Studie werden Lehrer iiber Kommunikationssysteme gefragt, die sie als effektiver
erkennen und die sie sowohl in der Lehre wie in der Kommunikation mit
Horgeschédigten Schiilern benutzen.

Schliisselwirter: Kommunikations-Systeme, mimisch-gestische Sprache, gesamte
Kommunikation, Bilingualitdt

1. Conceptual foundations

1.1 Teaching communication systems

The efforts towards a better inclusion of the deaf and hard of hearing
students have been materialized in time into a series of undertakings that helped
implement programs that promoted verbal communication, signing, total communication
and bilingual communication systems. Romanian or Hungarian are used for teaching
in the Romanian schools for the deaf, and sign language is used as an instrument of
support for delivering contents for different subjects.

* Senior Lecturer, Ph.D, Babes-Bolyai University Cluj-Napoca, anca.maria@psiedu.ubbcluj.ro
** Special education teacher, High School for the Deaf Cluj-Napoca, joe20jo@yahoo.com
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But what happens with the deaf and hard of hearing students which come
from hearing families and don’t have sign language as their maternal (native)
language? We can talk about bilingualism in the case of deaf children that have sign
language as the maternal language and Romanian as the second language. Instead,
the ones that do not have sign language as their native language, the linguistic barrier
is even higher and so are the risks to retard the acquisitions of school contents.

The hearing community in our country has little information on the deaf
culture and language, and that is another barrier that prevents the deaf and hard of
hearing person’s inclusion.

1.2 Sign language

Both outsiders in the linguistic field and some linguists often consider sign
language as being inferior to phonic languages. Thus, even Saussure, the founder of
contemporary linguistics, traces a line between spoken language and other symbolic
systems, including the language of the deaf, placing those systems at an inferior level.
The oral character of language requires a successive time order of the signifier
elements and allows the developement of a chain with an essential linear structure
(Saussure, 1916, quoted by Benoit Virole, 2000, pg. 164), and that is discordant
with the particularities of signed communication. The distinction between the linear
structure and simultaneity is one of the conditions that make the difference between
native users of sign language and the one that are bilingual or tardy (late) sign language
users. Those differences are reflected in the phonological processing tasks of lexical,
semnatic, syntactic contents, such as the ones used at the discipline of Romanian
language and literature, or other disciplines.

Sign language has gaind over time the status of a language on its own right,
with official recognition in different countries from different continents. Also, the
psycholinguistic and psyho pedagocical studies have demonstrated the values and
possibilities of sign language, aspects that plead to its status of maternal language
for the minority represented by the deaf community.

Dictionaries are some useful instruments used to promote and ensure access to
sign language. Along the publications in our speciality field, such as the Romanian
Sign Language Dictionary (2003), published by the "Bodgan” Foundation with the
help of the Cluj-Napoca City Council and Cluj City Hall, we need to mention the
on-line Romanian Sign Language Dictionary (www.dlmg.ro). The dictionary was
elaborated withing a pilot project and had educational models from UE (the sign
language dicitonary with graphic images form Italy - Immaginario. Immagini per un
abbecedario. Comunicare coni segni, 2003, Osmannoro, Italia) and from USA (Signs
for instruction. Reference manual of preferred South Carolina Signs, 1987, South
Carolina - a dictionary of great succes in the american social and educational field,
elaborated by Innez Moore Tenenbaum).
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1.3 The manual alphabet

Experts in this field know that the manual alphabet reflects the characteristics
of verbal systems and especially the written systems, phonografologic alphabets
(Perier, 1987 apud Lepot-Froment, C., Clerbaut, N., 1996). Although many Romanian
and foreign authors emphasize the difference between the manual alphabet and sign
language, including the ones regarding the implications on cognitive development and,
obviously, on reading and writing aquisition and on all other school aquisitions,
confusions regarding the particularities of the manual alphabet and sign language
still persist. For example, according to Pufan (1982), the manual alphabet is an aid
in the development of notional verbal cognition, while sign language is related to
visual thinking. One of the effects with great impact on phonological awarness is
the contribution in reproducing the phonemic and syllabic structure of the word, by
keeping the number of these structures and their sequence.

Users of sign language use manual alphabets when there are no conventional
signs for particular words, where the signs are obscure or unknown (Marschark,
Lang, Albertini 2002).

1.4 Total communication

The total communication method is considered by some specialists as a
connecting bridge between oral and manual methods. It also allows the combination of
different communication systems that have a complementary role. One problem is
that in order to be efficient, total communication needs a systematic implementation.
This is something that does not happen in a lot of educational contexts, thus affecting
the school acquisitions and the communication situation. Therefore, this approach is
http://hallo.ro/search.do?l=ro&d=en&query=tocriticized and many schools are reticent
in using it. One critical attitude might be resumed by the expression ,total communication
or total confusion”. (Ogden, Paul W. (1996). The Silent Garden. Washington DC:
Gallaudet University Press.)

Lepot-Froment si Clerebaut (1996) offered one synthetic and functional
definition: each deaf child must be helped in developing the communication modalities
that are the most convenient for him and that are suitable for the exigencies of his
living environment.

Marshark (1993) makes the difference between simultaneous communication,
which refers to the simultaneous production of speech and signs, and fotal communcation.

1.5 Bilingualism

In the case of deaf children education, the bilingual approach means to
accept the sign language as the first language and the language of that country as
the second language, especially its written form.
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Some authors think that the bilingual approach attempts to address shortcomings
of total communication. In the bilingual approach sign language is used for school
and social purposes and represents the linguistic support to learning the second
language. There are educational programs that have adopted bilingualism as the
approach system for deaf education. Among these we mention the case of Indiana
School for the Deaf, USA (Joseph David Geeslin, 2007) and the Swedish and
Danish schools. They report successful educational experiments in the field of deaf
education, especially due to the systematic introduction of bilingual programs
(Mabhshie, Shan, 1995).

We consider this to be a very productive direction because it would allow
deaf and hard of hearing students to acquire the linguistic competencies of different
levels in sign language and verbal language (oral and written). The latest will no
longer be the only modality used to teach content for different disciplines, and its
level will no longer hinder the learning process.

Bimodality, the simultaneous presentation of the oral and gestural elements,
might be one viable option for the hearing parents of deaf children who want to
succeed early in communicating with their children.

2. Methodology

The present study is part of a more ample study, which has the following
general objectives:

1. To inform the hearing population on Romanian sign language and
culture of the minority represented by the deaf community.

2. To facilitate the communication between hearing community members
(employees of public local and regional institutions, parents of deaf and hard of
hearing children, families) and the deaf community.

3. To ensure acces to information to deaf community members by interpreting
some TV shows in romanian sign language.

4. To select some linguistic structures from different professional environments
of public institution, interpreting this structures in sign language and posting them
on the web site.

5. To enrich the active vocabulary of the deaf population (words and
phrases useful in different communicational contexts, specific to different professional
environments)

In the present study we wanted to radiograph the opinions and attitudes of
teachers for the deaf and hard of hearing students who work in a specialized school
institution. A questionnaire has been developed for teachers. It contains 14 questions
with closed answers, the number of possible answers varying between three and six.
In some cases, the items contain both closed and open- ended answers.
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According to the directions targeted by the contents of the questions, these
might be grouped as follows:

a)

b)

informations regarding the nature and level of studies of the teachers
that work with deaf and hard of hearing students, and their experience
in the field;

the communication systems used with deaf and hard of hearing students
in curricular and extracurricular activities, and in different communicational
contexts;

material and procedural resources used in the process of teaching and
learning sign language; the age and identity of possible sign language
users and the ways that these users might have access to this
communication system.

The content of the questions coresponds to the specific objective of this study.

Specific objectives:

1.

To identify the communication systems used by teachers who are specialized
in teaching deaf and hard of hearing students (oral communication,
signing, bilingualism, fingerspelling) and the communication situations
in which they are involved.

2. To identify the modalities used in acquiring sign language and the
systems used by teachers to support the communication with the deaf
students.

Participants

Fourty six teachers who work with deaf and hard of hearing students, teaching
elementary, middle and highschool levels, answered the questionnaire.

Results

The data collected was compiled in a data base and was statistically processed

with SPSS.

17. Descriptive statistics have been used and the Pearson correlation has
been applied. We will mention some of the most relevant results.

Regarding the methods considered to be efficient in communicating with
deaf students, the most predominant answer was total communication, no matter
the seniority in deaf education. Sign language and oral method were next, as Table 1

will show.
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Table 1.
Seniority and communication methods used in the teaching process
$seniority*$methods_teaching Crosstabulation
Communication methods®
LMG . . total | finger Total
(signlang.) oral - (bilingualism com. | spelling

Seniority. d.a*® 0-5years Count 6 5 2 19 3 22
% of Total 13,6% |11,4% 4,5% 432% | 6,8% 50,0%

5-10 years Count 3 3 0 6 2 7
% of Total 6,8% 6,8% ,0% 13,6% | 4,5% 15,9%

over Count 5 8 1 13 2 17
0yearss o0 ofTotal| 114% [182%| 23% | 20.5% | 4.5% | 38.6%

Total Count 12 14 3 37 6 46
% of Total] 27,3% |31,8% 6,8% 84,1% | 13,6% | 100,0%

The correlation coefficient is r =.664, p< 0.01, which indicates the need of
the teachers to combine the oral method used in communication with sign language. A
negative correlation emerged in the case of the bilingual approach and total
communication, on one hand because the ones that choose total communication exclude
or limit the use of other communication systems, and on the other hand because of the
persisting confusion related to the two systems mentioned above (r = -.673 la p< .01).
In the same train of thought, the manual alphabet is associated both with the use of
sign language (r =.556, p<.01) and oral communication (r =.532 la p<.01).

We can find significant correlations between the methods and communication
systems used in the teaching process and in the communication situations with deaf
students, not just in the formal and curricular activities, but also in the extracurricular
activities and daily teacher-student interaction situations.

Teachers who extensively use sign language declare that they use it both in
the teaching process (r =.059 la p<.01) and in the daily communication situations,
outside the classes, which indicates that the ones with good sign language skills
prefer this communication system both in the informal and formal situation, thus
facilitating and intensifying the information exchange.

We need to mention the fact that the teachers who use the oral method
outside the classes, also use it in the teaching process (r =.055 la p<.01), but along
with sign language (r =.758 la p<.01). The manual alphabet is widely used by
teachers in different communication situations, but also in the teaching process at
all school levels. This is illustrated by the positive correlation at significance
threshold p<.01. This shows that the use of manual alphabet is extended beyond the
first four years of schooling, when it is used in association with graphemes, and that
deaf and hard of hearing students from middle and highschool also use fingerspelling
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in communicating with their teachers, both during class time and outside of class
time. We consider this situation to show the need of a supporting system that might
be used to complete the oral method and communication system, and also the sign
language. In Romania, there aren’t any supporting systems similar to Language parle
complete (LPC), ansamble de kineme assistee (AKA), both associated with French,
or Cued Speech associated with English.

These acknowledgements might indicate a new research direction regarding
the use of the manual alphabet in school situations, to point out the effects on reading
tasks. Many studies have been undertaken in the romanian pshycho pedagogy which
demonstrated that the use of the manual alphabet in reading after fourth grade has
negative influences over its fluency (Pufan, 1982). One explanatory hypotesis is that
fingerspelling has a negative impact on the comprehension of the reading material
due to its analytic character given by the association phoneme-grapheme-manual
letter, which results in an excesive fragmentation of thought.

Question 9 asked teachers to express their opinion on the necessity of using
sign language in deaf education. Only one person considers sign language unnecessary,
the rest of the repondents (97,8%) consider sign language as being not only useful,
but also necessary. There is also a consensus in opinions regarding the age at which
sign language should be introduced to deaf children, most teachers consider that it is
necessary to introduce sign language at an early age. The distribution of the answers
is illustrated in Figure 1.

20

Count

-

early preschool elementary middle high school never
childhood

Introducing sigh language
Figure 1. The age sign language should be introduced

javascript:void(null) The positive and significant correlation (r =.436 la p<.01)
that has been made between the statement of some of the teachers who declare that
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they did not graduate special education training modules and also do not know any
instruments that would assist them in learning sign language, must be a warning
signal both for the persons who train teachers and their employers.

The graduates of Special Psycho Pedagogy, bachelor and masteral level,
declare that they use instruments that assist them in learning sign language, as Figure 2
shows. Regarding the instruments used, these are very diverse and express a certain
preference for a particular type, as Table 2 will illustrate.

§0,0%

Percent

[ —
T

yes no not intereseted

Knowledge of tools
Figure 2. Knowledge of tools

Table 2.
Tools used in learning sign language

$the use Frequencies

Responses

N Percent

Tools? dictionaries 19 24,1%
manuals 16 20,3%

classes 7 8,9%

DVD/CD 27 34.2%

I do not use 10 12,7%
Total 79 100,0%
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Conclusions and perspectives

Total communation is a system that combines elements from the other
communication systems: sign language, oral communication, manual alphabet, etc.,
and which can be used in proportions that differ from one person to another, according to
the child’s needs and posibilities, but also to the experience of the user. If the information
on total communcation were correct, if the teaching experiences in which it is used
were positive, then the repondents would have excluded the other methods (which are
already included in total communication) or they would have given more specific
answers at the open questions regarding the degree in which these are used. We intend
to clarify the conceptual foundations regarding the communication systems known by
the teachers and to make available for them the elements that would help differentiate
between the different methods and communication systems used in deaf education.

The identified need for a supporting communication system might be the
starting point for experimental studies whereby try to elaborate such systems, associated
to Romanian. Furthure on we will also investigate the difficulties deaf and hard of hearing
students have accessing different communication systems used by teachers, and also their
preferences for one or the other of these systems in different communication contexts.
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PERSPECTIVES ON THE PREVENTION OF LEARNING
DIFFICULTIES RELATED TO LANGUAGE STRUCTURE

CAROLINA HA TEGAN® ADELA GALG AU™

ABSTRACT. Through this research is emphasized the value of iiddphemes
(Mean Length of Utterance), MLU-words and of the nembf morphemes and
words collected based on the procedure of calogaMLU (50 statements
collected from child’s spontaneous speech), inigalavith children’s performance in
Reversal Test, in order to identify the predictiwue of these tasks for lexical-
graphical abilities structuring. The obtained resylrove MLU-morphemes and
the identified number of morphemes predictive \@lgempared with the performance
obtained in Reversal Test.

Keywords: mean length of utterance, reading-writing abititidearning difficulties,
morphological competence, speech complexity, RavEesa

ZUSAMMENFASSUNG. In dieser Studie Morpholigische Verarbeitung-
pradiktiver Faktor fur Lernschwierigkeiten” ist das Wert der mittlere Lange
der AuRerung MLU (Mean Length of Utterance)- MorpleerklLU- Worter und
die Anzahl der quantifizierten Wérter und Morpheawd Basis der Verfahren zur
Feststellung der MLU (50 AuRerungen aus der Spoptanke derKinder) in
Bezug auf der Leistung der Kinder in der Umkehruests{Reversal Test), der
pradiktive Wert dieser Proben zur StrukturierungKelisch-grafische Fahigkeiten
zu erkennen. Die Ergebnisse zeigen, den pradikiWert von MLU-Morpheme,
und die Anzahl der Morpheme identifiziert, in Beaug dem Reversal Test.

Schliisselworter: mittlere Lange der AuRerung, lese-schriftliche Fgiiten,
Lernschwierigkeiten, morphologische Kompetenz,cBgoenplexitét,
Umkehrungstest (reversal test)

I.  Theoretical background

1. Mean Length of Utterance — MLU (La mesure de laylegur moyenne
de production verbale - LMPV) indicates the levehwrph-syntactic development,
specifying the level of language proficiency wittetimplications in both oral and
written language therapy. This assessment is uselei Francophone and in the
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Anglophone space, for people ordinary developedpeople with cognitive
disabilities. Brown, (1973); Rondal, (1978); Lamband Sohier, (1979); Lambert,
(1981), Betty Hart, (1996) are few of the researsheho used this assessment of
developing language (apud Popovici, 1994).

2. Ways for Mean Length of Utterance inventory

For establishing the complexity of the utteranberd are two distinguished
perspectives of computing MLU in literature (PaRQ07), correlated with the
number of the new distinct words that can be idiedtiat the level of the analyzed
utterances. (Hategan, 2009)

2.1.MLU in Morphemes

Mean length of utterance calculated upon the lohsise morphemes belonging
to the utterances, represents a generalized teghinighe foreign specialized literature
beginning with 1973, when Brown distinguishes itaamethod of evaluating the
complexity of the verbal productions.

The advantages of using this method are given &yfaht it represents a
better prediction instrument than age, for esthbig the morphological and
syntactical complexity of the children’s utteranc&own (1973 apud Hickey,
1991) emphasized a greater variety in the develaprmoethe complexity of the
utterances from a syntactic point of view, comda® age, identifying MLU in
morphemes as an element with a greater predicawrevn identifying the learning
difficulties. 2.2.MLU in Words

The lexical unities that have been collected axéddd according to the
utterances taken into account. In order to emphasie prediction capacity of the
MLU-words, by comparison to the MLU-morphemes -aréing learning difficulties
(studies meant to underline the fact that the twangjfication methods represent in
fact two facets of the same phenomenon) correspordéetween the two identified
values have been calculated. In the majority oflisti that have been made,
correspondences between MLU-morphemes and MLU-wavdse numerous.
(Hickey, 1991; Hart, 1996; Rosenthal-Rollins; Sndawijllett, 1996; Arif; Bol,
2008). These results highlight the fact that th@ge procedures represent in fact
two ways of materialization of the same psycho-ged&al dimension, which is
the morphological and syntactic complexity of tleebal productions.

Also, the values that have been obtained by comguwf the MLU-words
have been compared to the ones obtained by thécafmh of some specialized
tests meant to underline the morphological compjeXollowing the same idea,
we can mention the study coordinated by Hickey 139th which the researcher
compared the morphological performance of the ohild- by computing MLU-
morphemes, MLU-words and by applying the LARSP, tadapted to native Irish
speaking population (LARSPanguage Assessment, Remediation and Screening
Procedure test which can determine the phases of the miagibal development). The
comparisons have indicated the fact that the leiveevelopment of the morphological
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abilities and the complexity level of the verbabguctivity are established in a
similar way by the three psycho-pedagogical methbdswere used.

