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Rezumat

Tn acest articol analizez situatia tinerilor vulnerabili din Romania, cu accent pe tinerii
NEET, una dintre categoriile aflate in risc de excluziune sociala in spatiul european.
Scopul este de a intelege situatia tinerilor care se afla in situatii de vulnerabilitate,
Tmpreuna cu problemele specifice sistemului de Tnvatamant, pietei muncii si care
decurg din (in)eficienta sistemului de protectie sociald. Prima parte a lucrarii are ca
scop descrierea inegalitatilor sociale la care sunt expusi tinerii din Romania. Adoua
parte propune analiza descriptiva a profilului tinerilor NEET din Romania si din
Uniunea Europeana. Realizez analize secundare utilizand date furnizate de Eurostat
pentru a contura un profil al tinerilor NEET din Romania, date pe care le completez cu
informatii calitative obtinute de la tineri NEET si asistenti sociali, prezentate Tntr-un
raport al Institutului de Stiinte ale Educatiei (ISE, 2015). A treia parte se concentreaza
pe problemele cu care tinerii se confrunta la iesirea din sistemul de Tnvatamant,
precum si pe inegalitatile de pe piata muncii si pe aspecte ce fin de eficienta
transferurilor sociale Tn Romania. Ultima parte este dedicata prezentarii unor programe
de tineret In contextul austeritatii.

Cuvinte-cheie: inegalitati sociale, piata muncii, politici de tineret, tinerii NEET,
vulnerabilitate.

*  Asist. univ. dr., Scoala Nationala de Studii Politice si Administrative, Bucuresti,
Romania. Cercetator, Institutul de Cercetare a Calitdtii Vietii, Academia Romana,
Bucuresti, Romania.



Abstract

In this article, | analyze the situation of vulnerable young people in Romania,
with a focus on NEETS, one of the categories at risk of social exclusion in the
European countries. The main objective is to understand the vulnerabilities of
young people in relation to the outcomes of the education system, labor market,
and the efficiency of the social protection system.

The first part of the paper aims to describe the social inequalities to which young
people in Romania are exposed. The second part proposes a descriptive analysis of
the NEETS profile in Romania and the European Union. | use quantitative data
provided by Eurostat to outline the diversity of NEETs in Romania, complemented
with secondary qualitative data collected from NEETs and social workers from a
research report published by the Ingtitute of Educational Science in Romania (I1SE,
2015). The third part focuses on the problems that young people face when leaving
the education system, as well as on labor market inequalities and issues related to
the efficiency of social transfersin Romania. The last part aims to analyzing Youth
programs in the context of austerity after the global economic crisis of 2008.

Keywords: labor market, NEETS, social inequalities, vulnerability, youth programs.

1. Inegalitatea sociala si grupurile vulnerabile Tn Roménia

Cresterea inegalitdtilor sociale a fost consideratd una dintre consecintele
inevitabile ale transformarilor structurale din Romania ultimilor 30 de ani.
Acest caracter de ,inevitabilitate” a generat o preocupare minord pentru
reducerea acestora. Studii precum cele ale lui Dragolea (2016), Hatos (2006),
Zamfir (2012) sugereazé cd in perioada de tranzitie nu a existat o preocupare
politica reald pentru reducerea inegalitatilor sociale. Asadar, in perioada de
tranzitie postsocialista, reducerea inegalitdtilor prin politici sociale si
salariale nu a constituit o prioritate, iar dupa aderarea la Uniunea Europeand
lucrurile nu s-au schimbat semnificativ. Una dintre consecintele vizibile a
fost ca, cel putin in ceea ce priveste indicatorii care masoara inegalitatile de
venituri, Romania se afla printre ultimele locuri in Europa: indicele GINI*a
crescut de la 24 Tn 1989 (Zamfir, 2012, p. 26) la 35,1 in 2018 (Eurostat,
indicator ilc_di12); raportul S80/S20? a crescut de la 4,5 Tn 2000 la 7,2 in
2018) (Eurostat, indicator ilc_dil11). Inegalitdtile pot fi ilustrate Tn Romania
nu numai prin inegalitatea de venituri, ci si prin prisma accesului inegal la
servicii ce influenteaza calitatea vietii indivizilor: studii sectoriale privind
accesul inegal la educatie (Florian & Toc, 2018; Toc, 2018), sanatate
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(Precupetu & Pop, 2017), locuire (Briciu, 2016), piata muncii (Domnisoru,
2014; Dragolea, 2008, 2016) sunt ilustrative. Pe de-o parte, inegalitatile sunt
determinate de structura economiei, piata muncii din Romania fiind puternic
segmentata si dominata de locuri de munca cu salarii scazute. De exemplu,
Tnanul 2018, aproape jumatate dintre contractele de munca incheiate aveau
valoarea salariului minim sau erau sub salariul minim, cele mai multe fiind
oferite de angajatori privati (2,5 milioane din totalul de 3 milioane contracte
de muncad mai mici sau egale cu salariul minim pe economie) (Monitorul
Social, 2018). Pe de alta parte, exista decalaje importante intre mediul rural
si urban, precum si importante diferente de dezvoltare intre regiuni. Exista,
totodatd, inegalitati de acces la servicii publice Tntre etnicii romi si cei care
apartin grupului etnic majoritar (Rat, 2010). De asemenea, chiar daca
diferentele salariale Tntre femei si barbati au scazut in Romania, exista in
continuare inegalitati de gen pe piata muncii, cauzate, in principal, de faptul
ca este mai probabil ca femeile sa aiba ocupatii mai slab remunerate
(Domnisoru, 2014; European Commission, 2018). Suprapunerea mai multor
tipuri de inegalitati a fost rar luata in considerare in procesele de constituire
a politicilor publice, analiza inegalitatilor si disparitatilor sociale dintr-o
perspectiva intersectionala (Crenshaw, 1991) fiind rar intalnita Tn Romania
(Dragolea, 2016, p. 84). De altfel, recomandarile Eurofound (2013) pentru
studiul inegalitatii sociale sunt de a urmari cel putin trei dimensiuni:

* inegalitati la nivelul rezultatelor (de ex., educationale, ocupationale, venituri

etc.);

* inegalitati in privinta autonomiei indivizilor de a face alegeri/lua decizii;
* inegalitati de tratament (de ex., discriminare).

O problema semnificativa care accentueaza inegalitatile este, in toate tarile
europene, gradul scazut de ocupare a fortei de munca in randul tinerilor.
Crizaeconomica din 2008 a afectat in mod particular tinerii, fiind dezvoltate
strategii care sa le faciliteze re(integrarea) pe piata muncii in statele membre.
Problema continua sa persiste si astazi, ponderea populatiei tinere inactive
la nivelul tuturor tarilor UE si criza somajului in randul tinerilor amenintand
modelul social european si coeziunea sociala (Eurofound, 2016). Potrivit
datelor din 2018, in Romania, procentul tinerilor NEET?2 cu varste cuprinse
intre 15-24 ani era de 14,5%, fata de 10,5% media UE28. lar in situatia Tn
care crestem intervalul de varstd la 15-29 de ani, procentele sunt si mai
ridicate: 17% Tn Romania, peste media UE28 care e 12,9% (Eurostat,
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indicator [edat_Ifse_20]). Mai mult, Romania este tara in care saracia n
randul tinerilor cu varste cuprinse ntre 15 si 29 ani a fost constant peste
40% Tncepand cu 2007, cu exceptia anului 2018, cand 36,4% dintre tineri se
aflau n risc de saracie sau excluziune socialad (27,4% in UE28), lucru care
afecteaza participarea la educatie si obtinerea unui loc de munca (Eurostat,
indicato [ilc_peps01]). Asadar, in contextul imbatranirii populatiei, a scaderii
natalitatii si a fenomenului migratiei Tn strainatate pentru munca, inclusiv a
tinerilor (Sandu, 2010), precum si Tn contextul globalizarii si avansului
tehnologic (Brown & Lauder, 2010), exista riscul aparitiei unui dezechilibru
ntre persoanele active contribuabile si cele inactive.

Reducerea numarului de tineri NEET reprezinta o prioritate pentru toate
tarile europene. Fiind o categorie eterogena de indivizi, este dificila
elaborarea de politici care sa aiba un impact pozitiv asupra problemelor
specifice ale diverselor categorii de tineri. De altfel, potrivit ultimului raport
Eurofound (2016), tinerii NEET pot fi Tmpartiti Tn sapte subgrupuri, cu
doud mai multe decét n raportul precedent (2012), insa criteriul important
ramane impartirea intre grupul vulnerabil si cel nevulnerabil, ultimul avand
sanse mai mici de excluziune sociala.

Acest articol propune Tntelegerea situatiei tinerilor vulnerabili ntr-un context
mai larg, adicd in relatie cu problemele sistemului de Tnvatamant romanesc
si ale pietei muncii din Romania si Tn legaturd cu programele menite sa
sprijine tinerii. Analiza este relevanta in contextul riscului ridicat de
excluziune sociala pe care 1l experimenteaza persoanele care nu sunt ocupate.
De asemenea, avand in vedere ca diversitatea categoriei tinerilor NEET a
fost recunoscuta la nivel guvernamental, este dezirabild identificarea
politicilor adecvate care sa sustina incluziunea sociala a tinerilor vulnerabili.
Pe aceasta tema a existat un interes politic Tn ultimii ani Th Romania si In
celelalte state membre. Au fost implementate programe sub umbrela
Garantiei pentru Tineret?, care nu tinteste doar tinerii NEET, dar Ti are n
vedere in programele destinate cresterii calitatii ocuparii, educatiei continue,
sistemului de ucenicie si formare, precum si programe n cadrul Initiativei
pentru Ocuparea Tinerilor,’ prin care au fost alocate fonduri exclusiv pentru
reducerea numarului de tineri NEET.
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Tncepand cu anul 2010 a fost construit un indicator cu scopul masurarii
procentului de tineri NEET 1n fiecare tara din UE, fiind considerat mai
relevant pentru situatia tinerilor din prezent, comparativ cu indicatorii standard
care masoara participarea pe piata muncii, mai ales in contextul vulnerabilitatii
acestora pe piata muncii, in conditiile crizei economice (Eurofound, 2016).
Este importantd intelegerea termenului de NEET si evitarea folosirii eronate
aacestuia. De exemplu, nu discutdam numai despre tineri dezavantajati social,
existand o diversitate importanta in interiorul categoriei; o alta utilizare eronata
este folosirea sintagmei ,tineri care nu vor sa munceasca” care duce la
stigmatizarea acestei categorii; tinerii NEET nu trebuie Tntelesi numai prin
prisma statutului lor Tn raport cu piata muncii, ci si prin prisma altor factori
precum responsabilitati familiale, dizabilitate, boald, care 7i determina sa nu
lucreze (ibid.). Potrivit Eurofound (2012, 2016), cea mai buna clasificare a
tinerilor NEET este intre tineri vulnerabili si tineri mai degraba nevulnerabili.
Spre deosebire de ultimii, primii sunt caracterizati prin faptul ca pot utiliza un
stoc limitat de capital economic, social, cultural si se afla n risc de
marginalizare sociald. Cei mai multi tineri NEET din Romania fac parte,
Tnsd, mai degraba din prima categorie, facand dificila gasirea unor solutii
pentru iesirea din zona de risc de saracie sau excluziune sociala.