Thus, we can highlight the fact that MLU-words less complex procedure
from the point of view of the necessity of adaptihgo the specific of every
historical language, can be used as a reliablefamdtional alternative for tests —
oriented on the grammatical dimension of the lagguaas well as the MLU-
morphemes method. In the following study we simaltd emphasize the same aspect —
for Romanian language.

3. The relationship between the morphological analysisphonological
processing and the acquiring of the writing-readingskills.

The relationship between the morphological procesaind other types of
processing, having in view highlighting of the inn@mce of the morphological
process and of its screening value in the domairleafning difficulties, is
emphasized by a series of studies and researcttegegan, 2009)

Carlise and Nomanbhoy, (1993) gave more importancévo aspects
concerning morphological awareness. The first dspefers to the relationship
between the phonological analysis and the morphcdb@nalysis, to the way in
which the performance related to the phonologinalysis explains the performance
in the context of morphological analysis. The sec@spect has in view the
determination of the degree, up to which the capanfi phonological analysis and
morphological analysis correlate to the lexicalliphi The evaluation type of the
morphological awareness includes production taskks @mprehension tasks, as
well. The results have shown that the phonologwedreness tests contribute in a
significant way to the registration of some gregterformances in the case of the
morphological awareness tests. Moreover, the @nlavho register high results at
phonological analysis tasks, obtain better resuitsthe more complex word
production tasks (from a morphological point ofwje compared to those whose
results at the phonological analysis tasks plaemtat the lowest level.

The phonological awareness and the morphologicaremess contribute
in a significant way to the structuring of the leadi abilities. The morphological
awareness offers a significant advantage in thegssing of various contexts, in
the case of a word.

In another study, Carlise, (1995) evaluated théiptieon dimension of the
phonological awareness and of the morphologicaremess correlated to the level
of the reading abilities, acquired by children leit first year of school, or in the
second year of school. The results demonstratéyhethesis according to which
the morphological awareness is directly involvethia lexical act, especially at the
level of comprehension.

Elbro; Armback, (1996) highlight the fact that inet same way that the
phonological awareness plays an important rolegating the reading “by letters”,
the morphological awareness has an important molederstanding the construction
of the words.
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In a longitudinal study, the same authors (Elbmojack) emitted the hypothesis
according to which dyslexia consists of a low c#éyaof meta-morphological
processing. The morphological awareness manifesit®ly most of the time at the
level of morphemes with flexion. Thus, it is comgghthe performance of the dyslexic
pupils — with an age between 1, 7 — 17,3 yearswith the one of the ordinary
developed subjects, through several tests: couatitige words in a phrase; construction
of the flexions, derived forms and the constructibmpseudo-words; inversion of the
morphemes in a compound word; morphological syighe®rphological completion.
In the case of counting, inversion and completiasks, Elbro; Arnback, (1996)
identify differences between dyslexic children amdinary developed readers of the
same age, in the acquisition of lexical abilitigag, identified differences being situated
at the level of morphological awareness, the distinof the dyslexic children being
established on the basis of the measurements rhtweraorphological level.

Leong, (1989) has studied the lexical performartdfethe poor readers in
relation to their abilities of morphological anak/sThe task was the completion of
phrases and its aim was the insertion of complesds/rom a morphological point
of view in adequate communication contexts. Thgezib had to read on a screen
incomplete phrases which they had to fill in witexions of a given root or by
derivation from the lexical base. It has been tegésl the answering time and the
results have been analyzed according to the matiiics between the root and the
derived form.

Two aspects have been revealed: the first refetsetéact that the speed of
reaction varies depending on the phonological antiie spelling modifications
between the root and the derived word; the secamkc points out distinct
subcategories among poor readers, the inter-ingividifferences being obvious.

Taking into consideration the fact that the stugiessented above highlight
the importance of the morphological processingteelado the phonological and
lexical processing, in the following study we witly to reinforce the prediction
dimension of the morphological processing, putelationship with the proofs that
investigate visual-spatial perception abilities, rengrecisely the Reversal test,
whose prediction role in identifying at a young abe learning difficulties, has
been demonstrated (Oltea Laura Ban, 1997).

II. The Design of the Research

4. Objectives

- Emphasizing the relationship between the numidfewords and the
number of morphemes by the application of the MM&#én Length of Utterance)
in the context of the Romanian language;

- Establishing the relationship between MLU - iords and MLU — in
morphemes in the context of the Romanian language;
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- Emphasizing the relationship between “The Meendth of the Verbal
Production” and “The Reversal Test".

5. Hypothesis

- between the number of words and the number aphemes there are
significant differences in Romanian language (flstatistic point of view)

- between MLU-in words and MLU-in morphemes thare significant
differences in Romanian language (from a statstiot of view)

- there is a significant correlation, from a s#di point of view, between
the results obtained at MLU-morphemes and MLU-waadd the Reversal Test,
which demonstrates the prediction value of the MihlUhe case of the learning
difficulties.

6. Participants

There have been selected 30 children, for the studgn the “Dumbrava
Minunata” Kindergarden from Zalau. The children hetween 6.6 — 7 years old,
and at the moment of the test they were at theoétite preparatory class (in June,
2011). Thus, the main criterion of selection is tesel of education (and
implicitly, the age) given the fact that the morfggical abilities may constitute a
reliable indicator, with a screening value conaegriearning difficulties related to
the structuring of the language (Lecocq, 1996; &lld996; Catts est al., 2000;
Carlisle, 2004; Paul, 2007), as well as the apptioeof the Reversal Test.

7. Means that have been used

There have been collected for the study, a numbéfty utterances from
the spontaneous speech of the participants andst ealculated the number of
words, morphemes as well as the MLU, having in vieevnumber of morphemes
(MLU- morphemes) and the number of words (MLU-wQrds

It has been applied, as well, the Reversal Test, itahas been quantified
the number of errors and the number of correct arsw his test has been used in
order to demonstrate the utility of computing MLUWwvhich has a prediction value
for the acquiring of the reading-writing skills. &ltommon point of the two tests:
MLU and Reversal is given by the fact that bothestigate facets of the pre-
acquisitions needed in the structure of the spakehwritten language.

8. Results and discussions

Due to the fact that Romanian language is a moedytcal language
compared with English, proving a greater numbemairphemes, there can be
identified significant differences between the itifgad number of morphemes and
words, as well as between MLU-morphemes and MLUewoin order to assess
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this research hypothesis t parametric test forepasamples was used as the results
obtained are characterized by homogeneity.

Table 1.

T test for paired samples morphemes-words; MLU-adid U-morphemes

Sig.
Paired Differences t df (2-tailed)
Std. 95% Confidence
Std. Error Interval of the
Mean Deviation| Mean Difference
Lower Upper
Pairl words | g5e333 | 2814330| 513806 -66,04225| -4502442] -10808 | 29 000
morphemes
Pair2  mlwords -I 1 10067 | 41110 | 07506 | -125418| -94716 | -14,664| 29 000
mlumorph

The results prove the fact that our first two hyyasis from this research
are confirmed, the differences being significantpin.01(Sig. (2-tailed)=.000).
Thus, in the case of the words and morphemes vahst is t=-10,808 (p<.01), and
in the case of MLU-morphemes and MLU-words t tedtig is t=-14,664 (p<.01).
T test has negative value as the number of wordsMirlJ-words is smaller than
the number of morphemes and MLU-morphemes.

Taking into consideration these results in Romataaguage for assessing
utterance complexity, there can be delimitated different directions, one of lexical,
even semantic nature, and the other one of morghwotwmture. Thus, in Romanian
language the two ways of assessing can be assbuidletwo subtypes of language
impairments, impairments based on morphologic dedied impairments based on
lexical deficits. This perspective fits in the nedinguistic approach, this differentiating
between the two subtypes of language impairmeras @ér Lely, Stollwerck, 1996;
Bishop et al., 2000 apud tégan, 2010).

Even if specialized literature (Hickey, 1991; Har®96; Rosenthal-Rollins;
Snow; Willett, 1996; Arif; Bol, 2008) considers MLWords as a easier to use version
of MLU-morphemes assessment tool, through thisareseve promote the assumption
that MLU-words and MLU-morphemes are two differassessing tools that offer
us the possibility of a more complex assessmetingtiistic abilities, predictor
factor for acquiring lexical-graphical abilities.

For confirming the tight relation between morphatad and lexical
processing and for supporting the implementationMifU-words and MLU-
morphemes procedures, considering them as two whgperationalizing of the
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same psycho-pedagogical construct, fallowing tvstirdit dimensions, we appealed to
a correlation study. Thus, there were calculateceladions among MLU-morphemes
and MLU-words, as well as between the number ofpim@mes and the number of
words collected by applying MLU-principles. The @ation between morphemes
and words was calculated in order to prove thetfattMLU procedure is valuable
one, it offering us different possibilities for ngiit with psycho-pedagogical value.

Table 2.
Corelations between MLU-words and MLU-morphemes
mluwords Mlumorph
mluwords Pearson Correlation 1 ,910
Sig. (2-tailed) ,000
N 30 30
mlumorph Pearson Correlation ,910 1
Sig. (2-tailed) ,000
N 30 30
**_Correlation is significant at the 0.01 levek&iled).
Table 3.
Correlations between words and morhemes
mluwords Mlumorph
Words Pearson Correlation 1 823"
Sig. (2-tailed) ,000
N 30 30
morphemes Pearson Correlation 823" 1
Sig. (2-tailed) ,000
N 30 30

**_Correlation is significant at the 0.01 levek@iled).

Both correlation as statistically significant r=Mbetween MLU-words
and MLU-morphemes (p<.01) and r value, calculatsveen the number of words
and the number of morphemes being r=.823 (p<.Gijd&htifying a strong correlation
between MLU-morphemes and MLU-words we can staeithRomanian language
results are similar with the one obtained in irediomal specialized literature regarding
this problem, aspect that offer us the possibiityecommend using MLU-words as
valid alternative for MLU-morphemes, despite thetfthat between MLU-words
and MLU-morphemes we registered significant diffees.

In this research we also calculated correlatiortsvéen MLU-words and
the results obtained in Reversal test, between Midyphemes and Reversal, as
well as between the number of words and Reveradlilze number of morphemes
and Reversal.
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Table 4.

Correlations between Reversal and words and Revargamorphemes

Words Morphemes
revcorrect Pearson Correlation 283 525"
Sig. (2-tailed) 130 ,003
N 30 30
reverrors Pearson Correlation -,283 -,525
Sig. (2-tailed) ,130 ,003
N 30 30

**_Correlation is significant at the 0.01 levek&iled).

Significant correlations, from a statistical pooftview, were established
between the number of morphemes and the performanBeversal test, r=.525
(p<.01). There is a positive association betweemntimber of morphemes and the
number of correct differentiated images in Revetssl, while there is a negative
correlation between the number of morphemes anduheber of errors registered
in solving Reversal test, thus the fewer errorsideatified, the greater the number
of morphemes is (r=-.525 (p<.01). this aspect psotfee fact that this research
approach is a valid one, Reversal test, as wethlaslating the number of morphemes
based on MLU procedure, can be used as psycho-pgidagitools with predictive
value for learning difficulties. Oltea Laura Bai907) underlined the importance
of using Reversal test and its predictive valueriter to ensure an early identification
of the children that are to develop lexical-graphlearning difficulties later on.

Between the number of words and the performancBewersal test are
calculated correlations insignificant from a state point of view, proving the
fact that morphologic structuring has a more surdigtive value for learning
difficulties, this being associated with the pemi@nce in Reversal test. An
explanatory hypothesis can be that the incidenckeahing difficulties that are
caused by deficits in pre-acquisitions (phonololgipeocessing, morphological
processing, and visual-spatial processing) is bigjuggn of the learning difficulties
that are caused by deficits in lexical processthig, offering us the possibility to
conclude that lexical processing are not pre-adtipiis with predictive value for
writing-reading abilities structuring.

Table 5.

Correlations between Reversal and MLU-words angdx Reversal and MLU-morphemes

Mluwords Mlumorphemes
revcorrect Pearson Correlation ,283 497"
Sig. (2-tailed) 1130 ,006
N 30 30
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Mluwords Mlumorphemes
reverrors Pearson Correlation -,283 -,497"
Sig. (2-tailed) 130 006
N 30 30

**_Correlation is significant at the 0.01 leveH&iled).

Significant correlations are calculated between Mhorphemes and the
performance in Reversal test r =.492 (p<.01). Theselts allow us to underline
the fact that there is a tight relation between ghotogical processing and the
ability to distinguish between the symmetric aneé ildentical in visual-spatial
representations.

There are not registered significant statisticaralations between MLU-
words and the results in Reversal test. An imporapect is the one that between
the number of words and the performance in Revéesalwas calculated the same
value in Person test as it was calculated betwekeld-Mords and the performance
in Reversal test, aspect that proves a very staddlee of this procedure used for
identifying lexical abilities structuring (r =.28p<.01). A less stable value, but with
greater predictive valences for lexical-graphidalitees structuring is registered by
calculating the number of morphemes and MLU-morpéem

9. Conclusions and new research directions

An important aspect that results from the resedrelmve described is that
morphological processing can constitute in a vemcfional predicting factor for
lexical-graphical abilities structuring, aspect famned by the correlation calculated
between the morphologic data and the performan&eirersal test.

As international researches from language areaglisas from speech and
language therapy focuses on MLU-morphemes as l@irigiportant an important
coordinator in establishing the diagnose, projectime intervention strategy and
the speech and language therapy, as a new regaeamgbective can be underlined
the need to calculate a predictive value of MLU-pi@mes in Romanian language
for speech and language area, based on Romanjprafgnfeatures and peculiarities.

A new direction for research can be the one ofgudifi U-words with
predictive value for verbal comprehension abilisésicturing. Regarding this aspect,
the research approach should be completed withvdaitzh facilitate comparisons
among MLU-words, the number of words collected gipyg) MLU procedure in 50
words, as well as the performance in Comprehenagsessment tools (Crichton
for instance).

A deeper investigation of the relation between peymotricity, phonological
awareness and developing writing-reading abilitfes, initiating intervention and
early prevention programs can constitute another feavalorizing this research
results. The final impact of these researches dhmeitthe implementation of specific
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curricular contents regarding developing and imimg\perceptual-motor structures,
as well as morphologic and phonologic processing.

Acknowledgements

This work was supported by CNCSIS- UEFISCSU, projeonber PN-I|
IDEI 2449/2008.

BIBLIOGRAPHY

Arif, H.; Bol, G.W. (2008).Counting MLU in morphemes and MLU in words in a
normally developing child and child with a languadjeorder: a comparative
study Dhaka University Journal of Linguistics, Dhakal.¢, pp.167-182.

Bishop, D.; Bright, P.; James, C.; Bishop, S; Vaar Dely, H. (2000)Grammatical
SLI: A distinct subtype of developmental languaggairment? Applied
Psycholinguistics, 21, pp. 159-18.

Carlisle, J. F. (1995Morphological awareness and early reading achievenie
Feldman, L. (Ed.) (1995), Morphological aspectslarfguage processing,
Lawrence Erlbaum Associates, Inc, Hillsdale, Newkypp. 189-209.

4.Carlisle, J. F.; Nomanbhoy, D. (1998Bhonological and morphological awareness in
first graders Applied Psycholinguistics, 14, pp. 177-195.

Carlisle, J. F. (2004Morphological processes that influence learningdad, in C.

A. Stone, E. R. Silliman, B. J. Ehren; K. Apel (Bd$landbook of language
and literacy, Guilford Press, New-York.

Catts, H.; Fey, M.; Proctor-Williams, K. (2000)he relationship between language
and reading: Preliminary results from a longitudinavestigation Pubished
in Logopedics, Phoniatrics, Vocology, Volume 25uis 1, pp. 3 - 11

Elbro, C.; Arnbak, E. (1996) he role of morpheme recognition and morphological
awareness in dyslexi@dnnals of Dyslexia, 46, pp.209-240.

Hart, B. (1996).The initial growth of expressive vocabulary amomgdren with
Down syndromejournal of Early Intervention, vol. 20, No.3, 2221.

Hategan, C. (2009Modalitari de evaluaresi stimulare a competegai morfologice
Tez de doctorat nepublicatCluj-Napoca.

Hickey, T. (1991).Mean length of utterance and the acquisition o$HriChild
Language, Great Britain, pp.553-569.

Lecocq, P.; Leuwers, C.; Casalis, S.; Watteau18P). Apprentissage de la lecture et
comprehension d enongd&resses Universitaires du Septetrion, Lille.

64



PERSPECTIVES ON THE PREVENTION OF LEARNING DIFFICUES RELATED TO LANGUAGE STRUCTURE

Leong, C. K. (1989)The effects of morphological structure on readingfigiency:
A developmental studiReading & Writing, 1(4), pp. 357-379.

Oltea Laura Ban, (1997)estul ,Reversal’-prold cu valoare predicti# pentru insgirea
citirii si scrierii Tn Preda, V. (1997). Probe de Psihodiagnostiaydhtaluarea
Copiilor Deficienti, Cluj-Napoca

Paul, R. (2007)L.anguage Disorders from Infancy through AdolesceAssessment and
Intervention 3rd Edition, Mosby-Year Book, St. Louis.

Popovici, D. (1994)Dezvoltarea comunigii la copiii cu deficieme mintale Editura Pro
Humanitate, Bucugi.

Rosenthal-Rollins, P; Snow, C.E.; Willett, J.B.(69%redictors of MLU: semantic
and morphological developmentsrst Language, vol. 16, No.47, 243-259.

Van der Lely, H. K. J.; Stollwerck, L. (1996 grammatical specific language
impairment in children: An autosomal dominant interce Brain and
Language, 52, pp. 484-504.

65



STUDIA UBB PSYCHOL.-PAED., LVI, 2, 2011 (p. 67 — 73)

THEORETICAL ACCOUNTS OF SENTENCE PROCESSING

ALINA PREDA ©

ABSTRACT . Psycholinguistic investigations into such mattssentence processing
and discourse processing aimed to first identifetibr during these processes the
focus is on the deep or on the surface structuigenfences. Therefore, in order to
formulate sound principles of sentence procespisggholinguists studied the ways in
which people process various instances of syntaotibiguity and, especially,
temporary ambiguity. Psycholinguistic theoreticat@unts of sentence processing
have been, until recently, dominated by two sepatr&nds: thestructure-based
models and theconstraint-based modelsThese have lately come under scrutiny
and new models have been devised in an attempbte accurately describe the
sentence comprehension techniques employed bydgegusers.

Keywords:sentence processing, structure-based models, raimsbased models,
syntactic ambiguity, lexical clues, semantic cluesitextual clues.

ZUSAMMENFASSUNG. Die psycholinguistischen Nachforschungen in wias d
Satz- und Diskursverarbeitung betrifft, zielten aldr zu identifizieren ob bei
diesen Prozessen der Schwerpunkt auf der tiefenadieflachigen Struktur liegt.
Deswegen, um solide Grundsétze fur die Satzvetarigeformulieren zu kénnen,
analysierten die Psycholinguisten die verschiedéfeisen in denen die Menschen
unterschiedliche Situationen von syntaktischer inedesondere von voriibergehender
Ambiguitat behandeln. Die theoretischen psycholistigchen Berichte Uber
Satzverarbeitung waren bis neulich von zwei urthéedtichen Richtungen dominiert:
die strukturbasierte Modelle und die einschrankesginte Modelle. Diese sind in der
letzten Zeit auf den Prifstand geraten, wahrend hodelle entwickelt worden
sind, um die von Sprachenanwender beniitzten Sataweinistechniken besser
beschreiben zu kdnnen.

Schltisselworter: Satzverarbeitung, strukturbasierte Modelle, eiré@ckungbasierte
Modelle, syntaktische Ambiguitat, lexikalische Hiis&, semantische
Hinweise, kontexuelle Hinweise.

Psycholinguistic modelling theoretical accounts sgintence processing
have been, until recently, dominated by two sepati@nds:serial parsing — the
structure-based models or the modular ones andparallel parsing — the
constraint-based modelgr theinteractive ones. Researchers following the former
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trend, also known athe “two-stage” model argue that syntactic information is
processed at first, semantic information and otipes of clues being taken into
consideration at a later stage. Those favourindatter trend, also calletthe “one-
stage” model claim that whenever there are various sourcésfafmation, different
in nature, they are processed simultaneouslygaibtequally important constraints.

Advocates oferial parsing explain that syntactic structure is the stepping-
stone of sentence processing because the constitnietihhe sentence are separated
before any semantic interpretation may interferem& psycholinguists contend
that during the first stage of analysis the listieader focuses on six of the
sentence’s words at a time, trying to classify ttesdifferent parts of speech, and
then groups them together into phrases as accumelvorking memory capacity
allows (see Frazier, 1987, 1979; Ford, Bresnan Ql&a 1982; Frazier & Rayner,
1982; Rayner, Carlson & Frazier, 1983; Ferreiralftdd 1986; Ferreira & Henderson,
1990). Others argue that thematic role informat®msed during this initial stage
(Abney, 1989; Clifton, Speer & Abney, 1991; Pritthd992; Crocker, 1995). The
second stage involves reaching a coherent syntsicticture for the sentence as a
whole, using these structured phrasal buildingksloElowever, the “short-sightedness”
of the first stage may trigger errors in the secaadising a misreading. Moreover, in
the case of sentences marked by temporary syngbaguity, reframing is required.
Consequently, all two-stage models state thatgifinitial analysis does not match the
data gathered in the second stage, a reanalyssgiismed.

The most notableerial parsing model is Frazier'gjarden-path theory:
due to working memory constraints, language usetisenthe initial decision based
on the most minimal grammatical analysis, in order avoid committing
unanalysed items to memory, and then employ thernmdgrmation before finalising
sentence processing. Processing difficulty arisesnfpossible inconsistencies
between the information accessed during the fingt, aespectively, the second
stage of analysis. If parsers extract the primgntagtic structure of a sentence on
the basis of the words’ grammatical categorieserathan their meaning, all the
sentences built on the same syntactic pattern dhmuprocessed in the same way.
Still, other researchers discovered significantexineffects that seem to contradict
this theory (Altman & Steedman, 1988; Altman, Gammh& Dennis, 1992, Biritt,
Perfetti, Garrod & Rayner, 1992; Trueswell, Tanarth& Kello, 1993; Trueswell,
Tanenhaus & Garnsey, 1994; Britt, 1994; Altman, tham & Henstra, 1994;
Trueswell, 1996; Garnsey, Pearlmutter, Myers & lcitg 1997).

Proponents ofparallel parsing models present a theory of sentence
comprehension that relies on multiple strands &rimation (syntactic and also
non-syntactic information — pertaining to plaustiijl frequency and situationality
or context) coming into effect almost simultanegudlhus, a number of possible
interpretations coexist, until one is validatedsdzhon the number and strength of
the constraints supporting it. However, in the gasembiguous sentences processing
difficulty does arise, because two (or more) coingeanalyses become (or remain)
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activated, since they are equally supported by (mvanore) parallel analyses (see
Tyler & Marslen-Wilson, 1977; Taraban & McClellartB88; Trueswell, Tanenhaus
& Kello, 1993; MacDonald, 1994; MacDonald, Pearlteut& Seidenberg, 1994;
Trueswell, Tanenhaus & Garnsey, 1994; Spivey-Krmwd Sedivy, 1995; Trueswell,
1996; McRae, Spivey-Knowlton & Tanenhaus, 1998).

Competition is said to arise in examples sucH las legal advisor of the
CEO that had been arrested at the meeting spentritght in his cell. which can
be assigned four different interpretations:

1. The person who got arrested was one of the CEQd& kdvisors and
it was this particular advisor that had to sperertight in his prison-cell.

2. The person who got arrested was one of the CEQa ldvisors and
this particular advisor spent the night in the C&Q@tison-cell (who had been
previously arrested).

3. The person who got arrested was the CEO and thedegal advisor
spent the night in the CEQ'’s prison-cell (keepiimg bompany, presumably).

4. The person who got arrested was the CEO and thé<Jegal advisor
spent the night in his own prison-cell (where heswaesumably, sent by the judge
for contempt of court).

Taking into account the source of processing diffic Van Gompel,
Pickering and Traxler (2001: 226-232) elaborate ifferént classification of
psycholinguistic theoretical accounts of sentenaegssing:reanalysis models
andcompetition modelsre the two broad categories.

Reanalysis modelsncludefixed-choice two-stage modelsuch as Frazier's
garden-path theory (GP), which operates under the assumption that hyrasasers
are invariably guided in their analyses by the cttrral principles of minimal
attachment and late closure. Abnetfismatic accountfavours argument attachment
analysis as the initial step, wheraagerential theories, previously classified as
parallel, notserial modelsrely on a very quick selection (from the variousgiel
possibilities entertained) of the analysis thatisithe lowest number of unsatisfied
presuppositions. While GP claims to be able to iptedsolution paths for all types
of syntactic ambiguity, the other two do not. Thenber ofvariable-choice two-stage
modelsis reduced, only two having been clearly arti@datThetuning hypothesis
states that the frequency effect dominates th&lirstage in sentence processing,
as language users tend to favour the structures freggiently encountered in the
language ((Mitchell, Cuetos, Corley & Brysbaert93® Although the speakers’
exposure to various syntactic structures is bowondifter, “any given person will
have a fixed preference for a particular senteye’t(Van Gompel, Pickering and
Traxler , 2001: 227). According to thiarestricted race model“the initial analysis of
a syntactic ambiguity is affected both by indivitldiferences (as in the tuning
hypothesis) and by syntactic and nonsyntactic chenistics of the sentences” (Van
Gompel, Pickering and Traxler, 2001: 22Zpnstrual theory (Frazier & Clifton,
1996) is a reanalysis model used in order to agwderalisation in ambiguity
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resolution. Thus, it distinguishes between theese® processing techniques adopted
in the case of argument ambiguities (or primaryapas) and those employed in the
case of adjunct ambiguities (or non-primary phrasekis theory works like a
fixed-choice model with regard to argument ambiguiies and predicts that for
sentences in which ambiguities arise between twactsires involving primary
relations the simplest analysis based on the siraictprinciples of minimal
attachment and late closure will always be adopfattitionally, for sentences
where ambiguity arises between a primary and apmonary relation it is the
primary relation that will always be favoured. Hoxge with regard to adjunct
ambiguities construal theory works like a variableehoice model predicting
that, in such caseshe principle of construal is used for ambiguity resolution:
non-primary relations are “associated with all assattachment sites within the
current thematic domain (defined in terms of thestmecent theta assigner), and the
final choice of attachment is made between theferdnt sites in an unrestricted
manner” (see Van Gompel, Pickering and Traxler12@27-228).

Competition modelsire also known asonstraint-based lexicalist models
because they were designed under the assumptibthéra is an inextricable link
between syntactic and lexical ambiguity resolutereas advocates mfanalysis
modelsacknowledge th@resence of competition in the case of lexical guity
resolution, as word meanings are accessed conttyrfenin parallel), but argue that
syntactic ambiguity resolution is achieved as alted serial parsing, promoters of
competition modelslaim competition also arises in the case of sjictaambiguity
resolution, this being due to the role of conteldted and frequency-related constraints
likely to determine the activation of opposing atetives and to support several
different interpretations causing them to remaitivated until the analysis reaches
a unigueness point and competition is resolved.sTHpivey-Knowlton and
Sedivy (1995: 260) point out that elevated readimgs should be regarded not as
the result of the realisation that the initial sm& was incorrect but as the manifestation
of competition between equally supported antagmniisterpretations: “Near equal
activation levels will result in lengthy competitiohence greatly slowed reading
times at the point of ambiguity”. Van Gompel, Pidkg and Traxler (2001: 229-
230) mention that long-lasting competition alsorelterises some computational
accounts, such d@lse competition-integration modealf McRae, Spivey and Tanenhaus
(1998) or that of Tabor and Tanenhaus (1999). Meithe former model nor the
latter ones, however, clearly specifye time course of competitiothough the
latter models postulate that competition progredgivdecreases as the parser
advances from one word to the next (see Van GorRpelering and Traxler, 2001
230). Nevertheless, as Van Gompel, Pickering aadldir (2001: 230) explain, “none
of these theories claim that the nonpreferred amalg abandoned completely. In all
theories, multiple analyses remain activated inalper (though perhaps only
weakly) at least as long as the sentence is amb#gua] Hence, they assume that
competition is long-lasting.”
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Psycholinguistic modelling theoretical accounts seintence processing
take into consideration the properties of the humard as well as the structure of
the language, and focus on the analysis of theege®s taking place in the human
brain during the production and reception of bgtbken and written discourse.
Psycholinguistic investigations into such mattersentence processing and discourse
processing aimed to first identify whether durihgge processes the focus is on the
deep or on the surface structure of sentencesefbiney in order to formulate sound
principles of sentence processing, psycholingsistdied the way in which people
process various instances of syntactic ambiguity especially, temporary ambiguity.
Proponents of various models have attempted tdifgehe strategies used by the
human parsing system in order to show how peoplendacisions about syntactic
structures when dealing with uncertainty or incateinformation and, consequently,
with more than one interpretation. While it is usisally acknowledged that, due to
memory constraints, a sentence’s complexity defipitakes its toll on the way in
which the parser manages ambiguity, neitixerd-choice two-stage reanalysis models
nor constraint-based lexicalist competition moddigve been able to successfully
describe the process of sentence comprehensiditlie @ases that require ambiguity
resolution. @nstrual theory, on the other hand, seems to enjoy more flexybiéis
it only operates like dixed-choice modelin the case ofrgument attachment
ambiguities, and rather like @ariable-choice modelwheneveradjunct attachment
ambiguities are present. However, recent eye-tracking expetsn@an Gompel,
Pickering, Liversedge & Traxler, 2010) seem to Ughttioe unrestricted race modelas
one of the most accurate accounts of sentencessiogeand ambiguity resolution.
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WORKING MEMORY ABILITIES AS PREDICTORS OF
MATHEMATICAL PERFORMANCE IN FIRST GRADE

CARMEN BODEA*

ABSTRACT. In the current study, we have investigated the predictive role of
working memory on mathematical performance in first grade. We have analyzed
separately the relation among several measures of working memory and Mathematical
knowledge. Therefore, we assessed the three working memory components, based
on Baddeley and Hitch’s model (1974), in the beginning of first grade. Seven
months later, we administered the measures of Mathematical knowledge. Analyses
showed that all three components of working memory were significantly correlated
with the Math knowledge test.

Keywords: working memory; mathematical performance; central executive component,
phonological loop, visual spatial sketchpad.

Introduction

The role of working memory in the development of mathematical abilities
is not sufficiently clarified, as there is contradictory data in the literature. Previous
findings (Alloway and Gathercole, 2006) indicate that the role of working memory
in mathematical performance varies as a function of age and type of mathematical
tasks. In a comprehensive theoretical synthesis, Raghubar, Barnes, and Hecht (2010)
summarizes the findings from the literature, concluding that executive and visual
spatial skills may be employed for learning of new mathematical knowledge, while
phonological loop may be more involved later in the learning process after the skill
has been consolidated.

Rasmussen and Bisanz (2005) found that in the beginning years of formal
Math learning, visual- spatial abilities play a major role, in representing quantities
visually. These representations are stored in visual- spatial memory. As they improve
their formal math experience, children move from visual representation towards
phonological representations, stored in phonological loop. Rasmussen and Bisanz
(2005) found a greater contribution of visual- spatial working memory to math
performance in preschool children and a change in the relations between different
components of working memory and Math performance as a function of age and
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formal Math experience. In the mentioned study, researchers found a correlation
between visual-spatial memory abilities and preschool performance in Math activities
presented verbally or non- verbally. Visual spatial functioning was an independent
predictor of non- verbal Math problem solving at this age (mean 5 years, 3 months),
but was not correlated or predictive of any type of arithmetical task in elementary
students (mean age 6:11).

In a different study, Kyttala & Lehto (2008) studied the relation among
intelligence, active and passive visual- spatial memory, and Math performance.
Participants were 128 adolescents (15- 16 years old). Active visual- spatial memory
was measured through a mental rotation task. Passive visual- spatial memory was
measured by a simultaneous processing task (visual matrix) and a successive processing
one (on Corsi block model). Raven progressive matrices indexed fluid intelligence.
Results indicate a significant contribution of non- verbal intelligence in overall Math
performance, as well as in areas such as mental arithmetic, geometry, Math problem
solving. Simultaneous passive visual- spatial memory was implicated in overall Math
performance and mental arithmetic. Overall, results indicate a selective implication
of visual- spatial abilities in Math, according to the mathematical domain.

Bull, Andrews Espy, and Wiebe (2008) in a longitudinal study investigated
the role of several cognitive abilities (measured at 4.5 year old) for the prediction
of mathematical performance three years later. Short term visual spatial memory
emerged as the unique predictor specific to mathematical ability. Even when reading
was controlled for, Corsi Span Forward contributed significantly to the variance in
mathematical performance of 5-6 year olds and 7-8 year olds.

Passolunghi, Vercelloni, and Schadee (2007), based on regression analysis,
have emphasized the importance of central executive component for the prediction
of mathematical performance at the end of first grade. Similar results were obtained
by De Smedt, Janssen, bouwens, Verschaffel, Boets, and Ghesquiere(2009), central
executive abilities were a unique predictor of mathematical performance at the end
of the first semester of first grade and beginning of second grade. Based on regression
analysis, De Smedt et al. (2009) brought evidence in support of a different implication
of the working memory components in predicting mathematical performance as a
function of age. In first grade, the central executive component and the visual spatial
sketch pad (especially with the spatial component) emerged as unique predictors of
mathematical achievement measured with a curriculum based standardized achievement
test (number knowledge, understanding operations, simple arithmetic, word problems
and measurement). Phonological loop was a unique predictor of mathematical
achievement at the beginning (first month) of second grade.

Meyer, Salimpoor, Wu, Geary, Menon (2010) have obtained that counting
recall (as a measure of the central executive component) explained 20% of the
variance of second graders’ performance in mathematical reasoning tasks. In third
grade 11% of the variance of performance in mathematical reasoning tasks was
explained by visual spatial memory abilities. In a longitudinal study, Passolunghi,
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Mammarella, and Altoe (2008) obtained that in first grade the role of intellectual
ability in predicting mathematical performance was mediated by working memory
and short term memory.

Based on the reviewed data, we can conclude that more research is needed
in order to clarify these relations among working memory components (as
comprised by Baddeley and Hitch’s model) and mathematical performance. More
studies are needed, particularly longitudinal and not cross sectional, as other factors
are also important. Such factors seem to be related to cultural differences that
influence differently the acquisition of phonological representations (de Jong and
van der Leij, 1999) and mathematical education. These two can lead to an early
shift between the components of working memory at seven years of age. Such as,
given that teaching methodology in introducing and developing number concept
and arithmetical operations in first grade students relies heavily in the first months
on manipulating sets of objects, we can assume that some type of visual spatial
representations are employed later on in arithmetic and that visual spatial sketchpad
would be used to manipulate these representations. Also, by developing working
memory capacity, an available mental space would be created that would allow for
a shift from concrete action to mental manipulation. Another shift would be in the
type of working memory component employed. Is this shift made earlier than
reported in the literature, based on the characteristic of linguistic context? On the other
hand, attention resources of the central executive component would be particularly
useful at the time of learning new mathematical skills and concepts, as these skills
are not automatized. If visual spatial representations put a greater load on the central
executive, than by shifting to a more reliance on phonological representations, we
assume that the predictive role of the central executive component for math
performance would also be to a lesser extent.