2. Profilul tinerilor NEET in Romania si Uniunea Europeana

Cele mai multe tari din Europa se confrunta cu problema tinerilor inactivi
care nu se afla nici pe piata muncii, nici n sistemul educational sau in alte
tipuri de formare. Datele despre Romania din aceasta sectiune vor fi analizate
comparativ cu media UE28. Tn contextul acestui studiu, comparatia i
raportarea la mediile diverselor grupuri de tari este relevanta prin prisma
persistentei problemei ponderii populatiei tinere inactive la nivelul tuturor
tarilor UE si a somajului in réndul tinerilor (Eurofound, 2016).

Daca n anii aderarii si integrarii in Uniunea Europeana a fost inregistratd o
scadere substantiala a tinerilor NEET, Tncepand cu anul 2009 a urmat o
crestere pana la 18%. O tara similara cu Romania din punct de vedere
socioeconomic, Bulgaria, are un procent asemanator, aproximativ 2 din 10
tineri fiind Tntr-o astfel de situatie. Croatia este, de asemenea, una dintre
tarile foste socialiste cu o situatie asemanatoare Romaniei sau Bulgariei.
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Tabelul nr. 1. Procentul tinerilor NEET cu varste cuprinse intre 15 si 24 de ani

2004 | 2005 | 2006 | 2007 | 2008 | 2009 | 2010 | 2011 | 2012 | 2013 | 2014 | 2015 | 2016 | 2017 | 2018

UE28 | 153 150 140 1.0 109 | 125 128 129 13.2 13.0 125 120 1.6 109 | 105

RO 212 18.4 16.5 13.3 1.6 139 16.6 17.5 16.8 17.0 17.0 18.1 174 152 | 145

Sursa: Eurostat, indicator [yth_empl_150]

Statele din zona mediteraneana s-au confruntat constant cu problema
somajului Tn réndul tinerilor, iar criza economica a generat o crestere
substantiald a procentului de tineri someri, Tn special n Italia si Grecia, dar si
in Spania si Cipru. De asemenea, economia informald este dezvoltatd in
tarile din sudul Europei, in special pentru tineri si femei (Ferrera, 2010, p.
623). Aceasta este 0 posibild explicatie pentru numarul mare de tineri si
tinere NEET 1n tarile mediteraneene in contextul crizei economice.

Sub aspectul diferentelor de gen, Tn Romania, femeile au o probabilitate
mai ridicatd s& fie NEET, comparativ cu barbatii. Prin comparatie, diferenta
intre femei si barbati este mai scazuta la nivelul mediei UE28. Dintre tdrile
europene, in cele mediteraneene, inegalitdtile de gen sunt mai ridicate, in
defavoarea femeilor. Acest lucru confirma ideile conform carora femeile au
0 prezentd mai scazutd pe piata muncii in aceste state, ca urmare a suplinirii
rolului statului de catre familie n asigurarea bunastarii si a serviciilor de
asistenta sociald (ingrijirea copiilor, batranilor, persoanelor cu dizabilitati
etc.) (Ferrera, 2010). Exceptie face Spania care si-a redus semnificativ
diferentele de gen in urma crizei economice, insa acest lucru s-a produs ca
urmare a cresterii mai rapide a somajului Tn randul barbatilor.

Tabelul nr. 2. Procentul tinerilor NEET cu varste cuprinse intre 15 si
24 de ani (diferente de gen)

2004 | 2005 | 2006 | 2007 | 2008 | 2009 | 2010 | 2011 | 2012 | 2013 | 2014 | 2015 | 2016 | 2017 | 2018
EU28 (M) 123 | 119 1 9.8 9.8 120 | 124 | 126 | 130 | 128 | 123 | 118 1.3 10.7 | 101
EU28 (F) 183 | 181 17 12.2 12.1 129 | 132 | 133 | 134 | 132 | 127 | 123 1.9 12 | 109
RO (M) 183 | 145 13 1.6 8.8 1.2 | 142 | 163 | 152 | 153 | 153 15 141 121 1.4
RO (F) 242 | 124 | 201 151 145 168 | 192 | 187 | 185 | 187 | 188 | 214 208 184 | 178

Sursa: Eurostat, indicator [yth_empl_150]

O alta caracteristica esentiala pentru intelegerea situatiei tinerilor NEET din
Roméania Tn raport cu piata muncii, comparativ cu media tarilor europene,
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este ponderea somerilor. Dacd n cazul mediei tarilor europene (UE28),
raportul someri-inactivi (in total tineri NEET) este de 42%-58%, in cazul
Romaniei, ponderea tinerilor NEET inactivi este de aproximativ 70%. Cei
30% someri nu trebuie confundati cu somerii care primesc indemnizatia de
somaj, Tn categoria celor din urma intrand cei care nu au un loc de munca si
care au cdutat de muncd in mod activ n ultimele 4 saptamani, sau cei care
deja au gasit un loc de munca pe care il vor ncepe in urmatoarele trei luni.
Procentul tinerilor inactivi este unul ridicat in Romania, Tnsa aproape jumatate
dintre tinerii NEET ar dori s& munceasca, indiferent daca se afla in cdutarea
unui loc de munca sau nu (a se vedea Graficul nr. 2); acest procent este
ceva mai scazut, comparativ cu media UE28, unde aproximativ doud treimi
dintre tinerii NEET au declarat cd ar dori sa munceasca. Mai mult, iesirea
din situatia de NEET 1n cazul tinerilor cu varste cuprinse intre 15 si 18 ani se
poate face prin reinscrierea in invatamant, acesta putand fi unul dintre motivele
pentru care unii respondenti declara ca nu fsi cautd sau nu sunt disponibili
pentru a ocupa un loc de munca.

Graficul nr. 1. Raportul dintre someri si inactivi in total tineri NEET cu
varste cuprinse intre 15 si 24 (%)
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Sursa: Calcule proprii pe datele Eurostat pentru anul 2018, indicator [yth_empl_150]

Analizata dintr-o perspectiva de gen, situatia este si mai critica, atat in Europa
(UE28), céat si in Romania. Aproximativ 80% dintre tinerele NEET din
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Graficul nr. 2. Raportul dintre cei care declara ca sunt dispusi sa munceasca si
cei care declara ca nu sunt dispusi sa lucreze in economia formala, din total
tineri NEET cu varste cuprinse intre 15 si 24
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Sursa: Calcule proprii pe datele Eurostat pentru anul 2018, indicator [yth_empl_150]

Romania sunt inactive, comparativ cu media UE28 care este 66% (a se
vedea Graficul 3). De asemenea, 66% dintre tinerele NEET din Romania
nu sunt dispuse a ocupa un loc de munca, fata de 43% in UE28.

Graficul nr. 3. Raportul dintre someri si inactivi din total tineri NEET de GEN
FEMININ, cu varste cuprinse intre 15 si 24
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Sursa: Calcule proprii pe datele Eurostat pentru anul 2018, indicator [yth_empl_150]
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Graficul nr. 4. Raportul dintre persoanele care declara ca sunt dispuse sa
munceasca si cele care declara ca nu sunt dispuse sa lucreze in economia
formald, din total tineri NEET de gen feminin cu varste cuprinse ntre 15 si 24
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Sursa: Calcule proprii pe datele Eurostat pentru anul 2018, indicator [yth_empl_150]

Este important de mentionat de asemenea faptul ca, spre deosebire de media
UE28 unde nu exista diferente majore in functie de gradul de urbanizare, in
Romania, tinerii NEET au o probabilitate mai ridicata sa locuiasca in rural
sau urban mic si suburbii (Eurostat, indicator [edat_Ifse_29]). Tn ceea ce
priveste nivelul de scolaritate al tinerilor NEET, nu exista diferente
semnificative Tntre acestia, ponderea tinerilor NEET fiind asemanatoare
ntre cele 3 categorii: maxim gimnaziu, liceu si postliceald, respectiv studii
universitare (Eurostat, indicator [edat_Ifse_21]). Pe scurt, urmatoarele
caracteristici sunt esentiale pentru a intelege contextul Tn care tinerii ajung
sa se afle Tn categoria NEET:

* Locuiesc mai degraba in mediul rural, orase mici sau suburbii, decat in
urban.

* Nivelul de scolaritate nu este un factor esential care influenteaza
probabilitatea de a fi Tn categoria NEET, acestia sunt distribuiti aproape
egal in grupurile cu nivel de scolaritate scazut, mediu sau ridicat.

¢ Jumatate dintre tinerii NEET ar dori s munceascd, indiferent daca se
afla sau nu in cautarea unui loc de munca.

» Diferentele de gen sunt importante, ponderea tinerelor NEET fiind mai
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mare comparativ cu cea a barbatilor. De asemenea, este mai probabil ca
femeile NEET sa fie inactive si nedispuse pentru a ocupa un loc de munca,
comparativ cu barbatii.