Therefore the aim of the current study is to investigate the unique contributions
of working memory components in predicting math performance at the end of first
grade on a Romanian student sample (by replicating previous results on the importance
of working memory abilities in first grade math performance). Our hypothesis is
that all three working memory components would significantly predict mathematical
performance in first grade.

Method

Participants

A total of 103 first grade children in two different counties (Cluj and Dolj)
were tested at the beginning of first grade and 7 months later. Child participation
was voluntary, with written parental consent.
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Procedure

Participants were tested in two stages. The first phase lasted throughout
October and November and the second in April-May.

In the first phase, measures of working memory components considered in
the study were administered. In the second phase, the math knowledge test was
administered collectively.

Measures

Working memory skills were measured by means of several tasks. Thus, the
phonological loop function was assessed through digit span forward subtest (Wechsler
Intelligence Scale for Children-IV). This is considered a measure of short-term verbal
memory. Reliability coefficients are appropriate and have values over 0.9.

Phonological loop abilities were measured through Digit span forward (DSF)
(Wechsler Intelligence Scale for Children - IV). In order to have a non- numeric
measure of phonological loop, and based on existing descriptions in the literature
(Noel, 2009), we have built an experimental word span task. In this type of task,
the child is presented increasing series of mono-syllabic words, with a frequency of
1 word per second. The child is required to repeat the words in the same order of
presentation. The words selected are adequate to developmental characteristics of the
child, and have a high frequency in Romanian language. At the first level, there are
series of two words. The series go up to 6 words. For each span length, there are 3 items.
If the child made errors consecutively for 2 items of the same length, the testing
was stopped. Each correctly recalled series received 1 point. For each set, the total
score was multiplied by 1/3. Total maximum score was 5. Internal reliability of the
task, measured through split half is adequate (Guttman split-half=0,74; Sperman-
Brown r= 0,74).

The central executive component was evaluated by the digit span backward
(DSB) subtest of the Wechsler Intelligence Scale for Children-IV (Romanian edition,
2011). The internal consistency is adequate, the a Cronbach coefficient has a value
greater than 0.9.

Visual-spatial working memory was assessed through a Corsi blocks type of
task (MVSSP), the computerized version, built based on descriptions in the specialized
literature.

The mathematical knowledge test is an informal educational tool, built
based on the first grade Math curriculum in place (2003) and related performance
benchmarks, but also by consulting an alternative second grade Math textbook (Pacearca
and Mogos, 2004). The final version of the test comprised 23 items, grouped into the
following dimensions: number, ordering, reading and writing numbers, numerical
comparison, number composition, calculation. The raw data obtained were the basis
for calculating the internal consistency of the instrument. A 0.84 a Cronbach coefficient
was obtained, which corresponds to a good internal consistency.

We present underneath the contents distributed over the 6 dimensions:
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e Counting (forward/backward, by ones or skip counting): 1 through 6
(6 items)

Number ordering (items 7,8,9a, 9b, 9¢c, 12, and 20)(7 items)

Reading and writing numbers (items 10 and 11)(2 items)

Numerical comparisons (items number 13, 14, 15, 18, 19)(5 items)
Composition and decomposition of numbers (item 16) (one item)
Calculation (items 17 and 21) (2 items)

Design

In order to investigate predictors of math performance we employed a
multivariate procedure that would allow us for considering several predictors for
our criterion variable. Due to the fact that we have several predictor variables, some of
them overlapping partially, we proceeded first at investigating their correlations
and only afterwards at combining the significant ones into prediction models. We
chose to use multiple hierarchical regressions that allow us to introduce independent
variables in a specific order. Therefore we used a forced entry method.

Results

First we analyzed the usefulness of including several measures of working
memory components into the prediction model.

Table 1.
Correlation matrix among measures of working memory and mathematics
Test of mathematical word
knowledge DSF DSB MVSSP span
Test of mathematical - 377 376" 2837 179
knowledge
DSF 377" - 3237 223" 527
DSB 376" 323" - 2947 303"
MVSSP 283" 223" 2947 - 253
word span 179 527" 303" 253 -
Note: ** p < .01; * p <.05 / DSF — digit span forward; DSB — digit span backward; MVSSP —visual
spatial sketchpad.

As illustrated by the correlation matrix, the strongest relationships between
measures of working memory and mathematical performance emerged in the case of
DSF and DSB. Both correlate positively with mathematical performance. Positive
correlation, weaker, though significant is between MVSSP and mathematical performance.
Significance threshold for r values was subjected to Bonferroni corrections.
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The non-numerical measure of the phonological loop did note correlate
significantly with the criterion and therefore was not considered into the prediction
model. Analyzing the relations between the predictive variables, one can observe
that these are significant except for the correlation between MVSSP and Word
Span. There is a strong correlation between the two numerical measures of working
memory and a weaker, positive and significant correlation between MVSSP and
DSB. Based on these results, we eliminated Word Span and we established the order
for the first entry of prediction blocks. Table 2 presents descriptive statistics for the
measures of working memory and mathematical knowledge.

Table 2.
Descriptive statistics
Mean SD N
Math knowledge test 15.6528 4.14145 104
DSB 4.9327 1.15972 104
DSF 6.5288 1.33625 104
MVSSP 1.0577 73672 104

Note: DSF — digit span forward; DSB — digit span backward; MVSSP —visual spatial sketchpad;

We introduced the variables in the model in the following order: backward
digit span, forward digit span and last visual spatial sketchpad. After analyzing the
indices for extremes, we obtained that parameters D? Mahalanobis, D-Cook and
Standardized Dfit are in accepted range. Therefore our data does not contain extreme
values that would affect the prediction model.

Table 3 illustrates the correlation coefficients and the R squared values for
each of the three working memory components considered in the study.

Table 3.
Change Statistics
2 5
4 3
-2 © <
Model - 5 o o Q =
25 E 3 g g g g &
25 DE ZE £ - -
~ ~ fﬂ: 3 ©» |{ ~ 6 =3 S| % ) 'LQ) 5
1 484 234 226 3.64240 234 31.158 1 102 .000

2 540 292 277 3.52027 .058 8.200 1 101 .005
555 308 287 3.49728 .016 2.333 1 100 .130  1.731
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Analysis of results indicates that two of the three models have similar
prediction power (R= 0.54 and R = 0.55). R” change indicates that eliminating the
last predictor from the model would have a small effect over R*. The first model
explains most of the predicted values, R* = 0.234, F(1, 102) = 31,158, p < 0.001. In
other words 23% of the variance in the mathematics test results is due to the variability
of this predictor (measure of the Central Executive component). R* value for the
second model indicates that by introducing Phonological Loop into prediction model
will explain an additional 5.8% of the variance for predicted values (R* = 0.29,
F(2,101) =20.77, p < 0.001).

In the third model we introduced MVSSP which explained an additional 1%
of the variance for predicted values (R* = 0.30, F(3,100) = 14.81, p <0.001). Multiple
regression coefficients for all three models are statistically significant (p< 0.001)
which invalidates null hypothesis and supports that prediction based on the model
is better than random prediction. Based on sum of squares residual analysis we can
conclude that by adding more predictors to the backward digit span would increase
prediction power but it won’t modify the significance level.

In the case of the first model, where we introduced only the Central Executive
measure, =0,484, t (102)=5.58, p<0.001. For the second model both coefficients were
statistically significant (Bgss= 0,38, t=4,22, p<0.001; Bys= 0,26, t=2,86, p<0.01). For
the third model the coefficients corresponding to VSSP was not significant (f= 0,13,
t=1,52, p>0.10).

Discussion

In the current study, we aimed at examining whether measures of working
memory early assessed in the beginning of first grade would predict mathematics
performance seven months later. The correlational analyses conducted first indicated
that all three components of working memory were significantly related to math
performance. However, the relation between the non- numerical measure of the
phonological loop and mathematical performance was not significant, whereas the
numerical measure of the phonological loop correlated significantly with Math
performance. On the other hand, the correlation between the two measures of the
phonological loop was a strong one (r=0,52, p<0.001), which comes as a strong support
for the criterion validity of the word span task (an experimental task in our study).

Based on the linear correlations, we selected to introduce in the first prediction
block the central executive component. The second block contained additionally
the phonological loop. In the third block, we introduced additionally the visual- spatial
memory.

The results of the regression analysis indicate that central executive component
can uniquely explain 23% of the variability in the scores on the Math knowledge
test. In other words, the central executive component represents a good predictor of
Math performance. By adding a second predictor, represented by the phonological
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loop, a greater proportion was explained (29%). Whereas, by introducing visual-spatial
working memory in the third block, only a small percentage change occurs (1%).
By analyzing values of the unstandardized and standardized coefficients of the
regression analysis, one can observe that the coefficient for the visual spatial working
memory was not statistically significant. Consequently, it was not introduced further
into the regression model.

Therefore, Math performance on a curriculum based informal test, can be
predicted by the central executive and the phonological loop performance, as measured
at the beginning of first grade. It needs to be pointed out that both measures were
numerical. Visual spatial working memory explains only a small proportion, as
compared to the central executive component and the phonological loop. One possible
explanation comes from the correlation between its measure and the central executive
measure (r= 0,29, p< 0.001).

This correlation comes in support of the hypothesis that visual spatial memory
tasks load heavier on the central executive component, as compared to phonological
loop task (Miyake et al., 2001). Also, some researchers argue that visual spatial tasks
require more attention resources from the central executive component, especially
in younger ages (Alloway et al., 2006, apud De Smedt et al., 2009). However,
DeSmedt et al.(2009) showed that in first grade, visual spatial working memory
and the central executive component, but not phonological loop contributed each
uniquely to the prediction of Mathematical performance. Moreover, by separately
analyzing the contribution of the spatial and the visual components, the above
mentioned authors argue that prediction power is mostly conferred rather by the
Corsi block type of tasks. In our study, phonological loop explains, in addition to the
central executive component a considerable proportion in the variability of scores
on the Math knowledge test. It is possible that this switch from visual to phonological
representations to occur earlier in the case of Romanian children, as a consequence
of the combined action of several factors, including the facilitation offered by a
phonetic language, but also by a transparent numeration system, and an early contact
with abstract symbolic representations since kindergarten.
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THE EFFECTSOF METACOGNITIVE TRAINING ON MATH
PERFORMANCE: INDIVIDUAL VERSUSSMALL GROUP

ANCA MAIER"

ABSTRACT. In the current study we investigated the effetthe metacognitive
intervention on students’ math performance. Itlskabwn as metacognition may
influence how children learn or perform Mathematiearticipants were seventh grade
students from two different schools, who were ramiyoassigned into one of the
three groups. First group received an individualaoegnitive training, the second
one received a metacognitive training combined withcooperative learning, and
the third one was the control group. Particulahg, study was conducted to investigate
the effect of metacognitive intervention delivery students Math performance.

Keywords:metacognition, training, metacognitive strategi@sth performance

ZUSAMMENFASSUNG. In der vorliegenden Studie haben wir die Auswidem
der metakognitiven Eingriffe in mathematischen Leigafahigkeiten der Schuler
untersucht. Es ist bekannt, dass die Metakognitiorere Einfluss auf die
Leistungsfahigkeiten und die Lernensart der SchieMathematik ausibt. Die
Teilnehmer an der Studie waren Siebtklassler voschéedenen Schulen, die in
eine der drei Gruppen wabhllos zugeteilt worden .divid erste Gruppe hat einzelne
metakognitive Ausbildung, die zweite metakognitié@sbildung zusammen mit
kooperativem Lernen erhalten, und die dritte stalite Kontrollgruppe dar. Die
Studie war insbesondere demnach ausgefuhrt, umntessuchen, ob es wesentliche
Unterschiede in metakognitiven und mathematischastungsfahigkeiten an Schilern
gibt, die Uber eine Art metakognitiver Ausbildungrtweder individuell oder in
Kleingruppen — verfugen.

Stichwdorter: Metakognition, Ausbildung, metakognitive Strategieathematische
Leistungsfahigkeiten

1. Introduction

Considering the complex nature of mathematical domd may be
important to evaluate the metacognitive skills idey to focus on metacognitive
training and its role in mathematics learning amdaopment. Metacognition is
considered an important mediating variable for déay. Improving students’
metacognition may influence students’ math perforocea But metacognitive skills
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need to be taught explicitly in order to improvel aannot be assumed to develop
from freely experiencing mathematics (Desoete, 200fe question is how can
we improve mathematical performance through metaitiog.

Most of the studies underline two major componeasftgnetacognition:
metacognitive knowledge and metacognitive strategibe most efficient approaches
in developing metacognition involve the developoaidknowledge about cognitive
strategies and processes, and offering opportsiriidiepracticing cognitive strategies
and metacognitive ones (David and Maier, 2011)deStts could learn to use a more
orienting and self§judging learning approach, élmmugh a very short metacognitive training.

According to Hartman and Sternberg (1993, apud Bles@007) you can
find four main approaches, while reading the radeéterature in this field. In the
first approach of promoting general awareness,h&xacmodeled metacognitive
skills. Within the second one, the improving metattive knowledge approach,
teachers pointed out the successful strategiesliffarent situations, so students
learn to read again the word problem, go over sswhéng plan, slow down on more
difficult tasks, check the solution to be sure, &tee third one aims to improve the
students math performance by developing their rogtative skills, such as prediction,
planning, monitoring and evaluation. In the foudhe researchers focused on a
teaching environment, fostering self-reflectionddmelping students to attribute
their success to the use of appropriate stratagigself-regulation (Desoete, 2007).

Mevarech and Kramarski (1997) designed a multidsimral method that
emphasizes reflective discourse by providing edadesit the opportunity to be
involved in mathematical reasoning. IMPROVE is dlegeonym of seven teaching steps:
Introducing new concepts, Metacognitive questionifrgcticing, Reviewing, Obtaining
mastery on the objective proposed, Verificatiord &mrichment. The students are
trained to use four types of metacognitive questithe comprehension questions
(What is it given and what do you have to find gutffe connection questions (Did
you solve a similar problem?, How is it differeiah the previous one? ), the
strategy questions ( What strategies can you uselte the problem?, Why?, How do
you solve the problem?, What are the steps inv8)yéiake reflection questions (How can
| check the solution?, How can | do it in anothay®) (Mevarech, Kramarski, 2003).

Mevarech and Kramarski already indicated that imgleting IMPROVE
in cooperation settings is slightly more efficighan metacognitive instruction
implemented in individual settings, but there wsoene limitations of their studies.
Metacognition was assessed with just a child qoestire, and that one didn't
have a separate scale for each of the four metiticogskills (prediction, planning,
monitoring, and evaluation). Intact classrooms waralomly assigned into either
experimental or control group. The person deligtire training was the math teacher,
during the math class, inside their classrooms.yTied a short time training,
covering just a class unit (linear graph), as tajkabout the math content covered
by the experiment.
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Our objective is to evaluate metacognition usingudtiple-method design
(Desoete, 2007), including teacher questionnaicegdt a complete picture of
metacognitive skills, and to investigate the efeat an individual metacognitive
training vs. a metacognitive training in small gsswon math performance.

Our first hypothesis is that the students who rexgkia metacognitive
training in small groups will have a better metattige performance than those
who received an individual metacognitive trainidgnd also, the second one, the
students who received a metacognitive trainingnialsgroups will have a better
math performance than those who received an ing@idne.

Metacognition assessment techniques can be cibsafi prospectively,
concurrently or retrospectively to performance oftearning or problem solving
task. Prospective and also retrospective technigreeself-report questionnaire and
interviews. As concurrent assessments there aréaned think-aloud protocols or
systematical observation of metacognitive skillegbete, 2007). Often a complex
and complete evaluation combine prospective, cosstiand retrospective measures
of metacognition. On this method, our third hypethesays that it is necessary to
assess metacognition through a multiple-methodydésiget a complete picture of it.

2. Method

Participants

Subjects were "7 grade, middle school children attending two schanl
Cluj-Napoca, from 5 different inclusion classroonmifiey had 4 different math
teachers; one teacher taught two different clagsspbut the same teacher delivered
the metacognitive training to all of them, in 50noies sessions, once a week. The
pretest was administered to a number of 64 studafter that, they were randomly
assigned to one of a three groups, of which twoewasministered the training
conditions. One was the control group. No significdifferences were found between
groups in the pre-test conditions.

Procedure

The pre-test was administered in December and #taaognitive training
was delivered in 12 sessions of 50 minutes, dudemguary — Mai. The post-test
was administered in June.

Measures

Mathematics measures

The mathematics knowledge test is an informal imsént developed
together with one of the math teachers, based aixta and seventh grade
curriculum and their long range plans. It contaeseral mathematical problems,
such as equations, percentages, fractions, ordgyavations.
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Metacognitive measures

Metacognition was assessed with off-line (prospectind retrospective),
and combined techniques. The Prospective Assessrhéitildren (PAC) and the
Retrospective Assessment of Children (RAC) wered use off-line ratings for
children, and Teacher Ratings were used as offtateng for teachers. The
Evaluation and Prediction Assessments were usembmbined (prospective and
retrospective) assessment.

Off-line techniques

The Prospective Assessment of Children (PAC) ishild @uestionnaire,
adapted from Desoete (2007). It is a 25 item rasicje questionnaire for children
on metacognitive predictions, planning, monitorangl evaluation skills. Children
have to indicate before solving any mathematicabl@m on a 4 point Likert-type
of scale to what statement is representative af tiehavior during mathematical
problem solving (1- never, 2 - sometimes, 3 —Uegq , 4 — always). The PAC scale,
as well as the subscales have an adequate intefiaddility. Cronbach’s alpha for
the PAC scale was .81 (25 items). For the PAC salbscCronbach’s alpha were
.60 (9 items — prediction), .64 (4 items, plannjn@p (8 items, monitoring) and .52
(4 items, evaluation).

The Retrospective Assessment of Children (RAC)his same 25 item
rating scale questionnaire for children on meta@ogn prediction, planning,
monitoring and evaluation skills. Children havardicate on a 4 point Likert-type
of scale to what statement was representative eif thathematical behavior, the
last 6 months during mathematics. The PAC scalejedisas the subscales have an
adequate internal reliability. Cronbach’s alploa the total score was .79 (25
items). For the RAC subscales Cronbach’s alpha wr¢9 items, prediction), .59
(4 items, planning), .73 (8 items, monitoring), (Bdtems, evaluation).

The Teacher Rating Assessment (adapted from Dex#0@&) is a 20 item
rating scale teacher-questionnaire on metacognirediction, planning, monitoring
and evaluation skills. The PAC scale, as well &s ghbscales have an adequate
internal reliability. Cronbach’s alpha of .91 wasind for the test score (20 items).
For the teacher rating subscores Cronbach’s algra vB1 (7 items, prediction),
.59 (4 items, planning), .62 (6 items, monitorin@),, (3 items, evaluating).

Combined technique

The Evaluation and Prediction Assessment is a poeefor assessing
prediction and evaluation. In the measurement etligtion skillfulness, children
were asked to look at the math problems withoutisglthem and to predict on a
0-10 point scale, how they can solve it. After tlsyve the math problems from
the knowledge math test, they are asked to evatbateanswers on the same 0-10
point scale. It was used the same 0-10 point scalenalogy with the Romanian
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Evaluation System. We did a calibration score &mhetem, which means a difference
between the math performance they had and thegbieth/evaluations they did.

3. Description of thetraining program

Duration: both trainings were conducted over a six monthsodewith
once a week sessions of 50 minutes each. Sesserrscanducted individually for
the first group and in small groups of 4-5 studdéatshe second one. All sessions
were conducted in school, in the Resource roontt &an their classrooms.

The metacognitive training was created to improetacognitive knowledge
and metacognitive skills of students from inclussattings. It was designed on an
IMPROVE model (Mevarech, Kramarski, 1997).

First session was an introductory one, studentsdaut some information
about metacognition, cognition, metacognitive kremige and metacognitive skills,
metacognitive trainings. We talked about the acnoniPROVE, and the seven
steps that are involved in this method. The stubave to think about these seven
steps, and to find an acronym in the Romanian laggu

In the second session we reviewed the steps inddlyelMPROVE, and
we tried to define them. Each definition in Romanianguage, needs to start with
the correspondence letter from the English acronym:

I-Introducerea noului material (introducing the neaterial)

M- metacognitie (metacognition)

P- profesorul ajuta elevii in rezolvarea problerfthie teacher helps the
students to solve the problem)

O — o rezolvare pe cont propriu (resolving by hili)se

V — verifcarea problemei (verification)

E- elaborarea alternativelor de rezolvare (finddifferent ways to solve
the problem).

We also tried to find a good acronym in Romaniangiage:

C-citirea problemei (reading the problem)

I-intrebari metacognitive (metacognitive questions)

R-rezolvarea problemei cu ajutor (solving the peablith help)

P-planul de rezolvare al problemei (the solviranpl

R-rezolvarea problemei fara ajutor (solving thebpem without help)

V-verificarea problemei (verification)

A-alternative de rezolvare a problemei (finding deolving alternatives)

The third session consisted of reviewing of theviegl steps illustrated by
the acronym IMPROVE. It was discussed the secoeg, sthe metacognitive
questions. The students are asked to come up withasy questions as they can
think when they have to solve a math problem.

In the fourth session we discussed the metacognifiiestions pointed out
by the students, and we identified the four typgametacognitive questions:
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« Comprehension questions: questions about the protdsk (What is
this problem about?)

e Connection questions: questions about similaritesl differences
between the problems they work (How is this probHifferent/ similar from the
previous one?)

e Strategic questions: questions about the apprepriatategies for
solving the problem (Why is this strategy apprajeri@ solve the problem?)

* Reflection questions: questions to reflect on theiderstanding the
solution process (Can you solve it in a differeay®)

The fifth session consisted of reviewing all of thetacognitive questions
found by the students, and writing them on colguedting cards. When the cards
are done, students read them and divide them igtoups, one for each metacognitive
guestion type.

The next sessions are designed for practicing te¢hod on different
problems, from different math book chapters.

The last session is for reviewing the method, anantderline its importance
during the math solving process.

4, Reaults

ANOVA statistical procedure was used to analyzedhia obtained in pre
and post intervention phases for all three grotips. results showed no significant
difference among groups (two experimental and tmerol group) before training.

After the training the results showed significaiffetences between groups.
A POST-HOC analysis (Tukey test) was further comeldicPrior to this analysis a
Levene test was run to assess the equality ofn@esin different samples. Based
on the results, we selected the Post-hoc Tukey itestrder to compare each
measure. For the Evaluation Assessment Test we Te@thane test, because the
Levene one showed significant results. In the regxe we showed the mean value
of differences among groups.

Post-Hoc Tukey Test and the Tamhane Test

Measures Groups Mean value gf p- value
differences
Prospective  Children Control and -7.05 p< .05
Assessment (PAC) Group Training
Prospective  Childrem Control and -3, 62 p<.01
Assessment (PAC) |- Individual Training
prediction
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Retrospective Children Control and -6.60 p<.01
Assessment (RAC) Individual Training
Control and -9.71 p<.01
Group Training
Retrospective Children Control and -2.58 p<.05
Assessment (RAC) t+ Individual Training
prediction Control and -4.29 p<.01
Group Training
Retrospective Children Control and -1.57 p<.01
Assessment (RAC) + Group Training
planning
Retrospective Children Control and -2.48 p<.05
Assessment (RAC)  Group Training
evaluation
Prediction Assessmemnt Control and -16.11 p<.01
Test Individual Training
Control and -6.10 p<.05
Group Training
Math knowledge Test | Control and -10.66 p<.01
Individual Training
Control and -9.24 p<.01
Group Training
Evaluation Assessment Control and -9.17 p<.01
Test Individual Training
(was used Tamhane
test)

Significant differences are shown between the cbrgroup and both
experimental ones, for the Math Knowledge Testt Tireans individual metacognitive
training and metacognitive training in small groage both efficient, because the
students improved their math performance, but tiere difference between the
way of delivering the training, both being equadficient in improving the math
performance.

Significant correlations were shown between Prdspgeand Retrospective
Children Assessment (PAC- RAC) for each experimegitaup, for each of the
four metacognitive skills. Significant correlatiowgre shown between Prospective
Children Assessment and Teacher Ratings for predi@nd planning skills in
group 2 and for monitoring and evaluation skillsgroup 1. Other significant
correlations were shown between Prospective Childw&sessment and Prediction
Assessment Test in group 1 (see the correlatida)tab
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Correlation table

Group 1- individual Group 2 — group Group 3 — control group
intervention intervention
Correlations Prospective .94* Prospective .95%* Prospective .83*
among the Children * Children Children *
meta- Assessment Assessment Assessment
cognitive (PAC) - (PAC) - (PAC) -
prediction Retrospective Retrospective Retrospective
skills Children Children Children
Assessment Assessment Assessment
(RAC) (RAC) (RAC)
Prospective A3* Prospective .53*
Children Children
Assessment Assessment
(PAC) — (PAC) —
Prediction Teacher Ratings
Assessment test
Correlations Prospective .86* Prospective | .95** Prospective .93*
among the Children * Children Children *
metac- Assessment Assessment Assessment
ognitive (PAC) - (PAC) - (PAC) —
planning Retrospective Retrospective Retrospective
skills Children Children Children
Assessment Assessment Assessment
(RAC) (RAC) (RAC)
Prospective 53*
Children
Assessment
(PAC) —Teacher
Ratings
Correlations Prospective .97* Prospective | .90** Prospective .84*
among the Children * Children Children *
meta- Assessment Assessment Assessment
cognitive (PAC) — (PAC) — (PAC) —
monitoring Retrospective Retrospective Retrospective
skills Children Children Children
Assessment Assessment Assessment
(RAC) (RAC) (RAC)
Prospective .61*
Children
Assessment
(PAC) —Teacher
Ratings
Correlations Prospective .94* Prospective | .92** Prospective .94+
among the Children * Children Children *
meta- Assessment Assessment Assessment
cognitive (PAC) — (PAC) — (PAC) —
evaluation Retrospective Retrospective Retrospective
skills Children Children Children
Assessment Assessment Assessment
(RAC) (RAC) (RAC)

92



THE EFFECTS OF METACOGNITIVE TRAINING ON MATH PERARMANCE: INDIVIDUAL VERSUS ...

Group 1- individual Group 2 — group Group 3 — control group
intervention intervention
Prospective .58*
Children
Assessment
(PAC) —Teacher
Ratings

Note: **- p<.01, *- p<.05

5. Discussions

Based on the results we can conclude that studmrtsimprove their
metacognitive skills and also their math perforneatiwough either an individual
metacognitive training or a metacognitive trainiimgsmall groups. There were
significant differences in POST-test between bbathdéxperimental groups and the
control one. Among the two experimental ones theme no significant differences.

Because there is no significant difference betwdenway of delivering
the training, both being equally efficient in impnog the math performance, we
can use this information in controlling the cosfstle training. Delivering an
individual training it takes much time, or manydkars, that means more money,
and when your financial resources are limited, yboose the economical one
especially because you expect the same results.

Thinking about the correlations between the metaitivg measures, we
can say that assessing metacognitive through dphedfhethod design, including
teacher questionnaire it's very important. Childagrestionnaire do not seem to
reflect actual skills, but they are useful to geti@ure of metacognitive knowledge,
beliefs, skills. In addition to prospective androspective techniques, concurrent
assessment or mixed ones should take place. Tequbstionnaires were found to
have some value added in the evaluation of metditogskills. The results of this
study should be interpreted with care since we wwrkith just 64 students, from 2
different schools, even though, the experiment @otost 6 months.
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AN EXAMINATION OF THE RELATIONSHIPS BETWEEN SELF-
ESTEEM, SELF-EFFICACY, DISPOSITIONAL OPTIMISM,
IRRATIONAL AND RATIONAL BELIEFS,

AND GENERALIZED TRUST

STEFANIA ISAIL AP CLAUDIA RUS?,
CATALINA OTOIU, ADRIANA B ABAN

ABSTRACT. The aim of the present study is to examine thdiogiships between
global self-evaluations (self-esteem, self-effigaajispositional optimism, beliefs
(irrational and rational), and generalized trudte Tdata were collected from 92
participants using Rosenberg Self-Esteem Scale (fResg, 1965; Bban, 1998),
Generalized Self-Efficacy Scale (Jerusalem & Scherarl995; Bban, 1998), The
Life Orientation Test (Scheier & Carver, 1985p8n, 1998, ABS (DiGiuseppe, Leaf,
Exner, & Robin, 1988; Macavei, 2002) and a two-itsrale to measure generalized
trust. The results indicate that self-esteem, aififacy, dispositional optimism
and the two types of beliefs (rational and irratipnare not associated with
generalized trust. Also, it was found that selkest is positively associated with
self-efficacy and dispositional optimism. Instedtege associations, it wasn't
identified a second-order factor to explain theatieshship between self-esteem,
self-efficacy and dispositional optimism. The resuldicate that global self-
evaluations (self-esteem, self-efficacy), disposiil optimism, rational and irrational
beliefs don’t have significant associations witmgerlized trust. The implications,
limits and future directions based on these resutisalso presented.

Keywords: generalized trust, self-esteem, self-efficacyinopin, irrational beliefs,
rational beliefs

Introduction

The acknowledgement that trust reflects a multitofleoles, functions,
and levels of analysis has been a turning pointifeory and research on this topic
(Costa et al., 2001). Instead of accentuating ifferdnces, researchers are starting
to concentrate on common elements across persegctiv order to provide
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coherent knowledge with regard to trust (e.g., &d000; Rousseau et al., 1998). Most
researchers agree that trust is as a highly congpidxmultidimensional phenomenon
containing distinct but related components (Lewis\&igert, 1985; Mayer, Davis,
& Schoorman, 1995; McAllister, 1995; Rousseau £t1898). Many definitions and
models of trust include both individual and relasib components, respectively
regarding the trustor and his/her relationship it trustee(s) (e.g., Mayer et al.,
1995; Rousseau et al., 1998). Propensity to tmdttaustworthiness have been the
two most mentioned and measured components of(tCesta & Anderson, 2010).

Perceived trustworthiness refers to the extent hahvindividuals expect
others to be and to behave according to their claiffhese expectations have
cognitive and emotional grounds (McAllister, 199%)d develop from perceptions or
information regarding competence, benevolencegiitie motives, and intentions
of others to whom we are willing to become vulnégathewis & Weigert, 1985;
McAllister, 1995). The relational level of trust ¢®ntextual specific; depend on
characteristics of specific persons and specifimtions (McKnight, Cummings, &
Chervany, 1995).

But trust can also be viewed as a cross-situatianass-personal variable
(e.g. Deutsch, 1973; Uslaner 2002; Rotter, 196fg decision to trust people we
do not know, though difficult and risky, is oftemaessary in order to initiate a
transaction. We trust for example a doctor we dil visit before. This trust in
people we do not know, our expectation that theiybvehave honestly, responsibly
and uphold their implicit or explicit promises Erinedgeneralized trustyslaner
2002) in sociology. In psychological studies selvardhors named the propensity
to trust this cross-situational, cross-personabide and address it as a personality
trait that leads to generalized expectations abwaitrustworthiness of others and
that is stable across situations (e.g., Rotter7 1@®sta & Anderson, 2010).

In the literature another distinction is made betwdrust expressed in
people in general, and trust in people who are kntmvus personally (Sturgis &
Smith, 2010). Generalized trust measure the expatteegarding people in general
(Uslaner, 2002). Other studies attempting to exargameralized trust that have not
utilized Rotter's scale have typically used onéwar self-report items (Wheeless, &
Grootz, 1977). Usually generalized trust is ingzgd by asking if “most people” can
be trusted. Sometimes an alternative questionad us order to control de result,
because recently has been shown that apparentedi€fes in trust across question
formats and groups within the general public derdeast in part, from heterogeneity
in question interpretation (Sturgis & Smith, 2010).

There are studies showing the positive effectsgeaeralized trust has on
several organizational and societal processes iftaum;t 1992; Hardin 2006), but
we do not know many things regarding how this galimed expectancy regarding
the behavior of others is related with other gelimrd expectancies regarding their
competence (i.e., self-efficacy), regarding theufeit(i.e. optimism) and the self
(i.e., self-esteem).
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The present study aims to explore the relationwden generalized trust
and a variety of other psychological constructser€fore, it is described here why
and how certain variables should be related to rgdined trust.

Generalized Self-Efficacy (GSH the belief in one’s competence to tackle
novel tasks and to cope with adversity in a braawe of stressful or challenging
encounters, as opposed to specific self-efficatychvis constrained to a particular
task at hand (Schwarzer, 1992). Perceived setfeefi facilitates goal-setting, effort
investment, persistence in face of barriers andvery from setbacks. It can be
regarded as a positive resistance resource fadterhighest positive associations of
general self-efficacy were with optimism, self-riegion, and self-esteem, whereas the
highest negative associations emerged with depressid anxiety (Luszczynska,
Gutiérrez-Dofa, & Schwarzer, 2005).

Perceived self-efficacy can be characterized maaslypeing competence-
based, prospective, and action-related (Bandugd,, 1999). Self-efficacy is commonly
understood as being task-specific or domain-sgpe@fit some researchers have also
conceptualized a generalized sense of self-effitaalrefers to a global confidence
in one’s coping ability across a wide range of deiiveg or novel situations (Schwarzer
& Jerusalem, 1995). These characteristics makeuihigue theoretical construct
different from related ones such as self-esteem.

According to social-cognitive theory, people arensidered to be self-
organizing, self-reflective, self-regulative, aral rhake judgments about themselves
based on their own activity. Moreover, self-effigabeliefs influence personal
motivational processes, affect, and behaviors,thed should be related to certain
personality characteristics as well as to stressgpdion, life satisfaction, and
achievements throughout different areas of funatipiiBandura, 1997).

Persons with low self-efficacy have low self-este@md pessimistic
thoughts about their accomplishments and persanaldpment (Bandura, 1997).
Self-esteem refers to a conviction about one’s kyavhereas self-efficacy pertains
to judgments of personal ability to act (Bandur@9). Individuals with high self-
esteem should have high self-efficacy, since thedettake more challenging goals
than those with low self-esteem (Bandura, 1997).

Similar to self-efficacy, optimism is theorizeditdluence human behaviour
through its effect on goal striving and motivatidks a disposition, it is expected
that optimism has relevance across diverse situsti@ptimism is a generalized
expectancy regarding future outcomes (Scheier,&CagvBridges, 1994). Optimists,
who hold positive expectancies for their futurepd also harbour optimistic
beliefs about their own ability to accomplish vasagoals. The pursuit lasts as long as
optimistic beliefs about possible success (thatsedf-efficacy) are sufficiently
favourable (cf. Scheier et al., 1994).

We also know that there are strong relations batwssdf-efficacy, self-
esteem and optimism (Luszczynska, Gutiérrez-Dofi&cBwarzer, 2005), but we
do not know much regarding the relationship of gelimed trust with this concepts
(Uslaner, 2002). Self-esteem is seen as a stalllglabal evaluation of the self. A
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global evaluation of the self in positive termsd compulsorry a sign of healthiness
or has functional psychological and behavioral egngnces (Rosenberg, 2007).
The four concepts investigated are all global eatédin: of the future (optimism),
of the professional competences (self-efficacy)thefself (self-esteem), or of the
general trustworthiness of unknown others (genagdltrust). The vulnerability to
pathology is due toirrational beliefs regardingf,sethers and life (DiGiuseppe,
Leaf, Exner, & Robin, 2007). The irrational beli¢emandingness, catastrophising,
low frustration tolerance and silf-downing/globalakiation) are a vulnerability
factor, and when circumstances of the life do nmmficm them, a person has
dysfunctional emotions and behaviors. The ratidwetiefs (the balanced evaluation
of the adverse caracter of an event, the tolerémdrustration, the unconditional
acceptance and the evaluation of specific behagi@)nsteed an protective factor.