Profilul tinerilor NEET poate fi completat si de studii cantitative, precum cel
al lui Plaesu si altii (2015), care estimeaza si un numar semnificativ de tineri
de etnie roma, tineri din comunitati dezavantajate, afectate de saracie. Realizat
nregiunile Sud-Muntenia si Sud-Vest Oltenia, studiul sugereaza ca problemele
tinerilor NEET pot fi intelese in contextul lipsei unei ,,infrastructuri care sa
genereze oportunitati de ocupare” (Plaesu et al., 2015, p. 127). Oportunitatile
sunt mult mai limitate pentru tinerii NEET din mediul rural, probabilitatea ca
acestia sa se afle in situatie de deprivare materiala fiind ridicata (ibid.). Mai
mult, experientain general negativa atinerilor NEET cu institutiile si serviciile
publice de educatie, formare si ocupare, dublate de practici discriminatorii, a
generat mai degraba o lipsa de incredere in institutii publice (ibid., p. 132).

O alta problema importanta referitoare la tinerii NEET cu varste cuprinse
ntre 15-24 de ani din Romania este faptul ca mai mult de 25% sunt dificil
de identificat, practic sunt ,invizibili”: nu sunt Tnregistrati la agentii de
fortd de munca, au un nivel de scolaritate scazut si nu au experienta in
munca formala (Eurofound, 2016). Un studiu al Institutului de Stiinte ale
Educatiei (ISE, 2015) sugereaza, de asemenea, ca in Romania exista / se
manifesta o apreciere nefavorabila a consilierilor din cadrul Agentiilor locale
si judetene pentru ocuparea fortei de munca (AJOFM/ALOFM) fata de
tinerii inactivi sau aflati Tn cdutarea unui loc de munca prin intermediul acestor
agentii. Consilierii au utilizat atribute individuale, in general negative, pentru
a explica numarul mare de tineri care fie nu au un loc de munca, fie nu se
afla intr-o forma de formare: tinerii sunt descrisi ca ,,neseriosi” i ,,dezinteresati
n a-si gasi un loc de munca”, putini avand o ,tinta in viatda”, ,,dependenti de
parinti”, ,,nu sunt atrasi de scoala dar si doresc bani” (ISE, 2015, pp. 50-51).

3. Tinerii vulnerabili — iesirea din sistemul de Tnvatamant
si dificultatile de integrare pe piata muncii

Problema tinerilor aflati Tn situatie de vulnerabilitate trebuie Tnteleasa si in
contextul deficientelor sistemului de Thvatdmant din Romania. Monitorul
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Educatiei si Formarii actualizeaza anual indicatorii relevanti din domeniul
educational (Comisia Europeana, 2017, 2018, 2019). Potrivit rapoartelor,
Romania se afla pe ultimele locuri in Uniunea Europeana la majoritatea
indicatorilor care ilustreaza situatia educatiei. Tn anul 2018, procentul din
PIB alocat educatiei a fost de 2,8%. Mai mult, finantarea per elev/student e
direct proportionala cu nivelul de studii. Astfel, in invatamantul universitar
se cheltuie de 2,3 ori mai mult pe student decét se cheltuie cu un elev in
Tnvatamantul primar si gimnazial si de 1,8 ori mai mult decét Tn Thvatamantul
liceal si post-liceal. Tn acelasi timp, rata de parasire timpurie a scolii® este
printre cele mai mari din UE, aproximativ 16,4% in 2018 - prin comparatie
media UE28 este 10,6%.

Se poate argumenta ca exista un numar important de tineri care au finalizat
cel multinvatamantul gimnazial si ca sunt predispusi sa fie in categoria NEET,
avand n vedere faptul ca finalizarea studiilor gimnaziale reprezinta o conditie
obligatorie pentru obtinerea unei calificdri. Tn mediul rural situatia este si mai
problematica in contextul Tn care rata de parasire timpurie a scolii este 25,4%
(Eurostat, indicator [edat_Ifse_30]). Nu in ultimul rand, Tn Romania saracia
n randul tinerilor cu varste cuprinse intre 15 si 24 ani a scazut pentru prima
datd sub 40% abia in 2018 (39%), lucru care afecteaza participarea la
educatie si obtinerea unui loc de munca. Situatia din viitor nu este
promitatoare, Tn contextul n care participarea la educatie este influentata
negativ de saracie, iar procentul copiilor intre 6 si 10 ani aflati Tn risc de
saracie sau excluziune sociala a scazut abia Tn ultimii doi ani sub 50% (nivelul
din 2018 era 41%), in timp ce procentul celor cu varste cuprinse intre 11 si
15 ani, aflati in risc de saracie sau excluziune, era, ih anul 2018, de aproximativ
39% (Eurostat, indicator [ilc_peps01]).

Potentialele probleme la iesirea din sistemul educational pot fi ilustrate si
de testarile internationale PISA. Acestea isi propun evaluarea competentelor
de citire, matematica si stiinte pentru elevii de 15 ani. Rezultatele elevilor
din Romania sunt slabe, sub media OECD, iar discutiile cu privire la testarile
din 2012, 2015 si 2018 s-au concentrat pe lipsa competentelor de baza,
denumite in presa ,,analfabetism functional”. Dintre elevii participanti la PISA,
aproape 40% sunt sub nivelul 27, adica pot intelege texte si rezolva probleme
de dificultate redusa (dublu fata de media UE28). Mai mult, impactul statutului
socioeconomic al parintilor® este unul major: aproximativ 60% dintre elevii



18

CU un statut socioeconomic scazut nu au competente de baza. Daca impartim
elevii Tn grupuri in functie de statutul socioeconomic al parintilor, putem spune
ca lipsa competentelor de baza este de 3 ori mai probabila Th cazul elevilor
din ultima quartil, comparativ cu prima. Tn contextul discutiei despre tinerii
NEET, lipsa competentelor de baza este foarte relevanta, aceasta fiind, cel
mai probabil, un impediment important pentru integrarea pe piata muncii, in
special a grupurilor defavorizate.

Intr-o analiz anterioard am aratat, folosind datele PISA, c& factorii care
influenteaza scorurile obtinute la citire, matematica si stiinte variaza
semnificativ in functie de ocupatia parintilor si de stocul de capital cultural
detinut Tn familie, iar dintre resursele scolare, cel mai important factor este
calitatea resurselor educationale din scoalad®, care are totusi un efect mai
mic, comparativ cu factorii familiali (Toc, 2016, 2018). Inegalitatile nu
sunt ilustrate numai de testarile internationale, ci si de testarile nationale,
pe baza carora se face repartizarea la liceu. De exemplu, la testarile nationale
din clasa a VIll-a, in anul 2018 aproximativ 35% dintre elevii din mediul
rural au obtinut sub nota 5, fatd de numai 14% in mediul urban'®. Nu n
ultimul rand, participarea la educatie a elevilor romi a fost si raméne o
problema constanta Tn Romania: doar 38% dintre copiii romi de 4 si 5 ani
frecventeaza gradinita (fatd de 87% total), 77% dintre tinerii romi cu varste
cuprinse intre 18 si 24 ani au parasit timpuriu scoala; 64% dintre tinerii romi
sunt NEET, 29% dintre elevii romi Tnvata Tn continuare Tn clase segregate
etnic (FRA, 2016). Perceptiile functionarilor din serviciile sociale, ilustrate
de datele calitative colectate de ISE (2015, pp. 68-69), sunt ca se lucreaza
cu dificultate cu persoanele de etnie roma. Acestia atribuie cauzele esecului
scolar si de integrare ocupationala mai degraba indivizilor (etnicilor romi) si
mai putin institutiilor educationale sau problemelor de pe piata muncii. Tn
general, sunt folosite simplificari stereotipale pentru a explica esecul, putand
fi resimtita si o resemnare n discursurile functionarilor intervievati: ,,sunt
refractari”, ,,sunt limitati”, ,,abandoneaza din cauza traditiilor, a casatoriilor
timpurii si a faptului ca fac copii devreme”, ,,problema porneste de la educatia
parintilor, de la cei 7 ani de acasa”. Pe de alta parte, tinerii romi NEET au
relatat experiente care ilustreaza dezavantaje structurale majore, cele mai
importante fiind saracia si excluziunea sociala, iar Tn plan secund se poate
discuta despre subaprecierea propriilor abilitati. Asadar, institutiile
educationale si cu atat mai putin institutiile care ofera asistentad sociala nu
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sunt considerate responsabile pentru facilitarea accesului si participarii la
educatie a elevilor.

Tn conditiile In care sistemul de Tnvatamant se confrunta cu aceste probleme,
este explicabila dificultatea tranzitiei din sistemul educational catre piata
muncii pentru tinerii din Romania. Sistemul de invataméant nu ofera sanse
egale la educatie elevilor din medii dezavantajate*, fiind mai probabil ca
acestia sa paraseasca timpuriu scoala, sa nu aibd competente de baza sau sa
urmeze un liceu aflat in ultima quartila din punctul de vedere al notelor,
care ofera sanse mici de imbunatatire a nivelului competentelor. Practic,
acest lucru sugereaza incapacitatea sistemului de Thvatdamant de a contribui
la procese de mobilitate sociala ascendentd, fiind mai probabild ,,contributia”
acestuia la reproducerea inter-generationala a saraciei.