Building on the aspects discussed above, we arguéhé importance of
studying the relations between generalized trudtrational and irrational beliefs,
and the relation between the four global evaluasimied (generalized trust, self-
esteem, self-efficacy and optimism) in order toansthnd better the role of generalized
trust and of the other concepts in psychologicalkcfioning. We want to see if
generalized trust is a protective or a vulnerabfictor.

It is hypothesized that 1) the generalized trust &gositive relation with
self-esteem, self-efficacy and optimism and 2)dbaeralized trust has a positive
relation with rational beliefs and a negative rielatwith irrational beliefs.

Method

Participants

The participants were included voluntary in thisdst A number of 101
participants have filled in the questionnairesibuhe final analysis were included
the scores of 92 participants. The mean age is32&GD= 3.01). Two participants
didn't report their age. Most of the participanteres females (63%). Under the
aspect of education 58.9% participant have graduatehigh-school, 9.8% a
collegium, 16.3% a faculty and 14.1% have othedist

Measures

Generalized trustlt is measured in this study by two items: “In gexhe
trust other people” and “Usually, | trust peopldon’t know when | meet them for
the first time”. The first item is very used in iwatal sociological surveys and in
World Values Survey (Paxton, 2007; Uslaner, 2008 second item is an alternative
version of the question (Sturgis & Smith, 2010)e Tnonbach’s alpha was .56.

Generalized Self-Efficacy Scdl@chwarzer & Jerusalem, 1995; Romanian
version — Bban, 1998) reflects an optimistic self-belief (Selnzer, 1992). This is
the belief that one can perform a novel or diffidakks, or cope with adversity in
various domains of human functioning. The scale tea items. Each item refers
to successful coping and implies an internal-statbiéoution of success. Responses are
made on a 4-point scale (iremgly disagreeand 4-strongly agree)The Cronbach’s
alpha was .82 and the construct is one-dimensional.
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The Life Orientation Tegt.OT; Scheier & Carver, 1985; Romanian version —
Baban, 1998) is a 10-items measure that assessesitispal optimism. Responses
are scored on a 5-point scale anchoredimngly disagreeandstrongly agreeHigher
scores on this scale indicate a higher level dafregin. TheCronbach'’s alpha was .63.

Rosenberg Self-Esteem SclRSE; Rosenberg, 1965; Romanian version —
Biaban, 1998). The scale is a ten-item Likert scath i¢ms answered on a four-point
scale (fronstrongly agredo strongly disagree Five items are scored reversed. Whereas
some studies have shown that the scale is a validetiable unidimensional measure of
self-esteem, others have found that the RSE is rsgdpof two factors. Goldsmith
(1986) suggested that the RSE factor structurendspen age and other characteristics
of the sample. Investigations that used high scbodalollege students supported the
scale’s unidimensionality (McCarthy and Hoge 198ReCronbach’s alpha was .80.

Attitudes and Beliefs Scale Il (ABSH{DiGiuseppe, Leaf, Exner, & Robin,
1988; Romanian version - Macavei, 2002) was usedl mgasure of irrational and
rational beliefs. The ABS-II has been shown (bgwvid, Schnur, & Belloiu, 2002;
DiGiuseppe et al., 1988) to be a reliable and valigasure of both rational and
irrational beliefs. The ABS2 is a 72-item scale sisting of a 4x3x2 matrix. The
first factor consists of belief processes and baslevels representing demandingness
(DEM), self-worth or self-downing (SD), low frustien tolerance (LFT) and
awfulizing (AWF). The second factor includes comtemntext information and has
three levels representing beliefs about affiliatiachievement and comfort. The
third factor determines if the item is worded raadly or irrationally. The overall
score, as well as subscale scores are computednioyisg the scores of individual
items. The scale allows the discrete evaluatiomationality, rationality, demandingness,
self-downing, frustration tolerance and awfulizifgr this study we used only two of
the three components: cognitive processes and mgprdodality.

Procedure

Participants completed all measures on one occawates were administered
individually. Informed consent was obtained frora frarticipants, after the procedure
had been fully explained to them.

Results

Trust measures

In order to verify if the two items that were ugedmeasure trust can be
combined into a single measurement scale, it wadumted an exploratory factorial
analysis using principal component method (N= 9®)e results of this analysis
indicate one factor that explains more than 70%0Z)0of dispersion. Also, using
Kaiser’s criterion a single factor was identifiedigénvalue= 1.40). The resulted
scree plot from this analysis indicated the existeaf one factor behind the two
items that measure trust (Figure 1). Because amyoomponent was extracted, the
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solution cannot be rotated. So, the two items theasured trust were considered
as items of a single generalized trust scale.

Scree Plot

Eigenvalue
°

0,87

0,67

Component Number

Figure 1. Number of factors extracted in the analysis (N=90)

The means, standard deviations, alpha Cronbad@bilily coefficients and
intercorrelations between the all variables inctude the study are presented in
Table 1. Because the reliability of the trust cosiomeasure was lower than .70,
in the analysis were also included in the analgfsistwo items that measured trust
as a generalized trust and trust in new situatiothe case of generalized trust and
trust in new situation, values of median were comguas an indicator of central
tendency and rho Spearman correlation coefficiamise computed between these
variable and the others included in the study tiAdl variables included in the study
were transformed in z-scores.

Table 1.

Means, standard deviations, alpha Cronbach religpitoefficients and intercorrelations
between the variables (N=92)

Variable Mean SD 1 2 3 4 5 6 7 8
1. Self-esteem 28.84 484 (.80)
2. Self-efficacy 29.88 470 .34* (.82)
*
3. Optimism 2731 515 A5 .26 (.63)
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Variable Mean SD 1 2 3 4 5 6 7 8
4. Irrational beliefs 107.02 1894 -.16 -.03 .08 86).
5. Rational beliefs 12454 19.75 .06 .01 16 .1288)(.

6. Trust 5.66 1.44 A1 .09 .04 =11 .04 (.56)

7. Generalized 3 - .09 13 .07 -09 .00 .80*

trus?

8. Trust new K - .15 .10 .01 -16 -03 .85* 40 -
situatior?

Note:?— Median as an indicator of central tenderfcy,rho Spearman correlation
coefficient, ()- Alpha Cronbach reliability coeffént is presented in parenthesis

The results indicate significant associations betwself-esteem and self-
efficacy (r= .34, p<.01) and, self-efficacy andimgm (r= .26, p<.01). The individuals
that express high scores on self-esteem have reggbedief of feeling competent in
most of the situations. Also, the individuals wahstrong feeling that they are
competent in handling most of the situation repagh levels of optimism. None of
the global self-evaluations included in the stuinigicantly associated with the
composite score of trust or the two items that messtrust. As expected, there
are significant positive associations between taposite score of the trust and
the two items that measured generalized trust st in new situation (rho= .80,
p<.01 and rho= .85, p<.01). It can be observedttigahssociation between generalized
trust and trust in new situation is a positive ¢ri= .40, p<.01). This means that
individuals that express a high level of generalizest are characterized by a high
level of having trust in others in situation thed aew for them.

In order to test the predictive role of the perditbydraits, rational and
irrational beliefs on trust, it was conducted arduiehical regression analysis. The
independent variables included in the regressiepssivere the following:

1. Age and gender
2. Self-esteem

3. Self-efficacy

4. Optimism

5. Irrational beliefs
6 Rational beliefs.

The results indicate that none of the models irmduth the steps of the
regression analysis significantly estimates thdwion of the dependent variable
represented by the composite score of generalinest (F(2,87)= .01, p>.05;
F(3,86)= .36, p>.05; F(4,85)= .37, p>.05; F(5,84¢, p>.05, F(6,83)= .43, p>.05,
F(7,82)= .38, p>.05. At the individual level, it svéound that age€ .00), gender
(B= -.02), self-esteenpg .11), self-efficacy {= .07), optimism [§= .00), irrational
(B=-.11) and rational belief$£ .04) are not predictors for generalized trust.
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Table 2.

Results of regression analysis estimating the elenlutf generalized trust based on self-
esteem, self-efficacy, optimism, irrational andaaal beliefs (N= 92)

STEPS F R2 | AR2 Fsch B
1. Demographics F(2,87)= .01 .00 .00 F(2,87)= .01
Age .00
Gender -.02
2. Self-esteem F(3,86)= .36 .01 .01 F(1,86)=1.06 11
3. Self-efficacy F(4,85)= .37 .01 .00 F(1,85)=.40 .07
4. Optimism F(5,84)=.29 .01 .00 F(1,84)=.00 .00
5. Irrational beliefs F(6,83)= .43 .08 .01 F(1:83)10 -.11
6. Rational beliefs F(7,82)= .38 .03 .0( F(1,82% . .04

In order to see if the construct represented byestéem, self-efficacy and
optimism as global self-evaluations are best erplhiby a second order factor, it
was conducted a confirmatory factorial analysisngisihe AMOS 7.0. In this
analysis it was hypothesizes apriori that:

1. Responses to the scales that evaluated self-estsafvgfficacy and
optimism can be explained by three first-order dect(self-esteem, self-efficacy,
and optimism) and one second-order factor (Reséign

2. Each item has a nonzero loading on the first-or@detor it was
designated to measure, and zero loadings on tlee wtb first-order factors

3. Error terms associated with each item are uncdeela

4. Covariation among the three first-order factorexplained fully by
their regression on the second-order factor.

The diagram of this model is presented in Figurén2this model were
included the following variables:

1. Observed variables (28): the items of the Selfdist&cale, Generalized
Self-Efficacy Scale and Life-Oriented Test

2. Unobserved variables (35) : 28 error terms, 3-dirder factors, 1 second-
order factor, and 3 residual terms

3. Exogenous variables (32): 28 error terms, 1 seootel factor, and 3
residual terms

4. Endogenous variables (31): 28 observed variabt&8 #irst-order factors.

The parameters were fixed and unlabeled. In tis¢ diroup, 28 error term
regression paths (fixed to 1.0), 3 factor loadiffged to 1.0), residual regression
paths (fixed to 1.0), and variance for one secamiofactor were included. In the
second group of parameters, 28 factor loadings.e28r variances and three
residual variances were included.

The results indicate that the value of fes statistically significant at the
probability level p<.001y42(347)= 603.86. This means that there are sigmifica
differences between the matrix of the observed dath the matrix based on the
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relationships specified in the model. Others inicaof goodness of fit indicate also a
poor fit of this model. The value of the root mesquared error of approximation
(RMSEA) is .09 and the confidence interval 90%.0¥8; .102] having a pclose of
.00. The index of goodness of fit (GFI) and AGFbwh values that are below .85 (Sava,
2004). These results suggest that self-esteemeffiglicy and optimism are not
explained best by a single second-order factoesepted by personal resilience.
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Figure 2. Hypothesized second-order model
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Discussions

The purpose of the present study was to investiateelationship between
self-esteem (measured by RSE), optimism (measuyed@r-R), self-efficacy
(GSES), generalized trust and rational and irrafidmeliefs (ABS II). Earlier
studies have argued that are positive relationsdsat this concepts. Results of our
study are confirming only partially the previousdence found in the literature regarding
the relations between the optimism, self-esteelfretieacy and generalized trust.

As mentioned before, according to both the theary the evidence the
generalized trust was expected to be positivelatedl to rational beliefs and
negatively related with irrational beliefs. Also svexpected that trust will correlate
with optimism, self-esteem and self-efficacy. A gibke explication of why the
generalized trust (using the composite score st wuthe two items that measured
trust) is not correlated with neither of the cortsepvestigated can be due to the
way generalized trust is defined and measured.

Often referred to as dispositional trust in the gh®jogical literature
(Jefferies 2002; Rotter, 1967), generalized tregametimes considered to define
the same aspects of trust as propensity to tfuse look back to the definitions of
the concepts we see that the propensity to trudefmed like a willingness to
accept vulnerability and based on this willingnasperson develops generalized
expectations about the trustworthiness of othergeineral that allow him/her to
initiate new relationships (Costa & Anderson, 20Xder it is started an interaction
with a person and/or team, based on contextuabragteople acquire knowledge
about the others and the expectations regardingtthetworthiness became more
specific: expectations regarding competence, bdaerge, integrity, motives, and
intentions (McKnight, Cummings, & Chervany, 1995)ture studies should investigate
in more detail the relationship between generalizedt, propensity to trust in
specific behaviours of others and propensity tettpeople in general in an attempt
to clarify and integrate the existing evidence.idtal and irrational beliefs did not
correlate with none of the concepts investigatetkason can be due to the distribution
of the rational and irrational scale of ABS Il beem the mean -/+ 1 SD. In order
to do multivariate analysis and to test more spedif/pothesis we should first
screen the population with ABS Il. Based on thaulteson the scale, the eligible
participants should be assigned to groups withemigbores, normal scores and lower
scores. High scores are considered to be thoserhigién the mean + 1SD (standard
deviation), whereas low scores are considered thdse lower than the mean — 1 sd.
Normal scores are defined as those ranging betéteemean -/+ 1 SD (Macavei,
2002). Future research should investigate if medewal of the concepts investigated
will correlate with rationality and high and lowoses with irrationality.

There are some limitations that must be takenaotmunt when considering
the results of this study. The first limitation eeds the correlational nature of the
data used in this study. All the data were baseditm collected using a cross-sectional
design. These study designs permit only the detect the association between the
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positive psychological capital and outcome varigbkhe scales used in the present
study have a self-report nature. This means tlmesaan be easily exaggerated or
minimized by the person completing them. Like allestionnaires, the way the
instrument is administered can have an effect eriitial score. Also the method used
has reduced possibility to bring to light signifitaelationships between predictors and
generalized trust because of the variance dueetagh of common methods. So, the
results of the present study cannot be considergle terms of causality between
the studied variables. The causality nature betweese variables can be examined by
future studies using cvasi-experimental and lomtjital designs.

Future research should clarify if generalized tr(i3slaner, 2002) and
propensity to trust (Costa & Anderson, 2010) ar@asneng the same phenomenon,
and only afterwards to try to see which are thati@hs of generalized trust with
other concepts important for the well functionirfgagperson.
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TYPES OF AGGRESSION IN ADOLESCENTS WITH HIGH
AND LOW CALLOUS UNEMOTIONAL TRAITS

ADRIAN ROSAN"

ABSTRACT. This study investigates the relationship between the four types of
aggression and callous-unemotional traits in a sample of non-reffered adolescents
aged 14-18 in Romania. Result have shown that adolescents with a high level of
callous-unemotional traits (callousness, uncaring and unemotional) show higher
rates of proactive overt and relational aggression compared to adolescent low on
callous-unemotional traits. In what concerns the overt and relational reactive type
of aggression, we found no significant differences according to the presence of
callous-unemotional traits, which is consistent with the the fact that there were no
significant differences in the levels of impulsivity between adolescents high and
low in callous-unemotional traits.

Keywords: callous-unemotional traits, proactive agression, reactive agression,
non-reffered adolescents

ZUSAMMENFASSUNG. Dieser Studie untersucht die Beziehung zwischen
verschiedenen Arten von Aggression und die Merkmale ,,callous unemotional” in
einer Stichprobe von 149 Jugendlichen non referred im Alter von 14-18 Jahre in
Ruménien. Jugendliche mit einem hohen Grad der callous unemotional Merkmale
(Gefiihllosigkeit, gefiihllos und emotionslos- callousness, uncaring und unemotional)
zeigen ein hohes Maf3 an offener proaktive und relationale Aggression als Jugendliche
mit niedrigem callous unemotional Ziige. In der offenen reaktive und relationalen
Aggression wurden keine signifikanten Unterschiede nach callous unemotional
Ziige gefunden, die im Einklang mit nicht vorhandene signifikante Unterschiede auf
Impulsivitit bei Jugendlichen mit hohem und die mit einem niedrigen callous unemotional
Eigenschaften ist.

Introduction

Recent studies have pointed out the fact that antisocial personality traits, such
as lack of guilt, absence of empathy, callous and manipulative use of others for
personal gain are relatively stable during childhood and adolescence, witch designates
a group of individuals with a particularly severe, aggressive and stable pattern of

* PhD Lecturer, Special Education Department, Faculty of Psychology and Education Sciences, “Babes-
Bolyai” University, Cluj-Napoca, a_rosan@yahoo.com
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antisocial behaviour. Further, antisocial youth with CU traits show a number of distinct
emotional, cognitive, and personality characteristics compared to other antisocial
youth. These characteristics of youth with CU traits have important implications for
causal models of antisocial and aggressive behavior, for methods used to study antisocial
youth and for assessing and treating antisocial and aggressive behavior in children
and adolescents.

Dodge and Pettit (2003), Frick and Marsee (2006), Loeber and Farrington
(2000); Raine (2002) have identified certain risk factors associated with an aggressive
and antisocial behaviour. These risk factors include characteristics of the child
(e.g., neuropsychological deficits, autonomic irregularities, temperamental traits) and
characteristics of the many social contexts (e.g., peer rejection, family dysfunction,
neighborhood disorganization) that can influence the child’s development. Thus, the
theoretical models which try to explain the development of this kind of behaviour
and the psychiatric diagnoses related to it must incorporate this constellation of risk
factors for explaining the proposed causal mechanisms.

It has been clearly proven that among youth who develop severe patterns
of aggressive and antisocial behaviour, there are likely to exist certain subgroups,
who may show distict causal processing leading to their disruptive behaviour. There
have been a number of attempts to define these important subgroups of aggressive
individuals that are different in their types of behaviour, in the risk of developing
future behavioural problems and in the associate risk factors that could suggest distinct
etiologies.

The case given, it is of major importance the identification of these specific
traits which indicate a lack of emotions and feelings and also the level of indifference
towards it, for explaining the causal factors of the most severe and aggressive
patterns of antisocial behaviour developed by certain individuals and for the defining
and classification of distinct groups of youngsters with aggressive potential.

CU traits are prominent in most conceptualizations of psychopathy in adults
(Cleckley, 1976; Hare, 1993). The construct of psychopathy in adults has proven to
designate a particular severe and violent group of antisocial adults who seem to have
distinct causal processes leading to their antisocial behavior, of pathological nature
(Blair, Peschardt, Budhani, Mitchell & Pine, 2006; Patrick, 2007).