Cu toate ca lipsa educatiei este un impediment major in integrarea tinerilor
aflati in situatie de vulnerabilitate din Romania pe piata muncii, acesta nu
este singurul. Dragolea (2016) argumenteaza c&, in contextul in care riscul
de sérdcie s-a mentinut constant in perioada post-criza, se poate vorbi despre
un esec al politicilor redistributive Tn Romania. Cheltuielile publice alocate
pentru reducerea excluziunii sociale au fost constant scazute tn ultimii 10
ani*2 (0,2% din PIB in medie, comparativ cu 0,5 Tn UE28), iar riscul de
saracie dupa efectuarea transferurilor sociale este printre cele mai ridicate
din Europa, Tn special in randul tinerilor®® (Dragolea, 2016, pp. 205-206).
Mai mult, transferurile financiare directe nu sunt suficiente pentru oferirea
unei protectii sociale adecvate, iar transferurile non-financiare destinate
protectiei sociale sunt de 10 ori mai mici comparativ cu UE 28 (ibid., pp.
206-212). Toate aceste informatii sugereaza un impact scazut al cheltuielilor
cu protectia sociala Tn oferirea de sanse de a iesi din sardcie grupurilor
vulnerabile. Tn ultimd instantd, piata muncii ofera putine oportunitati reale,
iar acolo unde exista, sunt in general caracterizate prin salarii scazute si
conditionate de naveta zilnica. Cercetarea calitativa realizatd de Preoteasa
(2015) este sugestiva din acest punct de vedere, autoarea argumentand faptul
ca alternativele la ocuparea formala Tn comunitatea rurala studiata sunt:
munca la negru, pensionarea anticipatd, migratia sau agricultura de
subzistenta. Dintre factorii identificati de Preoteasa (2015), cei mai importanti
sunt de natura contextuala: lipsa infrastructurii de transport; lipsa ofertei de
munca la nivelul localitatii; absenta serviciilor publice de hgrijire a copiilor si
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a persoanelor dependente (adulti sau varstnici). Nivelul salariului, care este
unul scazut, Tn special pentru persoanele necalificate sau slab calificate, cu
un nivel de scolaritate redus, poate fi de asemenea o barierd importanta, mai
ales daca este conditionat de naveta si lucru in schimburi**. Nu Tn ultimul
rand, Tn raportul ISE (2015, p. 37) sunt recunoscute constrangerile intdmpinate
de tinerii NEET, generate de lipsa locurilor de munca, calitatea si remunerarea
acestora.

4. Strategii privind reducerea inegalitatilor

Cel mai important document strategic in care regasim ca propunere explicita
reducerea inegalitatilor este Pilonul European al Drepturilor Sociale, care
Tsi propune asigurarea echitatii si dreptatii sociale Tn Uniunea Europeana®.
Acesta reuneste 20 de principii care vizeaza domenii de politici publice
care variaza de la excluziune sociala si discriminare, pana la solidaritate
generationala si protectia drepturilor copilului. Trei directii de actiune sunt
considerate fundamentale: sanse egale si acces la piata fortei de munca;
conditii de munca echitabile; protectie sociala si incluziune sociala.

Cea mai recenta evaluare, realizatd la nivelul datelor statistice din anul
2016, arata faptul ca situatia Romaniei este una critica la nivelul
indicatorilor din cadrul celor trei directii de analiza. Astfel, Romania
Tnregistreaza valori critice la indicatori precum: persoanele care parasesc
timpuriu sistemul formal de educatie si formare profesionald; decalajul de
ocupare dintre femei si barbati; numarul persoanelor aflate in risc de saracie
si excluziune sociala si ponderea tinerilor care nu sunt angajati si nici nu sunt
cuprinsi Tn sistemul educational sau de formare profesionald. Tn privinta
evaluarii progresului strategiilor si politicilor publice care vizeaza Pilonul
European al Drepturilor Sociale in domeniul protectiei sociale si incluziunii,
Romania nregistreaza valori scazute la indicatori precum: impactul
transferurilor sociale asupra reducerii saraciei, nevoii neindeplinite de ingrijire
medicala si nivelul competentelor digitale ale indivizilor, precum si o situatie
slaba, dar in curs de ameliorare, a indicatorului privind participarea ih
Tnvatamantul prescolar a copiilor cu varste mai mici de 3 ani.
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Potrivit unei analize elaborate de Fondul Monetar International (Chenetal.,
2018), inegalitatea economica intre tineri si varstnici a crescut semnificativ
dupa criza economica din 2008. Tinerii au o probabilitate mai ridicata de a se
aflain situatia de risc de saracie sau excluziune sociala decéat varstnicii, iar
n unele tari (inclusiv Romania), munca nu reprezinta in mod obligatoriu o
garantie pentru iesirea din saracie, in contextul prevalentei saraciei in munca
(17,4%1n 2017, conform Eurostat, indicator [ilc_iw01]) si al ocuparii part-
time involuntare (mai mult de jumatate din contractele part-time inregistrate
Tn Romania intrd Tn categoria ,,ocuparea part-time involuntara” conform
Eurostat, indicator [Ifsa_eppgai]). Chiar FMI recunoaste faptul ca politicile
de consolidare fiscala, alaturi de evolutia pietei muncii si de designul institutiilor
de protectie sociald, au contribuit la exacerbarea inegalitatilor existente
anterior crizei economice, la somajul Tn randul tinerilor si la trendul cétre
locurile de munca mai putin stabile. Mai mult, inclusiv tinerii care au contracte
de munca ce le ofera venituri suficiente pentru asigurarea unui trai decent
(Gugaetal., 2018) sunt vulnerabili, in eventualitatea Tn care isi pierd locul de
munca, intrucét detin numai 5% din totalul avutiei din Europa si fie au credite
ipotecare, fie platesc chirie, Tn mai mare masura decét alte categorii de
varsta (Chen et al., 2018). De asemenea, somajul in randul tinerilor are un
efect important asupra participarii viitoare pe piata muncii. Este mai probabil
ca tinerii care au experimentat somajul sa aiba locuri de munca precare, sa
aiba mai multe perioade de somaj, sd aiba o stare de sanatate mai proasta si
0 bundastare generala scazuta (O’Reilly et al., 2015). Mai mult, exista in
Europa un proces de ,,mostenire” a dezavantajelor, tinerii care au avut parinti
someri avand o probabilitate ridicatad sa experimenteze somajul.

Scopul general al unei politici Tn domeniul tineretului este de a facilita
depasirea provocarilor si obstacolelor de catre tineri, in tranzitia de la
copilarie la viata adulta (Siurala, 2006). Din acest punct de vedere, situatia
din Romania este ilustratd in ultimul raport elaborat Tn cadrul proiectului
EXCEPTY, proiect de cercetare ce si-a propus sa analizeze situatia tinerilor
pe piata muncii si care se afla n risc de excluziune sociald Tn Uniunea
Europeana si Ucraina (Pantea, 2018). Potrivit raportului, in cazul Romaniei,
problema tinerilor nu e considerata foarte importanta, daca este sa ne uitam
la agenda de politici publice sau chiar la agenda de cercetare. Acest lucru
este explicat in principal prin faptul ca un procent semnificativ de tineri
migreaza in Europa de Vest, dar si prin faptul ca absenteismul electoral nu i
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face un grup foarte relevant pentru elaborarea de politici, mai ales ca, n
contextul disparitatilor regionale, tinerii reprezinta un grup eterogen.

Conform aceluiasi raport, institutiile din Romania nu Tnregistreaza date
privind programele destinate integrarii pe piata muncii a tinerilor, iar
procentul din PIB alocat politicilor active de (re)integrare pe piata muncii
este insignifiant (ibid.). Una dintre cele mai importante initiative menite sa
sprijine tinerii vulnerabili este INTESPO — Tnregistrarea Tinerilor in
Evidentele Serviciului Public de Ocupare®®, scopul central fiind acela de a
creste numarul de tineri NEET Tnregistrati pentru a sprijini integrarea
acestora in programe de formare si pe piata muncii. Activitatile au fost mai
degraba axate pe 0 componentd administrativa si nu iau in calcul problemele
structurale cu impact asupra somajului in randul tinerilor, precum: lipsa
locurilor de munca de calitate si bine platite, costurile ascunse ale continuarii
educatiei, calitatea redusa a educatiei profesionale, raportul problematic
dintre salarii si costul vietii, formele atipice de ocupare, in special ocuparea
precara, tot mai raspandite (Pantea, 2018).

Alte programe implementate au vizat dezvoltarea sistemului de ucenicie
din Romania. Ucenicia este considerata ca o solutie pentru facilitarea
tranzitiei tinerilor de la scoala la piata muncii, oferind formare profesionala
initiala si continua de calitate si asigurand un loc de munca ce furnizeaza
securitate sociald pentru tineri. Tnsa, potrivit Raportului Proiectului Pilot
IER: Evaluarea sistemului de Ucenicie din Roméania, elaborat de Ministerul
Muncii, Familiei, Protectiei Sociale si Persoanelor Varstnice (2015), au fost
Tncheiate un numar redus de contracte. Evaluarea realizata de Pantea (2018)
sugereaza ca programul nu reuseste sa aiba un impact asupra principalelor
cauze ale somajului si excluziunii sociale Tn réndul tinerilor. Interventiile
sunt mult prea centrate pe companii, iar riscul utilizérii ucenicilor pe post
de angajati nu este luat in considerare. Nu in ultimul rand, nu exista dovezi
care sa sugereze ca stagiile de ucenicie au intrerupt seria,,locurilor de munca
pe termen scurt” si ca, in final, calificarile au fost utilizate cu succes de
tineri pentru a gasi locuri de munca.

Alte politici sociale care sunt in stransa legatura cu incluziunea sociald sunt
cele legate de locuire sau de sprijinire a ocuparii grupurilor vulnerabile.
Programe precum ,,Prima chirie”?® au ca obiectiv sprijinirea persoanelor
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care se deplaseaza pentru obtinerea unui loc de munca la o distanta mai
mare de 50 km, pe o perioada de maximum 36 de luni. Programul nu a
functionat Tnsa, numarul de beneficiari a fost redus, iar principalele cauze
ale excluziunii sociale sau somajului Tn randul tinerilor nu au fost luate Tn
considerare. Mai mult, in implementarea programului nu s-a tinut cont de
disponibilitatea locurilor de munca in proximitatea domiciliului (ibid.).

Un alt program este ,,Promovarea participarii pe piata muncii a tinerilor cu
risc de marginalizare sociala”?°, care functioneaza pe principiul
subventionarii angajatorilor pentru fiecare persoana angajata, cu varste
cuprinse intre 16-26 ani, care se afla in diverse situatii de marginalizare.
Masura a sprijinit integrarea pe piata muncii a 50% din numarul total de
tineri aflati Tn grupul tinta, Tnsad evaluarea sugereaza ca este problematic din
mai multe puncte de vedere: grupul tinta este foarte eterogen, calitatea
ocuparii este scazuta (masurata inclusiv prin masurile de sprijin reduse pentru
ca angajatorii si ceilalti angajati sa fie pregatiti pentru a nu discrimina
beneficiarii, pentru a intelege problemele cu care acestia se confrunta) (ibid.).

Singurul exemplu de succes prezentat de Pantea (2018) este legat de oferirea
de educatie profesionala tinerilor din sistemul secundar de Tnvatamant, prin
parteneriat Tntre sistemul public de educatie, 0 companie privata si elevi.
Acest tip de interventie a fost Tnsd realizata la nivel local, numarul de
beneficiari fiind scazut. Cu toate acestea, pregatirea a fost considerata de
calitate, iar tinerilor le-au fost oferite locuri de muncé in companie la
finalizarea studiilor. Problema fundamentald a acestor programe care
functioneaza la scara mica este ca, In conditiile implementarii la o scara
mai largd, angajatorii pot deveni foarte selectivi cu persoanele care
finalizeaza tnvatamantul.

5. Concluzii

Tn aceasta lucrare mi-am propus sa analizez situatia tinerilor vulnerabili din
Romania intr-un context mai larg. Accentul a fost pus pe tinerii NEET si pe
cei predispusi sa se afle In risc de excluziune sociald. Tn prima parte am
descris principalele tipuri de inegalitati sociale la care sunt expusi tinerii
din Romania. Tinerii reprezinta o categorie vulnerabila, mai expusa riscului
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de saracie sau excluziune sociala si care este afectatd de schimbarile pietei
muncii si de aparitia ocupatiilor atipice, inclusiv cele specifice capitalismului
de tip platforma (companii care ofera solutii hardware si software astfel
Tncét indivizi terti sa isi desfasoare activitati economice — Uber, Aribnb etc.)2.
Tn a doua parte am analizat care sunt principalele caracteristici ale tinerilor
NEET din Romania n raport cu media UE28. Tinerii NEET locuiesc mai
degraba in mediu rural, orase mici sau suburbii, decét in urban; sunt distribuiti
uniform din punctul de vedere al nivelului de scolaritate; sunt mai degraba
inactivi care nu Tsi cauta sau nu sunt disponibili pentru a munci, decat someri
care au cautat activ un loc de munca in ultimele 4 sdptdmani; jumatate
dintre tinerii NEET ar dori sa munceascd, indiferent daca ei cauta sau nu un
loc de munca, lucru care infirma stereotipurile conform carora decizia de a
munci sau nu tine de o alegere individuald; diferentele de gen sunt importante,
numarul tinerelor NEET fiind mai mare, comparativ cu cel al barbatilor si
sunt, mai degraba, inactive si, mai degraba, indisponibile pentru a munci,
comparativ cu barbatii.

Am argumentat, de asemenea, ca problema tinerilor vulnerabili trebuie
nteleasa in raport cu problemele din Tnvatamant, dar si cu cele de pe piata
muncii. Printre motivele cele mai importante pentru care tinerii ajung sa fie
vulnerabili se numara si rezultatele sistemului de Tnvatamant roméanesc
precum: abandon scolar timpuriu ridicat; lipsa competentelor de baza la
iesirea din sistem; inegalitati educationale, in defavoarea celor cu statut
socio-economic al familiei scazut, fenomen ce duce la reproducerea inter-
generationala a saraciei. De asemenea, politicile sociale sunt ineficiente Tn
reducerea saraciei, iar structura pietei muncii, disparitatile geografice si
diviziunea rural-urban reprezinta deseori un impediment in integrarea
tinerilor, mai ales Tn contextul Tn care Romania este tara cu o pondere mare
a persoanelor care desi muncesc se afla sub pragul saraciei, situatie cauzata
n principal de numarul mare de persoane ocupate Tn munci agricole de
subzistentd realizate Tn propria gospodarie.

Analiza programelor in domeniul tineretului, cu accent pe cele care isi propun
incluziunea sociala si reducerea somajului, Tn contextul austeritatii de dupa
criza economica globala din 2008, ilustreaza ca impactul acestora este mai

degraba limitat (a se vedea si Strat et al., 2018). Pana n prezent, cele mai
multe masuri implementate Tn Romania au avut un impact scazut asupra
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incluziunii sociale a grupurilor vulnerabile. Cu alte cuvinte, politicile si
programele implementate si cele aflate Th implementare nu reusesc sa
atenueze problemele structurale care genereaza vulnerabilitate in randul
tinerilor. Luarea n considerare a particularitatilor grupurilor vulnerabile si
Tmbunétatirea capacitatii administrative a serviciilor de ocupare pentru
Tnregistrarea tinerilor aflati in cautarea unui loc de munca, reprezinta conditii
importante pentru politicile ce Tsi propun sprijinirea tinerilor. De asemenea,
procesul de evaluare a impactului politicilor existente trebuie Imbunatatit, in
conditiile In care evaluarea administrativa este preferata deseori studiilor de
impact.

Multumiri

Aceasta lucrare a primit sprjin financiar din partea Programului Operational
Capital Uman 2014-2020, co-finantat prin Fondul Social European, proiect POCU/
380/6/13/124708 nr. 37141/23.05.2019, cu titlul ,,Cercetdtor-antreprenor pe piata
muncii Tn domeniile de specializare inteligenta (CERT-ANTREP)”, coordonat
de cdtre Scoala Nationala de Studii Politice si Administrative. Doresc, de asemenea,
sa aduc multumiri Irinei Lonean, recenzentilor si editorilor Revistei de Pedagogie
pentru comentariile pertinente pe primele versiuni ale acestui articol.

NOTE

1 GINI masoara modalitatea in care distributia veniturilor dintr-o tara se abate de
la o distributie egala (unde zero Tnseamna egalitate perfecta, iar 100 inegalitate
perfectd).

2 S80/S20 reprezinta raportul dintre cei mai bogati 20% si cei mai saraci 20% din

punctul de vedere al veniturilor. Cu cét raportul e mai mare cu atét inegalitatea

dintre cele doua grupuri e mai mare.

Tineri care nu sunt nici angajati, nici nu Tsi continud educatia sau formarea.

Detalii aici: https://ec.europa.eu/social/main.jsp?catld=1079&langld=en

Detalii aici: https://ec.europa.eu/social/main.jsp?catld=1176

Procentul populatiei cu varste intre 18-24 care au cel mult scoald gimnaziala si nu

se mai afld in sistemul de educatie sau formare.

7 ,Nivelul 2 este considerat nivelul de baza necesar a fi atins de catre un tandr de
15 ani pana la finalizarea Tnvatdmantului obligatoriu, pentru a putea functiona
eficient Tn societatea cunoasterii.” (https://www.edu.ro/rezultatele-elevilor-
rom%C3%A2ni-la-testarea-oecd-pisa-2015).
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OECD a construit un index al statusului economic, social si cultural care ia n
considerare educatia si ocupatia parintilor, dar si bunurile materiale, culturale si
resursele educationale detinute in familie (OECD, 2016).

Aprecierea directorilor cu privire la calitatea materialelor de instructie,
echipamente de laborator, computere, softuri si internet, materiale din biblioteca.
Detalii aici: https://www.edu.ro/sites/default/files/2017-06-30%20Dosar%
20EN%202017%20v3.pdf

Criteriile pentru stabilirea mediilor dezavantajate sunt multiple, iar unii indivizi
pot experimenta mai multe Tn acelasi timp. De exemplu, probabilitatea ca o
femeie roma, dintr-o comunitate sdraca, ai cdrei parinti au un nivel de scolaritate
scazut, un statut precar pe piata muncii, care locuieste in mediul rural si are
lipsuri materiale majore va intdmpina dezavantaje multiple in participarea la
educatie, inclusiv generate de efecte comune ale acestor factori.

Eurostat, indicator [spr_exp_gdp].

Tnainte de transferuri sociale, riscul de sdracie era in anul 2015 29,3%, iar dupa
transferuri sociale 25,4% (in UE28 era 25,9% Tnainte de transferuri sociale,
respectiv 17,3% dupa transferuri) (Eurostat (ilc_li10), (ilc_li02)).

De exemplu, o familie formata din doi adulti si doi copii care au veniturile totale
formate din doua salarii minime si doud alocatii pentru copii nu au reusit sa
atinga n ultimii 27 de ani nivelul calculat al cosului minim decent si nici nivelul
cosului minim de subzistenta (Zamfir et al., 2017).

Detalii aici: https://ec.europa.eu/commission/priorities/deeper-and-fairer-
economic-and-monetary-union/european-pillar-social-rights/european-pillar-
social-rights-20-principles_ro#

Vezi Social Score Board 2018, disponibil la adresa: http://europa.eu/rapid/
attachment/IP-18-1341/en/Factsheet%20-%20Social%20Scoreboard%20-
%202018%20Country%20Reports.pdf

Detalii aici: http://www.except-project.eu/about-the-project/

Detalii aici: http://www.mmanpis.ro/intespo-inregistrarea-tinerilor-in-evidentele-
serviciului-public-de-ocupare-pocul3523113589/

Detalii aici: http://gov.ro/ro/guvernul/sedinte-guvern/norme-pentru-aplicarea-
programului-prima-chirie-destinat-stimularii-mobilitatii-fortei-de-munca
Detalii aici: http://www.ajofmiasi.ro/continut/servicii-pentru-angajatori#ancora6
Detalii aici: https://www.eurofound.europa.eu/data/platform-economy/records/
platform-capitalism
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Abstract

The association of three concepts — quality, equity, inclusion —represents the
transversal axis of international and European educational policy documents
nowadays, hence being an important aim for all education systems. According to
the UNESCO strategic documents on education for the period up to 2030 and to the
development objectives for this millennium, the creation of inclusive educational
systems stands asthe surest path to social inclusion. Inclusion isan aspect consistent
with value and with the principle of equity, aimed at ensuring theright of all children
to develop and reach their full potential. The European Commission defines equity
as the extent to which individuals can benefit from and access educational
opportunities, educational interventions and outcomes, along with those of
professional education and training.