There is still substantial unclearness about how many dimensions best
capture the construct of psychopathy in adult samples. Despite this, at last three of
them emerge constantly.Those are:

- affective experience (existence of certain callous-unemotional personality
traits, under the name of “deficient affective experiences”);

- an arrogant and deceitful interpersonal style involving a narcissistic view
of one’s self and conning and manipulative behavior;

- an impulsive and irresponsible behavioral style involving poorly planned
behavior and proneness to boredom.
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Youngsters with conduct problems and pronounced Cu traits:

- exhibit deficits in conscience development;
- exhibit instrumental and premeditated aggressive behaviors;
- show low levels of fearful inhibitions.

Characteristics of adolescents with CU traits

Individual characteristics such as: lack of remorse or guit, low expression
of emotion, lack of empathy, use of others for personal gain indicate an deficit in the
development of moral consciousness (Hare, 1998). This constellation of traits refer
to psychopathy and designate a subgroup of individuals with a more severe pattern
of premeditated and instrumental aggression. Moreover, this subgroup of individuals
also present deficits in what concers the level of response to punishment and level of
reactivity to threatening external stimuli (Levenston, Patrick, Bradley and Lang, 2000).

The research was extended from incarcerated adults to juveniles residents
in detention centres and adolescents with aggressive behaviour in schools. A high
level of Cu traits was identified in all mentioned categories, especially the lack ef
empathy and guilt. Results also indicated a tendency to be less affected by the effects
of their actions on other people (Frick et al., 1999; Pardini, Lochman and Frick, 2003),
significant deficits in the level of reasoning and argumentation and a reduced ability to
recognize and distinguish other people’s verbal or non-verbal emotions (Stevens,
Charman and Blair, 2001).

Callous-unemotional traits are also associated with the tendency to highlight
the positive aspects of aggression (immediate rewards, influence, superiority) and to
annul the importance of its negative consequences (punishment). Thus, this socio-
cognitive style is strongly related to proactive instrumental aggression.

Youngsters with CU traits have low levels of fearful inhibition. For example,
adolescents with conduct disorders and high levels of CU traits tend to prefer new and
risky activities and are more sensitive to the idea of punishment, especially when there
is a reward orientated response (Frick, Cornell, Bodin et al., 2003; O’Brien and Frick,
1996).

As a result, adolescents with conduct disorders and Cu traits present the
following characteristics:

a. deficits in the level of moral conscience;
b. violent premeditated and instrumental behaviors;
c. low levels of fearful inhibition.

Stability of CU traits

An important issue that has been raised is whether this Cu traits are stable
enough during childhood and adolescence. Studies have confirmed this assumption
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on the basis of parents and teachers report, but also on the self-report, during a 4 year
research (Frick et al., 2003). In 2007, Obradovi¢, Pardini, Long and Loeber also
reported relatively high rates of stability for parent and teacher ratings of CU ftraits,
after a 9 year research within a sample of 506 boys, aged 8 to 16. This study consisted
of semi-structured interviews with parents and teachers and several evaluation of
the youngsters.

However, these findings do not imply that these kind of traits are unchangeable.
Frick et al. (2003) reported that, despite the high level of stability in these traits
across their 4-year study period, there were a significant number of youth who
decreased in their level of CU traits over the course of the study. Furthermore, it
seems that these decrease in the level of CU traits was related to the characteristics
of the psychosocial environment, the socio-economic status of the child’s parents
and the quality of parenting the child received.

Blonigen, Hicks, Kruger, Patrick and lacono (2006) certified the same
hypothesis, reporting that CU traits are relatively stable (r = .60) during adolescence
and early adulthood.

All together, this longitudinal studies have highlighted not only the stability in
time of CU traits, but also their predictive value in what concerns the development
of disruptive behaviour among children and adolescents

Data has shown not only the stability in time of these traits, but also indicated
a certain variability in the level of this traits over time. It seems that the pattern of
change indicates that youth with high levels psychopatic traits improve and show
less severe levels of these traits across time. On the other hand, there is very small
probability that youth who scored low on these traits to develop significant levels
later in time.

Predictors of these variations in the stability of CU traits

The two most important predictors were found to be related to the child’s
psychosocial environment, such as socioeconomic status and quality of parenting.
Although the quality of parenting was found in other studies not to be related to the
development of deliquency in adolescents with high levels of CU traits, the importance
of parenting was important for the development of guilt and empathy and other aspects
of conscience (Frick & Morris, in press; Hoffman, 1994; Kochanska, 1995).

Findings suggest that the level of conduct problems is related to the existence
of more stable psychopatic traits. Because there is less research on youth with psychopatic
traits but who not display an aggressive or antisocial behavior, we consider that it
will be interesting to investigate what are the determinants that prevents this youth
to react aggressively, despite of their high levels of callous, impulsive and narcissistic
traits, which also seem to be less stable over time.
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The relationship between levels of narcissism and self-esteem and juvenile
deviant behaviour

Although theorists considered narcissism as an extreme form of high level of
self-esteem, recent studies revealed a distinction between this two concepts mentioned.
Thus, self-esteem it is thought to be a global evaluation of an individual, while narcissism
can be defined as a form of grandiosity regarding the personal status compared to, and
in the eye of others (Bushman and Baumeister, 1998). Moreover, narcissism appears to
be related more to the desire of being admired by other people than to the willingness to
establish contacts and be part of a group (Raskin et al., 1991).

A distinction between adaptative and maladaptative narcissism should be
made. Characteristics of narcissism that imply feelings of self-appraisal, pleasure in
using others for personal gain and a powerful desire to be admired by other people
are associated with impulsivity, sensation-seeking and other indicators of social
inadaptability. On the other hand, personal characteristics such as a certain sense of
authority and leadership are related to variables considerated as socially desirable,
such as asertivity, independece and self-confidence (Raskin and Terry, 1988).

Taking into account the distinction between this two forms of narcissism
(adaptative and maladaptative), Barry (2003) argues that the maladaptative form of
narcissism 1s related with conduct disorders, callous-unemotional traits and low
levels of self-esteem.

Rhodewalt and Morf (1998) argue that narcissism can be related to both
high or low levels of self-esteem. Thus, considering the fact that narcissists are
dependent of other people’s admiration to maintain a high level of self-esteem, the
lack of positive feedback leads to a diminution of it. In conclusion, the relationship
between the level of self esteem and narcissism is complex enough to conclude that
narcissism is not necessarily related to a high level of self esteem.

Research in this field confirmed the hypothesis according to witch narcissism
associated with a low level of self esteem represents an important predictor for the
development of deviant behaviour. Results of various studies show:

a. narcissism and not the level of self esteem is associated with agrression and
violent behaviour;

b. maladaptative narcissism is related to deliquency, overt aggresssion and
relational reactivity.

Associations between CU traits and reactive and proactive forms of
aggression

Research in the field of aggressive behavior distinguished between two forms
of aggression: reactive / impulsive aggression and proactive / instrumental aggresion
(Poulin and Boivin 2000; Dodge and Pettit 2003). Reactive aggression refers to
impulsive defensive responses to a perceived provocation (Dodge and Coie 1987;
Eisenberg and Fabes 1992), generally accompanied by intense psysiological reactivity
(,,hot blooded”, angry, hostile).
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On the other hand, proactive aggression is not a consequence of provocation
or threat, but it is associated with the pursuit of an instrumental goal, a personal
gain (Poulin and Boivin, 2000; Dodge and Pettit, 2003), with anticipative positive
outcomes.

Studies in this field of activity have shown that reactive aggression is strongly
correlated with social, academic and emotional problems (Dodge et al., 1997; Schwartz
et al., 1998; Waschbusch et al., 1998; Poulin and Boivin, 2000), whereas proactive
aggression is more associated with criminality and substance abuse both in adolescence
and adulthood (Pulkkinen, 1996; Vitaro et al., 2000).

There appears to be an important number of children who only diplay reactive
forms of aggression, but most children who show high levels of proactive aggressive
responses also show high levels of reactive aggressive responses (Dodge and Coie,
1987; Brown et al., 1996; Pitts, 1997). Thus, two groups of aggressive children have
been identified. The first one, considered a high-risk group, is formed by those children
who display both reactive and proactive aggressive responses. The second group, less
aggressive overall, is constituted by those children who only show reactive aggressive
responses (Frick et al., 2003).

Researchers have advocated for the use of person-centered approaches for
the analysis of correlates to different types of aggression (Barker et al. 2006; Frick
2006).

Other studies concerning these two types of aggression didn’t take into
consideration the fact that there may be differences in the leveles of provocation as
reffered to reactive aggression, if we take into account the fact that some aggressive
children may respond even to minimal provocation, whereas others will only react
when strongly provoked (Dodge and Pettit, 2003; Waschbusch et al., 1998; 2002).
It has been proven the fact that children who display only a reactive form of aggression
respond to a threat or provocation with both behavioral and psyschopsysiological
responses. On the contrary, adolescents who display only proactive aggression have
the tendency to respond behaviorally to provocation or threat, without any increase
in the autonomic reactivity. To support this discrepance between the autonomic and
behavioral responses to provovation, Frick et al. stated that adolescents with high
levels of proactive aggression show also high levels impulsivity and reactive aggression
and that they differed from adolescents with only reactive aggressive responses by
having deficits in what concerns emotional reactivity (Frick et al., 2003).

Individuals with high levels of callous-unemotional traits seem to be less
reactive to different types of negative stimuli, but they report experiencing high levels
of anger to provocation (Blackburn and Lee-Evans, 1985; Steuerwald and Kosson,
2000). Overall, studies have shown the fact that there is a discrepance between the
behavioral and psychophysiological responses to provocation in individuals who
display both reactive and proactive aggression and also in individuals high on callous-
unemotional traits. Moreover, individuals high on callous-unemotional traits have high
rates of both reactive and proactive aggression (Frick et al., 2003a; Kruh et al., 2005).
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In conclusion, there is the possibility that this disconnection between the
behavioral and psychopsysiological response to provocation in individuals high on
both reactive and proactive forms of aggression is related to the high rates of
callous-unemotional traits displayed by this group.

Measures
Inventory of callous-unemotional traits (ICU; Frick, 2004)

ICU is a self-report inventory that measures callous-unemotional traits in
youth and has been developed from the CU dimension of the Antisocial Process
Screening Device (APSD; Frick & Hare, 2001), a highly used scale in the assesment
of psychopathy in children and adolescents. It consists of 24 items rated on a four-
point Likert scale from 0 (Not true at all) to 3 (Definitely true) and it was designed to
assess three key components of psychopathy (callousness, uncaring and unemotional).
A high total score of ICU was proved to be associated with aggression, delinquency and
antisocial behavior (Frick, 2006) and also emotional reactivity and psychological
impairment.

The Antisocial Process Screening Device (APSD; Frick & Hare, 2001)

The APSD (Frick & Hare, 2001) is a screening device designed to assess
psychopathy tendencies in children and adolescents and was derived from the
Adult Psychopathy Checklist — Revised (Hare, 1991). The self-report form of the
APSD was administered to all detained adolescents. It consists of 20 items, each item
being rated on a 3 point Likert scale from 0 (Not true at all) to 2 (Definitely true). The
APSD captures three dimensions of psychopathy: narcissism (seven items), impulsivity
(five items) and callous-unemotional (six items). The callous-unemotional dimension
includes items like 'l feel bad and guilty when I do something wrong' and 'You are
concerned about the feelings of others' and it has proven to be the most stable
dimension of the APSD (Frick, Bodin & Barry, 2000). All three subscales were
created to capture the characteristics of psychopathy: affective ('Y our emotions are
shallow and fake'), behavioral ("You act without thinking at the consequences') and
interpersonal ("You think you are a better or more important than other people").

Peer Conflict Scale (PCS; Marsee & Frick, 2007)

PCS is a self-report measure that assesses both proactive (overt and relational)
and reactive (overt and relational) forms of aggression. It consists of 40 items, divided
in 20 items for each form of aggression (reactive and proactive). The proactive
subscale includes aggression for gain, aggression for dominance (e.g., “When I hurt
others, I feel like it makes me powerful and respected”), aggression for reasons that
include sadism (e.g., “I enjoy hurting others™) and also premeditated and unprovoked
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aggression (e.g., “ I carefully plan out how to hurt others”). On the other side, the
reactive subscale included emotionally provoked and angry form of aggression
(e.g., “When I get angry, I will hurt someone”) and aggression as a result of impulsivity
(e.g., “Most of the times that I have gotten into arguments or physical fights, I acted
without thinking”). The items were designed to highlight the corespondence between
the the overt and the relational forms of aggression, so that for each item that measured
the overt form, there is a another item that evaluates the relational aspect of each form
of aggression (proactive and reactive). The items of PCS are rated on a 4 point Likert
scale from 0 (Not true at all) to 3 (Definitely true).

METHODS

Participants and Procedure

Participants were 149 male adolescents between the ages of 14 and 18 years.
Participants were recruited from three high schools from Romania. Prior to data
collection, all procedures were approved by the National Council of Scientifical
Reasearch and the high schools participating in the project. Research proceedings
were signed between the university and the high schools prior to data collection.
Furthermore, parents or legal tutors were informed about the project that was being
conducted by a team of researchers from a national university and their permission
for participation was asked and obtained. The testing battery, consisting only of self-
report measures, was administered orally (to control of reading level) and individually,
each member of the research team using one-to-one testing, for an additional assurance
of the correct understanding of the items. Where needed, additional explanations were
offered. All data was completed by the researchers.

Predictions

Based on this issues, the current study study investigated the relationship
between callous-unemotional traits (measured in the levels of callousness, uncaring
and unemotional), psychopatic traits (narcissism, impulsivity and callous-unemotional)
and reactive and proactive aggression in a non-referred sample of male adolescents
(n=149), aged 14 to 18.

e  We first tested the prediction that adolescents who will rate high scores
on the callous-unemotional traits (callousness, uncaring, unemotional) will show
higher levels of both proactive and reactive aggresion than adolescents who will
score low rates on the callous unemotional traits

e Second, we tested the prediction that high scores on psychopatic traits
such as narcissism, impulsivity and unemotional will be associated with high rates
of aggressive behavior.
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e Third, we tested the hypothesis that individuals who score high on
impulsivity will show higher rates of reactive aggression and those who score high
on narcissism and unemotional will show higher levels of proactive instrumental
aggression.

Results

Based on the Inventory of Callous Unemotional Traits we divided 149 male
adolescents in two groups: Low Callous-unemotional traits (n = 129) and High Callous-
Unemotional traits (20).

Univariate ANOVA analysis of types of aggression on the non-referred sample
of adolescents according to the levels of callous-unemotional traits

1 2
VARIABILE Low CU High CU Mean F Partial eta
Difference
a-2
(n=129) (n=20) squared
M(SD) M(SD)
Reactive 5.04 (0.44)a | 7.50(1.12)a -2.09 3.02 .020
Overt
Reactive 3.36(3.92)a | 4.15(5.27)a -0.79 0.64 .004
Relational
Proactive 3.51(0.33)a | 5.55(0.85)b -2.03* 4.88* .038
Overt
Proactive 3.84 (3.54)a | 6.10(4.47)b -2.25% 6.5% .042
Relational
Impulsivity | 3.66 (1.81)a | 4.35(2.54)a -0.69 2.28 .015
Narcissism 3402.19)a | 4.85(2.85)b -1.45% 6.96%* .045

Different subscripts (a, b) denote significant differences between groups based on the linearly
independent pairwise comparisons among the estimated marginal means. (** - p <.01, *- p <.05),
Construct assessed using: Inventory of Callous Unemotional) Peer Conflict Scale (Marsee &
Frick, 2007) for reactive overt, reactive relational, proactive overt and proactive relational and
Antisocial Process Screening Device (Frick & Hare, 2001) for impulsivity and narcissism

The results of the study indicate the fact that, in what concerns our sample
of non-referred adolescents, there are significantly higher rates of proactive overt
and relational aggression in adolescents with high levels of callous-unemotional
traits but no significant differences in what concerns the reactive (overt and relational)
form of aggression. Furthermore, we found higher levels of narcississm in adolescents
high on callous-unemotional traits, but no significant differences in our sample
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concerning the levels of impulsivity. This results are consistent with previous studied
concerning callous-unemotional traits in samples of non-referred adolescents that
show that 10-15% of adolescents show high rates of callous-unemotional traits. In our
sample of 149 non-referred adolescents, we found 20 adolescents with high levels
of Cu traits. Moreover, adolescents with callous-unemotional traits show higher rates
of proactive aggression (both overt and relational) and we found no significant
differences in their levels of reactive aggression (overt and relational) or levels of
impulsivity.

Discussion

According to our predictions, adolescents high on callous-unemotional
traits showed significantly higher rates of proactive aggression, but no high levels
of reactive aggression compared to adolescents low on callous-unemotional traits.
Furthermore, adolescents high on callous-unemotional traits and proactive aggression
presented significantly higher scores in both narcissism and unemotional dimensions
compared to adolescents low on callous-unemotional traits. Also, we found no
significant differences in the what concerns the impulsivity dimension dependent
on the rates of callous-unemotional traits. This is consistent with the fact that we
found no significant differences in the rates of reactive aggression, considering the
fact that impulsivity, besides callous-unemotional traits, plays an important role in the
onset of reactive aggression (overt and relational) .

The results we found in our study are consistent with previous research that
indicates the fact that adolescents high on callous-unemotional traits show high
rates of aggression (Kruh et al., 2005; Cornell et al., 1996; Serin, 1996; Serin, Peters &
Barbaree, 1990). Moreover, it has been shown that individuals with behavior disturbances
and psychopathic features show high levels of both proactive and reactive aggression
(Frick et al., 2003). Our study found the same results, although, in what concerns
reactive aggression, even though the rates of reactive aggression were higher in
adolescents high on callous-unemotional traits, there were no significant differences
found. The explanation there will be that reactive aggression is displayed when
provocated, and between our two groups (high and low in callous-unemotional traits)
we found no significant differences in what concerns the impulsivity dimension.