At an international level, the early school leaving indicator assesses the extent to
which agiven system managesto fight inequalitiesin termsof exclusion. According
to the Eurostat 2019 data on Romania, at alevel of 16.4% in 2018, the early school
leaving and training rate (for individuals aged 18 to 24) remains one of the highest
ratesin the EU. The percentage is significantly higher compared to the EU average
and to the national target for 2020. The study argues that in spite of the policiesfor

*  Associate profesor PhD, Technical University of Civil Engineering, Teacher Training
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Education Research Unit, Bucharest, Romania.
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improving the quality of education over the past decade, most of the measures are
focused on approaching the social barriers regarding the access to education, and
less on increasing the quality of the education provided in schools (education as a
process).

Keywords: early school |eaving, educational policies, equity, inclusive education,
quality education.

Rezumat

Asocierea a trei concepte — calitate, echitate, incluziune - reprezinta acum axa
transversald a documentelor de politici educationale internationale si europene,
deci si o tintda importanta pentru toate sistemele de Tnvatamant. Potrivit
documentelor strategice ale UNESCO referitoare la educatie in perspectiva anului
2030 si la obiectivele de dezvoltare pentru mileniul Tn curs, calea cea mai sigura
pentru incluziunea sociald o reprezintd crearea sistemelor educationale incluzive.
Incluziunea reprezintd un aspect consecvent valorii si principiului echitatii, menit
sa asigure dreptul tuturor copiilor de a se dezvolta si de a-si atinge Tntregul potential.
Comisia Europeana defineste echitatea drept gradul Tn care persoanele pot
valorifica accesul si oportunitatile educationale, interventiile si rezultatele educatiei,
respectiv ale formarii profesionale.

La nivel international, indicatorul ,,early school leaving” inregistreaza masura in
care un sistem reuseste sa combata inechitatile Tn termeni de excluziune. Conform
datelor Eurostat 2019 pentru Romania, la un nivel de 16,4% Tn 2018, rata parasirii
timpurii a scolii si formarii (de catre persoanele intre 18 si 24 de ani) ramane una
dintre cele mai crescute din UE. Procentul este semnificativ ridicat comparativ cu
media UE si fatd de tinta nationala pentru 2020. Studiul sustine c&, Tn ciuda
politicilor de imbunatatire a calitatii educatiei din ultimul deceniu, majoritatea
masurilor sunt axate pe abordarea barierelor sociale in calea participarii scolare
si mai putin pe cresterea calitatii educatiei oferite Tn scoli (calitatea de proces).

Cuvinte-cheie: calitatea educatiei, echitate, educatie incluziva, parasirea timpurie
a scolii, politici educationale.
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1. Three concepts, multiple challenges

Quality, equity and inclusion are the three concepts aimed at fundamentally
changing educational perspectives and practices. On the quality — quantity
axis, our aim is to point out the dynamics of such concepts as school
participation and inclusion. As it is characteristic to systems, satellite
concepts gravitate at the intersection between values and actions, serving
an important role in the assessment of the distance between declarative/
ideational and actuality/ practicality. Such a concept is the one of early
school leaving, the key through which we will then look at the specific
educational policies at the European level and at the level of the Romanian
educational system as well. This analysis has the aim to underline, as much
as possible, the evolutions, the snapshot realities and the effects that these
concepts will have as they are identified in the field of literature. We think
that a reflexive approach will be interesting for researchers, evaluation
programme staff and teachers, which can observe the cleavages between
practice and the theoretical conceptualisation and, as a result, they could
adopt a creative approach on their practice.

1.1. Quality education, between unification and conceptual
problematisation

The concept of quality education is a constant concern in terms of the
education-focused type of discourse at international level, with a recent
comeback through the increasingly sustained attempts at its
operationalisation. Organisations such as UNESCO, the World Bank, OECD
or the institutions of the European Union emphasise that high-quality
education is a crucial matter in post-2015 educational agendas, correlated
with the social and economic development objectives of the states. On the
other hand, there is not any consensus on the conceptualisation of quality,
as shown by a document of UNESCO (2005, p. 1): “‘There is no one
definition, list of criteria, a definitive curriculum, or list of topics for a
quality education. Quality education is a dynamic concept that changes and
evolves with time and changes in the social, economic and environmental
contexts of place’. Beyond the international discourse, with the movement
for ensuring the quality of education, at the level of national systems the
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main challenge is the need of increasing the quality of education in terms of
how to ensure high-quality education in a cost-effective manner.

A series of articles and summary reports on literature (Laurie et al., 2016)
refer to several dominant models: (1) the economic model of education,
based on the theory of human capital, refers to quantifiable inputs and outputs
(measurable quantitative results); (2) the humanistic model, based on the
theories of human development, regards education as a process at the centre
of which are the pupils and students and it refers to broader personal and
social objectives; (3) the model of contextualised learning/ education, based
on the constructivist paradigm, proposes the integration of the relevant
knowledge from the local level onto academic learning as a solution for
ensuring the sustainability of the programmes.

Some authors recommend several unifying perspectives on quality, such as
the framework for quality education designed by Nickel and Lowe (2010,
p. 599) structured on seven dimensions of quality in education: effectiveness
(the extent to which the declared educational objectives are accomplished),
efficiency (the economic grounds of quality), equity (ensuring access and
participation in education for all individuals), responsiveness (responding
to the needs of every pupil taking their uniqueness into consideration),
relevance (the utility of education for pupils both in the short and long
term), reflexivity (the ability to adapt to change and uncertainty), and
sustainability (a focus on behaviour change and the increase of responsibility
at individual, local and global levels).

The mere reading of these dimensions shows that the sphere which the
concept of quality aims to encompass is impossible to be described so that
its complex reality can be analysed and improved. Hence, educational
policies have encouraged educational systems to assume more liberty/
decentralisation in terms of choosing management models and assuming
responsibility toward the actors involved. At the same time, stances of
teachers and researchers were developed, according to which liberty and
professional responsibility must be protected from the external assessment
of the educational processes as a product of quality assurance procedures
(Doherty, 2008). Conversely, an increasingly noticeable suggestion regards
an orientation toward reflection on the practices/ the analysis of the micro-
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processes of teaching and learning and of quality work (Elken & Stensaker,
2018). Moreover, a group of theorists and practitioners in the field of
education influenced by the philosophy of Deleuze (Dahlberg, 2016; Moss,
2016) support the search for alternatives to quality, which they regard as
counterproductive in relation to the social and educational objectives
referring to diversity, participation, inclusion and innovation. The beyond
quality movement advocates that the desire for quality, the language of
quality, and the methods for quality continue to dominate throughout policy
documents, academic studies, and the discourses of practitioners, oftentimes
void of content and thus lacking the possibility of problematisation, which
may entail great disservice for education (Moss, 2016, p. 132).

1.2. Educational equity, beyond equality

The concept of equity is very often invoked in relation to that of quality,
even as a dimension of the quality of education, as mentioned above. Its
discursive sphere comprises concepts such as social justice, solidarity,
responsibility, tolerance, individual autonomy, exclusion / marginalisation.
Whereas equity gradually became a common ground, there are heavily
ideological discourses of deficit and drawbacks running in the background
that come to insidiously stereotype the representations of teachers, the
curricula and pedagogical practices (Webster & Ryan, 2018).

The promotion of equity in education was introduced by the United Nations
through key documents and the 2015 Incheon Declaration which reaffirmed
the importance of equity for a renewed education agenda (UNESCO, 2015).
The OECD also has a history of over 50 years advocating for the concepts
of equality and equity, oriented in four directions: equity of access or equality
of opportunity, equity in terms of learning environment or equality of means,
equity in production or equality of achievement (of results), and equity in
using the results of education (Levin, 2003). Also, the EU designed relevant
documents on the matter of equity at the level of its member states, especially
after the year 2000. In one of them, the EU defines equitable education
systems as those that make sure that the results of education and training
are independent from the socio-economic environment or from other factors
leading to educational disadvantages, and that the educational interventions
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reflect the individuals’ specific learning needs (CEC, 20086, p. 2).

As in the case of quality, there is no consensus on the conceptualisation of
equity either. An extremely large amount of literature was written on the
topic of equity in education, indicating, if we were to greatly simplify it, on
the one hand the acknowledgement of the fact that there are groups struggling
with significant obstacles in education (especially referring to women, ethnic
minorities, disabled persons and socio-economically disadvantaged groups)
and, on the other hand, expressing the intention of promoting education for
all. Educational equity implies the adjustment of educational opportunities
(including adaptation, varied resources and media) in order to respond to
the needs of all and each, which are not the same/ equal. In contrast, equality—
if it refers to equal chances, the equality of results or the equality of
opportunity — implies the uniform distribution of resources and services,
regardless of needs, hence regardless of individual and social circumstances
(Levin, 2003, p. 9).

It is a known fact that school is not a neutral space and that individual data
do not become barriers or opportunities in isolation, but only in interaction
with others in the common space (of school), hence the idea that educational
inequity is related to the inequality in the capacity of various groups to
influence the structure of the curriculum, the essence of formal education
(Webster & Ryan, 2018, p. 127). The effectiveness of policies in the field
depends on the knowledge of the phenomenon; hence, one of the challenges
is the necessity to make inequity visible. The definitions of educational
inequality usually operate with three criteria, as noted by the authors of a
Report carried out by the USA on the matter of educational equity (Edley et
al., 2019, p. 23): the existence of significant disparities among groups in
matters of graduation or access to educational resources, reflected in
educational results; the existence of a weak correlation between resources
and pupils’ needs; the inadequacy of the efforts for reducing educational
segregation or the structural disadvantages of a group of pupils. The report
supports the introduction of certain indicators for equity that would offer
decision makers and the concerned parties the occasion *...to make their
own judgments as to the importance of an observed disparity and what can
be done to reduce it, considering other calls on political will and resources’
(Edley et al., 2019, p. 23).
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1.3. Inclusion and the challenge of diversity in education

Inclusion represents an aspect consistent with value and the principle of
equity and it refers to the ability to ensure the right of all children to develop
and reach their full potential (UN, Convention on the Rights of the Child,
1990). Even those who deconstruct concepts such as quality and equity in
education agree that inclusion is a concept of maximum relevance for
education and that inclusive education proposes the most viable actionable
solutions possible (Jones et al., 2016).

The effects related to discrimination and segregation represent a constant
concern of the UN in matters of human rights, and the moment of the World
Declaration on Education for All (Jomtien, 1990) and the one of the
Salamanca Statement (1994) are regarded as benchmarks in the
acknowledgement at a global level of the fact that inclusive education is ‘an
ongoing process aimed at offering quality education for all while respecting
diversity and the different needs and abilities, characteristics and learning
expectations of the students and communities, eliminating all forms of
discrimination’ (UNESCO, 2008, p. 3).

Inclusion is also a concept highly reliant on values, hence ‘the current debate
is no longer about what inclusion is and why it is needed; the key question
ishow it is to be achieved’ (European Agency for Special Needs and Inclusive
Education, 2014, p. 5). The literature (European Agency for Special Needs
and Inclusive Education, 2018) and metastudies (Géransson & Nilholm, 2014)
on the empirical evidence observe the challenges of the implementation of
inclusion caused by the variety of meanings of inclusive education within
national practices, by the lack of coherence and consistency of policies, by
large variations in the formation of the competencies of professionals, by
inclusive pedagogies and resources, and by the yet inconclusive results of
research data on the effects that inclusion has on the learning and development
of pupils.

The inclusion of all children and the ensuring of educational progress for
every pupil implies that change has to occur in all aspects — legislative,
structural and institutional, in terms of mindset/ behaviour. Hence, the model
of inclusion cannot be imported and the strategy of a given country for
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identifying its own perspective on inclusion has to take into consideration,
according to analysts (Ainscow, 2016), the following elements: inclusion is
a continuous process; inclusion is concerned with the identification and
removal of barriers; inclusion refers to the presence, participation and
achievement of all students; inclusion involves a particular emphasis on
those groups of learners who may be at risk of marginalisation, exclusion
or underachievement.

At the level of the European Union, the Report on the Implementation of
ET 2020 - the Strategic Framework for European Cooperation in Education
and Training proposes that inclusive education, equality, equity, non-
discrimination and the promotion of civic competences be placed among the
priorities of European cooperation in the field of education and training (EU,
2015).

Despite several formal rulings in favour of inclusion, at national levels the
tensions and disputes arising from the lack of coherence and from competing
interests negatively affect their implementation (The European Agency for
Special Needs and Inclusive Education, 2018). The studies have identified
a strong correlation between national traditions and practices for inclusion,
which means that it is very difficult for countries and schools to implement
an advanced model of inclusive educational policies in a short timeframe.

2. Educational exclusion and the phenomenon of early
school leaving

The extent to which a given educational system manages to combat inequities
in terms of exclusion constantly refers to the early school leaving indicator.
In accordance with international and European practice (Council
Recommendation, 28.06.2011), early school leaving is defined to describe
the situation of individuals aged 18-24 who leave the education and training
system at the level of secondary education or before this level. According
to the strategy aimed at reducing early school leaving in Romania, the
category of young people who are not included in the education system
hence consists of those who have concluded only the pre-school education,
primary school or no more than two years of upper secondary education
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(ISCED - the International Standard Classification of Education), respectively
those young people who completed a level of pre-vocational and vocation
training which did not allow them to obtain a Capacity Certificate. Diminishing
early school leaving is in line with both the ET 2020 objective of intelligent
growth through the improvement of education and professional training levels,
and with the objective of inclusive growth, through dealing with one of the
most significant risk factors in terms of unemployment, poverty and social
exclusion, with a reduction target at EU level set to less than 10% by the
year 2020.

To a larger extent than social interventions, a deep understanding of the
phenomenon of participation in education and actions with a direct impact
on the educational process stand as conditions for increasing quality and
equity in the educational system (UNICEF-ISE, 2017).

2.1. Educational exclusion and the excluded

As in the case of inclusion, educational exclusion can be understood in a
context broader than the usual one, referring to all the situations/ strains
that may result in temporary, long-term or permanent exclusion (including
the disciplinary type) or referring to full participation in education (caused
by difficulties in interacting or by the feeling of not being valued by others,
difficulties in understanding what is taught in school, etc.).

The concept of vulnerability is related to exclusion and it refers to individuals
or groups who are more exposed to risk, who need specific support or benefits
in order to compensate for health-related, economic or social drawbacks. In
an extensive study on the conceptualisation of vulnerability (Virokannas et
al., 2020), the authors bring to our attention several topics related to
vulnerability and the critical comments on this concept which has become
fashionable. According to them, the largest number of studies referred to
the groups of population in situational vulnerability, among which the youth
transitioning to adult life hold an important place, especially those who are
likely to develop risk-increasing behaviours. Among them, naturally/ born
vulnerable groups were identified on criteria especially relating to gender
and disability. In general, we can distinguish among three fundamental areas
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that can result in the vulnerability of young people, a vulnerability that tends
to unfold into a downward spiral (World Bank, 2005), so that with each
shock, the child goes down further reaching a new level of vulnerability, and
with each level he/ she is exposed to a host of new risks: material aspects —
shelter, food, clothing, money, medical care and education; emotional aspects
—care, love, support and emotional control; social aspects — not belonging to
asocial group of equals, lack of role models to follow or guidance in difficult
situations and risks in one’s close environment. Based on data from the
national longitudinal study on the youth in the US, Berzin (2010) aimed to
identify the patterns in the development of the youth transitioning to adult
life based on their level of education and social outcomes. His analysis shows
that demographic characteristics, the main features of the growing
environment at home and psychosocial resources can predict membership
to risk groups; in this regard, involvement in youth-serving government systems
is associated with poorer outcomes and remains salient when considered
with other risk factors (Berzin, 2010).

Regarding the debatable aspects of operating with concepts such as
vulnerable, excluded, marginal or at risk, we should recall the fact that
these practices result in a delimitation between those inside and outside the
norms of competence and success (Dahlberg, 2016, p. 128) and in
differentiation procedures which can generate counterproductive
classification and labelling such as the NEET (Not in Education, Employment
or Training). Elina Virokannas et al. (2020) conclude that it is necessary to
admit the temporal, situational, relational and structural nature of
vulnerability, and that social research should be focused on vulnerability-
inducing life situations and on the role of social or educational services/
interventions in the reduction, but also in the accumulation or (re)production
of vulnerability.

In accordance with this perspective, using the level of visibility of the data
regarding children (visible/ invisible children), UNICEF designed a detailed
framework for the categories of children and adolescents either excluded
or at risk of exclusion. The UNICEF multidimensional model of exclusion
makes the difference between the children/ adolescents who are not included
in the education system and those at risk of early school leaving and
distinguish among the children/ adolescents who are out of school as a result
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of early school leaving, the children/ adolescents who enrol late in school
and the children/ adolescents who will never go to school (UNICEF, 2017,

pp. 5-6).

2.2.  Theslippery realities and the early school leaving policies

As mentioned above, in accordance with international and European practice,
early school leaving refers to adolescents and young people who leave the
training and school system at the level of secondary education or before
this level. The complementary concept of school dropout is one of the severe
forms of non-participation in school and its estimation can be a relevant
indicator for an in-depth understanding of the phenomenon of early school
leaving, however, the methodological differences arising among states when
it comes to its definition and calculation limit its relevance at an international
level. Moreover, the impossibility of a realistic assessment on the
phenomenon of school dropout, hence on combating it, is exacerbated by
the non-harmonisation of the definitions with which each national system
operates, as in the case of Romania (UNICEF-ISE, 2017).

Alternatively, one of the methods used is the analysis of school dropout
cohort analysis, focused on a given generation throughout a full school
cycle. This indicator calculated for Romania as well, with the support of
UNICEF (UNICEF-ISE, 2017), offers a more accurate perspective on this
phenomenon, allowing for a better substantiation of the set of existing data
at the level of the system and educational policies.

Avrecent analysis (Tuparevskaet al., 2019) carried out on the most important
European policy decisions in the field of education, shows that most of the
measures are aimed at early school leavers and they are offered a wide
range of measures ranging from second chance schools and opportunities
to high-quality early childhood education and care. Among those, the
measure on the development of basic skills is one of the most invoked
directions when referring to the low-skilled and early school leavers. The
New Skills Agenda for Europe (EC, 2016, p. 5) suggests to ‘where possible
— develop a wider set of skills leading to an upper secondary education
qualification’, but it is again literacy, numeracy and digital skills that is on
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offer for vulnerable groups such as early school leavers and the low-skilled.
A series of authors emphasizes that a focus on critical literacy (which allows
one to read the world, i.e. Freire) will not only ensure the democratic skills
for people which are so necessary to making these groups visible, but it will
also make the discourse on basic skills less individualistic and competitive
(Tuparevska et al., 2019). The same study notes that despite EU policies for
reducing social exclusion, Eurostat data show that the statistical indicators
of poverty and social exclusion (AROPE) have not significantly improved
since the launch of Europe 2020. Hence there are certain groups that continue
to face barriers when it comes to benefiting from the measures provided
through various programmes or risk of being excluded from learning
opportunities, such as the unemployed, Roma, the persons who live in rural
or distant areas, disabled persons, single parents, the homeless, former
criminals, accumulating the initial disadvantage and passing it from one
generation to another.

2.3.  The approach of early school leaving in Romania

Unlike individual data processing, i.e. beyond our personal or group
experience (which could be either positive or negative), when it comes to
decision making in a national education system, statistics is the one to set
reality.

According to the Eurostat 2019 data, the early school leaving rate (for ages
18-24) in Romania, situated at 16.4% in 2018 (down from 18.1% in 2017),
remains among the highest in the EU. Its value is significantly above the
EU average (10.6%) and above the national target for 2020 (11.3%). In
2017, the participation of children aged between 4 and the mandatory school
age of 6 slightly increased to 89.6%, a value still under the 95% reference
value of Education and Training 2020 (EC, Education and Training Monitor,
2018).