In conclusion, results indicate that high rates of callous-unemotional traits
are associated with high levels of aggression and high levels of narcissism are associated
with high levels of proactive aggression. Moreover, on the level of non-referred
adolescents, a small percentage develop higher levels of callous-unemotional traits.
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ABSTRACT. The goal of this paper is to plan tasks for preschoolers in order to
deliver diverse and different drawings while trying to avoid imitation. The theoretical
background of the paper resides in defining creativity as the ability to create something
new, original, and adequate to reality (Mihaela Roco, 2004; H. Jaoui, 1975; Al. Rosca,
1981; Margaret A. Boden, 1992). We started from the hypothesis that if preschoolers
are given guidelines on the possibilities to vary on a model they will deliver more
original outputs. Independent variable is the task given to children and the dependent
variable is the output (drawing). The empirical research involved children enrolled
in high-preparatory group from one kindergarten in Cluj County. The content sample
consisted in specific elements of mathematic and arts: straight and oblique lines.
Children were involved in four experimental learning contexts and their progress
was monitored. Preschoolers delivered original compositions, different from their
peers, but maintaining certain similarities by the usage of the same decorative element.
The research hypothesis confirms, but future research should involve less tasks.
Children were not able to memorize the entire set of tasks and teacher had to repeat
them constantly. Implications for practice are further discussed.

Keywords: tasks, progress, originality, variety

INTRODUCTION

The scientific problem and the motivation of research

Analyzing the Romanian products from the market we noticed that there is
little creativity and weak adjustment to the customers needs in the light industry.
We studied the patterns from the textures, carpets and faience. For several decades
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the same patterns are promoted through the Romanian products. Creators and
designers show little creativity and flexibility in conceiving new and distinct models.
On an international level, there already is a tendency to break any pattern and to
promote new models according to the rapid changes of fashion. The same conservatory
attitude we notice in the cloths of many adults, in the houses design and in its interior
and exterior design, in the design of gardens and parks.

We also analyzed the drawings of preschoolers in different contexts. We
were interested in the initial task set by the national curriculum and explained by
the teacher through the activity. Therefore, several questions were asked: Are pre-
school teachers aware of the significance of the tasks they set for the development
of children’s creative potential? Do pre-school teachers set tasks by which children
would develop their creativity? Are these tasks set randomly?

Previous researches studied the characteristics of the drawings shown by
preschool children and the stages were described. We were interested in the manner
children draw, in the degree of commitment displayed through drawing activity, in
the degree of positive or negative influence displayed by adults, and in the connection
between their representations and their products.

Starting from these data, we aimed to study how could we determine
preschoolers to show more flexibility when they carry on their drawing tasks and how
can they obtain an output with mainly a decorative function. From this perspective,
this exploratory research assessed five indicators: originality, fluency, flexibility,
execution, and synthesis. We were focused on the manner the teachers’ creativity
could also be developed in order for them to create stimulatory educational contexts
for their students.

Theoretical background

Our research is based on several definitions of creativity. Mihaela Roco
(2004) states that being creative means creating something new, original and adequate
to reality. H. Jaoui (1975) refers to creativity “as the process of associating and
combining pre-existing elements in new structures”. Al. Rosca (1981, p. 16) defines
creativity as “the ability or the capacity to produce something new and valuable”.
Other authors as Margaret A. Boden (1992) believe that in general creativity means
“creating new and original combinations using old ideas”, but these combinations
should have a certain value.

J.P. Guilford claimed that all people are creative and they can be distributed
on continuous scale of creativity. I. A. Taylor (1959, apud Mihaela, Roco, 2004)
distinguishes five levels of creativity: expressive creativity, productive creativity,
inventive creativity, innovative creativity and emerging creativity. The current study
focuses on expressive creativity defined as the fundamental form of creativity and
characterized by spontaneity and freedom of expression. It is not subject to any ability
and is revealed in children’s drawings.
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In order to measure the creative behavior, Guilford (1967) developed sets
of tests focused on divergent thinking. Factors of divergent thinking being measured
are: (a) the fluency (flow) - the ability to quickly and easily produce under certain
conditions words, ideas, phrases, sentences; (b) the flexibility - the ability to change
and effectively restructure problem solving skills and to transfer them in different
contexts; (¢) the originality - the ability to deliver new ideas, creative, unconventional
and unusual solutions that shock; (d) the development - the ability to plan an
activity taking into account as many details as possible and the ability to predict the
final outcome, to develop and finalize an idea; (¢) the attention to problems - the
ability to easily observe unusual phenomena; (f) the reorganization (or restructuring)
- the ability to use an object or a part of it in a new and unusual way. In this paper
we analyze the ability of children to produce their work differently from their
previous works and from their colleagues by following certain guidelines provided
by the teacher.

METHOD

The main objective of this research is to design and to carry on stimulating
activities for developing the creativity of preschoolers. The proposed activities
included drawing. In order to meet this objective an empirical research was conducted
during the school year 2010-2011 at Gradinita cu Program Normal Floresti (Cluj).
The sample consisted in 16 children (boys and girls) enrolled in high-preparatory
group (preschool teacher Vanea Cornelia). During the plastic activities two major
themes were involved: parallel horizontal and parallel oblique lines. A similar
research was conducted at the same kindergarten on a different class during the school
year 2009-2010 (Dulama, Alexandru, Vanea, 2010). The current research aimed to
validate previous hypothesis, instruments of data collecting, tasks and learning contexts.
Also, this research is wider, but we will focus only on the first part of the learning
contexts and its concluding remarks.

The tested hypothesis was: if preschoolers are given guidelines on the
possibilities to vary on a model they will deliver more original outputs. The working
task (characteristics and number) represented the independent variable. Children’s
outputs represented the dependent variable.

Children received four white A6 paper sheets and color pencils. They had
50 minutes, but if needed additional time were granted.

Learning context 1A was titled Horizontal straight lines of different
colors and weight. Children were given the task to draw as many surfaces for
present bags (the paper sheet was vertical flipped). The drawings had to combine a
decorative element created by children using one or two colors (optional) and
straight lines of different weight and colors using the horizontal alignment. Children
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were also asked to fulfill three requirements: not to look at their peer outputs, not to
copy them and not to load the drawing. If they look at their peer’s outputs they
should try not to work on their models and to create their own. Before starting, the
preschool teacher explained and gave examples of decorative elements (e.g. flower,
butterfly, house, leaf). She asked first for the decorative element to be drawn and
after she approved it children could continue. Children generate a list of such possible
elements and each student picks one. On their papers, each child will draw different
combinations of lines, but will use the same decorative element.

In order to stimulate the creative potential of their compositions, children
are involved in the same learning context, but the indications are different.

Learning context 1B is similar to the previous one. In addition, the teacher
tells children they can use continuous or dashed lines (assuming that they did not
realize they could have used those in the previous task); they can also alternate the
dashed lines with the decorative element; they can merge different lines (with no
space between them); on one side of the bag the lines may have different weight
and the distance between them may vary; they can apply decorative elements on
lines. She explains children every type of lines. While children are drawing, the
teacher repeats these possibilities in order to assure they understood. Children were
also asked to fulfill the same three requirements as in the previous task.

Learning context 2A: Oblique lines of different weight and colors.
Children were asked to draw as many present bags as possible (vertical flip of the
paper sheet) that would combine a decorative element created by them of one or
two colors (optional) and oblique straight lines of different weights and colors. The
same three conditions had to be met.

Learning context 2B is similar to context 2A. In addition, the teacher tells
children they can use continuous or dashed oblique lines (assuming again they did
not use them in the previous task), that they can alternate decorative elements with
dashed oblique lines, that they can merge lines, that one side of the bag may have
lines of different weight and that the distance can vary, that they can use zigzag lines
and create a zigzag (we drew a zigzag design on the blackboard as an example);
that they can draw geometric shapes by using oblique lines or decorative elements (we
did not draw on the blackboard; they could make a rhombus, and also parallelograms
and triangles, but not horizontally positioned); that they can place the decorative
element in order to result diagonal lines, that they can merge the oblique lines with
the decorative elements, that they can overlap the decorative elements, that they
can intersect the oblique lines in order to create models (as an example we drew on
the board two diagonal lines that intersect). The teacher explained every type of
line and while they were drawing she repeated these opportunities. The same three
conditions had to be met.
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RESULTS

The following figures show the children outputs for the four tasks.

Figure 1. Straight horizontal lines of different weight and color (1A)

Figure 3. Oblique lines of different weight and colors (2A)
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Figure 4. Oblique lines of different weight and colors (2B)

DISCUSSION

Before and during the task children were given information on the possibilities
to vary their drawings. They were supported to deliver original models. We monitored
if children respect the requirements, if they create new models, if there are differences
among children drawings, if they drawings are systematic of chaotic. Also the number
of models generated by each child was counted. In order to understand their thinking
and their creative process, the difficulties they encounter during drawing, each deliverable
was carefully analyzed. The general observations are discussed in the next section.

Output 1A

Originality. The drawings are different for each child; therefore we can
distinguish whom they belong to.

Fluency. Children realize four outputs so the degree of fluency is high. One
child delivers only 3 drawings and one delivers 5.

Flexibility. There are not big differences among the drawings. Although
they were not asked, children have the tendency to cover the entire surface of the
paper with lines. For the four outputs they had to deliver, they also have the tendency
to place the decorative element on the same area. In general, they alternate lines of
different colors, but for some outputs they use the same color. The lines of similar
weight are also dominant. Only in a few drawings we can notice colored stripes.
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Development. Some children do not merge the edges of the paper. This
negatively affects the general appearance of their products. Some children do not draw
the line with one move so the resulting line is discontinued. Lines or not horizontal but
twisted. We can also notice their tendency to work “in a series” meaning that their
four drawings are similar.

Synthesis. The products do not have a high aesthetic value.

Output 1B. Children were asked to draw straight lines of different weight
and colors in horizontal position, but the number of tasks was higher. In this task
we are interested if preschoolers fulfilled the requirements. These were mentioned
in the Table 1. Compared to the previous mentioned research (Dulama, Alexandru,
Vanea, 2010), in this case we used a dichotomic scale. Based on the data we notice
that children used more dashed lines (a new idea), lines of different weights and at
different distance (task similar to 1A). Only two subjects use merge lines, either
because they do not know how to draw it or because they forgot the requirement.

Table 1.
Fulfillment of the requirements during the task 1B

First Dashed  Alternation Merge Lines of Different Decora-

name lines decorative lines different distances tive
elements with weights between elements
dashed lines on one lines on one  on lines
output output
Adrian X no no X no no
Andreea X no no X X X
Andrei no no no X X X
Diana M X X no no X no
Tasmina X X no X X X
Lavinia X X no X X X
Medeea X X no X X X
Melisa X no no no no no
Raluca X no X X X X
Rebeca X X X X X X

Analyzing the outputs lead to the following conclusions:

Originality. The products are different for every child so we can establish
who the author was.

Fluency. Children deliver 4 drawings except for Rebeca who draws 2.

Flexibility. There are very few differences among their drawings. The same
child also delivers similar drawings, even if the task allowed them multiple combination
opportunities. Even if not explicitly asked, the tendency to cover the entire surface
and placing the decorative element on the same area are still present. In general
they alternate lines of different colors; some drawings have lines of the same color.
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Almost all drawings use combinations of different colors and not group of lines of
the same color. Lines of the same weight are dominant; children do not use colored
stripes (lines of different weight). Children are focused on representing dashed lined
which means that on a working task they can change only one element.

Development. Lines are not horizontal, but twisted. The manner in which
they draw horizontal lines is according to the motric and cognitive developmental
stage. Their outputs are somewhat more elaborated. Very seldom they draw lines in
two phases which means a higher quality in execution.

Synthesis. Aesthetically the outputs are not impressive, but they are conceived
as a unitary product. The coverage of the entire surface with lines and placing the
decorative element mainly in the center gives drawings consistence.

Output 2A. Children were asked to draw several models for present bags in
which they had to combine a decorative element using one or two colors (optional)
and straight lines of different weights and colors in oblique position. The analysis
of their compositions led to the following conclusions:

Originality. The products are different for every child so we can establish
who the author was.

Fluency. Children deliver 4 drawings, except for one who delivers 3.

Flexibility. The drawings differ in a little manner between. They show the
tendency to cover the entire surface with lines. Only the unfinished drawings do not
display lines on the entire surface. Also, on those 4 papers they had to deliver, the
decorative element is still placed on the same area. They also alternate lines of different
colors and weights. Only several drawings show lines of the same color and weight
(stripes). The degree of flexibility is weak. They do not use dashed lines. One girl uses
zigzag and other uses different line orientation.

Development. Some children do not merge the edges of the paper. In several
drawings they do not draw the lines from a single move. Therefore, the line appears
dashed which demonstrate their ability to draw lines. Lines are not oblique, but twisted
with the tendency to curve.

Synthesis. Drawings of each child are similar. Therefore in general there are
conceived as unitary.

Output 2B. Children were asked to decorate present bags using different
oblique and colored lines, but according to some requirements. At the task 2B we
were interested if preschoolers fulfilled the new requirements. These are shown in
Table 2. Based on these data we can notice that they used more dashed lines, alternated
dashed lines with decorative elements, used lines of different weights and distances,
applied decorative elements on lines, and used geometric shapes; only a few merged
lines and used zigzag. On task 1B they received 6 new ideas and for task 1B they
received 9 new ideas. We notice thou that they met more requirements than in 1B.
This is due to that fact that the teacher repeated for several times the new requirements.
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Table 2.
Fulfillment of the requirements during the task 2B
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Adrian X X no X X no no X no
Andreea x X no X X X no X no
Andrei X X no no X no no X no
DianaM x X X X X X no x X
Diana T x X no X X X no x X
Flavia X X X X X X no x X
Lavinia X X no X X X X X X
Medeea x X no X X X no X X
Melisa X X no X X X no x X
Rafael X X no no X X no n no
0
Raluca X X no X X X no x X
Ramona X no no X X X X X X
Rebeca X X X X X X no x X

Based on the content analysis of the compositions we reached the following
conclusions:

Originality. The products are different for every child so we can establish
who the author was.

Fluency. Children deliver 4 compositions, except for Rebeca who delivers 2.

Flexibility. Children’s drawings differ among them, but the style is similar.
Even if they had the opportunity to vary their compositions, the drawings of the
same child are still similar. They show the tendency to cover the entire surface of
the paper. They do not use the decorative element used in the previous tasks. Only
in few compositions they still alternate different colored lines. They create rows of
decorative elements: circles, rhombus, flowers etc.; some or places over the lines
which means that they understood the new task. Lines of the same weight are dominant;
stripes are used in few exceptions. They did not realize the opportunity of drawing
zigzags and that they can merge lines. Only in few cases the oblique lines are crossed
with other lines, except for the case of decorative elements (little stars) or geometric
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shapes (squares, rhombus, triangles). Compositions are similar to one another. This
shows little flexibility.

Development. Lines are not oblique, but twisted and curved. But in general
their deliverables are more consistent. In general they draw the lines on one move which
proves a progress in the quality of execution.

Synthesis. It is specific that they draw rows of decorative elements and
geometric shapes places on oblique lines. Children show the tendency to load the
composition with many decorative elements and lines.

Compared with the drawings from the previous research (Dulama, Alexandru,
Vanea, 2010) we notice that the current drawings are very similar. We explain this
by the similarity of given tasks. If preschoolers from the experimental group meet
more requirements is due to the teacher who offers support during the task. It would be
interesting to compare with compositions from older children to see the role of
knowledge in task oriented drawings.

CONCLUSIONS

This exploratory study reached some significant conclusions for future
research in this area.

With respect to originality, we can notice that children’s compositions are
different from their peer’s. The requirement to use a certain decorative element (as a
personal feature) gave personality to the drawings. As for fluency, with few exceptions,
children deliver the four outputs and may have been able to deliver even more.
Analyzing the flexibility we concluded that even if the drawings differ among
them, the style is similar. The drawings belonging to the same child are similar,
even if he/she had the opportunity to vary the composition combining different
elements. Almost all drawings use the entire surface of the paper (even if not required).
This proves the lack of previous knowledge on decorative drawing and little flexibility.
Analyzing the degree of development we notice that the lines are not straight or
oblique, but twisted and curved. There is a slight progress in the quality of execution
from one composition to another. As for synthesis we notice that compositions are
similar and that each composition is unitary even if the general appearance is
somewhat less aesthetic.

Comparing current drawings with previous ones (Dulama, Alexandru, Vanea,
2010) we notice the similarities in style. We explain this by the similarities of
tasks. Both researches confirmed the hypothesis. If children are given possibilities
to vary the compositions they create more original outputs. As for the independent
variable we notice that in the future the task should be simpler. Children found
difficult to meet all the requirements in one drawing. Their memory is reduced and
only if they were constantly repeated they could remember the possibilities. Therefore,
in the second part of the research we reduced the number of tasks given.
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Implications for practice

Considering the limitation of the study, results still reach interesting conclusions
not only for educational practices mentioned above. Drawing is an important activity
for preschoolers. Moreover, the use of art to understand preschool-aged children is
particularly advantageous because very young children usually are not able to
communicate clearly their feelings associated to maltreatment behaviors or to the
trauma associated with it. Family drawings of abused or neglected preschool children
can be differentiated from those of children not identified as abused or neglected
(Carpenter et al., 1997). Therefore it is important to develop this skill from an early
age. Moreover, considering that usually maltreated children’s language is likely to
have been developmentally delayed (Veltman, Browne, 2001), drawing may be the
only available activity for this age-group. But also we must be aware that they
provide only clues, not necessarily evidence, and therefore should be used only within
the context of other effective elementary school counseling practices (Sadowski, Loesch,
1993). The evidence from research indicates that caution should be employed in
the use and overinterpretation of drawings. Further large-scale, controlled studies
may be necessary to indicate whether drawings have a real use in the identification
of child maltreatment (Veltman, Browne, 2002).
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