The Country Report Romania 2019 identifies the main realities leading to
the poor educational performance: a low level of educational expenditure
(among the lowest in the EU), especially when it comes to early childhood
education, considered essential for preventing early school leaving, a low
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level of engagement in the system of childhood care and education (also due
to lack of facilities); challenges regarding the development of basic and
digital skills; a weak correlation between the school network and demographic
tendencies; the insufficient development of teachers’ competencies to apply
an approach that is focused on the pupil; the persistence of rural-urban
disparities; limited access to quality education for vulnerable groups, especially
for disabled persons and Roma. The data shows limited government financial
commitment to education (3.7% of the GDP in 2017, compared to the EU
average of 4.7%, Eurostat, 2019); in 2016, the level of educational expenditure
of public and private educational institutions for each pupil / student was of
approximately 2,074 EUR, compared to the EU average of 6,869 EUR.
When it comes to infrastructural and institutional development, Romania
drafted a strategy for the modernisation of educational infrastructure
(2018-2023) in order to approach significant efficiency-related and equity-
related challenges: 10% of schools are overcrowded (especially in urban
areas), whereas 60% are underused (especially in rural areas); school
transportation services are generally insufficient and inadequate, whereas
accessibility worsens as pupils go through the school system.

When it comes to participation, significant disparities at ethnic (especially
for Roma) and territorial (especially in rural areas) levels are mentioned.
Whereas 95% of children aged 7-14 are enrolled in primary and secondary
education, this is true for only 77% of Roma children, and only 34% of
Roma children aged 15-18 participated in secondary higher education (FRA,
2016).

According to the 2018 Education and Training Monitor, Romanians are
significantly behind the EU average when it comes to the basic skills that
predict the continuation and completion of studies. Although Romania’s
PISA scores improved starting with 2006 and dropped in 2018 in comparison
to the ones in 2015, they still remain significantly lower than those of other
states in the EU. The implementation of the competence-based curriculum
is in progress and it has encountered difficulties. In addition, teachers’ skills
of practicing a student-centered pedagogy are insufficiently focused on the
challenges in the classroom, including on the support of children with
learning deficiencies or of children at dropout risk (ISE, 2018).
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Based on the European Union’s (EU) jobs and growth strategy for 2010-20
(EU 2020), Romania has developed five national strategies in the field of
education, focused on the great challenges for the Romanian education
system: reducing early school leaving (2015-2020), improving the quality
of tertiary education (2015-2020) and the VET (2016-2020), the promotion
of lifelong learning (2015-2020) and investments in the infrastructure of
educational institutions (2018-2023).

To approach the critical topics mentioned above, the National strategy for
the reduction of early school leaving 2015-2020 highlighted the importance
of the early childhood years in child development and school readiness, as
a prerequisite for success in school and it focused on the concept of integrated
response in terms of policies and services from all relevant fields (education,
healthcare, social protection, etc.), with the horizontal and vertical
coordination between the relevant public and private actors. The programmes
proposed in this pillar refer to the increasing of enrolment rates in early
childhood education, primary and secondary lower education. In the context
of the expansion of participation in education, it proposes granting special
attention to the progressive expansion of preschool education (ages 3-5) in
order to obtain a universal enrolment rate. Additional results on enrolment
in the primary and secondary inferior cycles are also proposed for
approaching disparities in learning outcomes among the various target groups
of children aged 11 to 17, especially for those in precarious economic
environments from rural areas, Roma children and other minority groups
through: developing systems for early detection and intervention; the
consolidation, expansion and personalisation of counselling services and
the introduction of promotion mechanisms for educational student-centered
programmes, as well as of other types of programmes for keeping pupils in
the system.

A series of other additional strategies has been developed. The Strategy on
poverty reduction and social inclusion 2016-2020 renders explicit the main
government objective of insuring equality of opportunities for the promotion
of quality education for all, paying special attention to the quality of
education and professional training and to their relevance for both the
necessities of the labour market and those of individuals. It also aims at
improving teachers’ abilities to efficiently provide an inclusive education
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to Roma children and to eliminate the segregation, discrimination and negative
stereotyping of Roma children in schools. Increasing the access of children
from marginalised areas represents another critical topic calling for: the
improvement of facilities, qualified teachers, educational materials and modern
equipment. Also, according to the National Youth Strategy 2015-2020 the
objectives specific to the education pillar refer to ensuring access to education
and a quality formal and non-formal education for all the youth and
adolescents; the improvement of the non-formal education options; ensuring
a practical relevance for the competencies acquired through formal and
non-formal education.

When we refer to outcomes, a relevant fact may be that in the year 2017
less than a quarter of the allocated budget was spent for the four educational
strategies. Along with financial limitations, delayed decision making and
their implementation, as well as the discrepancies in the changes recorded
for the rural area and the urban area (the case of early school leaving) limit
the development of these strategies.

3. Discussions

As we have seen above, the period after the years 2014/2015 meant an
accentuation of equity-related aspects in EU policies, especially the measures
on reducing early school leaving, a fact that also echoed in national policies,
as in the case of Romania. On the other hand, the EU and OECD statistics,
in spite of their many errors and reporting ambiguities, serve the main role
of adjusting policies at national levels, identifying the action areas and
lending them legitimacy. Some authors talk about a transition of educational
systems toward Europeanisation (Alexiadou et al., 2019), through which
the groups of disadvantaged youngsters, such as Roma, now have a chance
to not become lost because of legislation and policies.

The discussion in our study of the three initial concepts — quality, equity,
inclusion — revealed that a large part of international institutions, school
and government-level decision makers, researchers and practitioners
consider that participation in school until the tertiary level represents a clear
measure of / result of quality and equitable education and a guarantee for
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social and personal success. This simplistic view on the educational path
and transitions from a period of schooling to another or to the labour market
has been the basis for the policies and programmes. We also saw that the
problematisation by specialists and practitioners regarding the various
aspects of designing and experiencing these educational transitions, reflect
their processual nature and the necessity of an integrated approach (at the
intersection of education, healthcare, social and labour policies).

In Romania, the situation of those who leave/ do not participate in school is
‘traditionally’ tolerated as a normal loss in school selection/ evolution. This
rhetoric is less likely to change in the near future, in the context of
conceptualisations that leave room for defining the problematic aspects of
education in stigma terms, with rather socially oriented solutions. The
UNICEF-ISE study (2017) suggests that the measures that reached the
disadvantaged groups (from a territorial, economic and ethnic perspective)
were rather focused on approaching the social barriers to participation in
school and the high rate of early school leaving is likely to persist. It mentions
that despite the policies for improving the quality of education in this past
decade, among which the designing of a new curriculum, the promotion of
measures for an internal assurance of the quality of school, investments in
school/ educational infrastructure or the implementation of in-service
learning programs for teachers and school management, the interventions
were not sufficiently correlated.

In this complex and contradictory space, in the context of the discursive
avalanche and of the pressure of the policies directly mandating schools to
address issues of diversity, inclusion and equity, teachers stand as the most
important variable of schools when it comes to the valuing of inter-individual
differences, with clear effects on the outcomes (Ewing, 2013, as cited in
Webster & Ryan, 2018).

A study on unexcused school absenteeism carried out in a community in
Sweden (Ekstrand, 2015) highlighted that the pupils who are absent from
school usually experience and regard school work and education as lacking
in meaning, in challenges, and they react to this by contesting or ignoring it.
The positive approach on school culture and of pedagogy, highlighting the
strengths (and not the weaknesses) is a process implying the need for change
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atall levels — of the government, the community, the school organisation and
among the personnel. The success in Romania of the program A second
chance addressed to those who resume their studies after having dropped
out or to those who have never been enrolled in school confirms the theses
according to which pupils need adults to take care of them, respect them
and involve them both socially and educationally. On the other hand, ensuring
basic skills represents a necessary condition for learning, but it is also
necessary to add the ability of self-reflection and decision-making which,
along with self-esteem, creates the feeling of being capable of tackling
schoolwork, and even the capacity to resume going to school (Ekstrand, 2015).
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Rezumat

Tn Romania, persoanele cu un nivel ridicat de educatie este mai probabil s
dobandeasca un status ocupational mai Tnalt decét tatal lor, o datd cu Thaintarea in
carierd (Jecan & Pop, 2012) si venituri mai mari cu fiecare an de scoald absolvit
(Varlyetal., 2014). Totodata, decalajul dintre rezultatele elevilor reflecta inegalitatile
socio-economice dintre acestia (Botezat, 2019; Fesnic, 2019; Ivan, 2019; Tufis,
2008; Toc, 2016). Prezentul studiu de caz descrie si pune Tn discutie reprezentarile
profesorilor despre elevii cu status socio-economic scazut si pe cele ale elevilor
despre Tnvatare, intr-un colectiv de clasa a V1l1-a. Analiza prezentata in acest articol
include date colectate in februarie 2018 prin interviuri cu profesori, dirigintele clasei si
elevi, respectiv prin observare neparticipativa la ore, Tn pauze si in cadrul unei sedinte
cu parintii. Studiul de caz dezvaluie ca, Tn discursul profesorilor, elevii sunt reprezentati
ca ,,dezinteresati” fata de educatia lor formala, iar elevii, la randul lor, se prezinta ca
»lenesi” pentru ca nu Tsi fac temele, nu Tnvatad acasa si/sau nu raspund suficient In clasa.
Astfel, In cazul studiat, elevii cu status socio-economic scazut par sa 1si Thsuseasca
discursul deficitar al profesorilor, sa isi plaseze nevoile individuale, inclusiv cele de
sprijin al invatdrii, intr-o zona de ilegitimitate si sa-si reprezinte invatarea ca un act mai
degraba individual. Elevii opun rezistenta la ore, dar reprezentarile lor despre invatare
nu contesta autoritatea pedagogica, ci dezvaluie eforturile acestora de auto-disciplinare.

*  Cercetator stiintific, Centrul National de Politici si Evaluare in Educatie (CNPEE),
Unitatea de Cercetare in Educatie, Bucuresti, Romania.



52

Cuvinte-cheie: clasa sociala, identitate, Tnvatare scolard, sprijin, status socio-
economic.

Abstract

In Romania, highly educated people aremorelikely to acquire a higher occupational
statusthan their parents asthey progressin their career (Jecan & Pop, 2012) and
higher incomeswith every completed school year (Varly et al., 2014). On the other
hand, the gap between the students’ results mirrors the socio-economic inequalities
among them (Botezat, 2019; Fesnic, 2019; Ivan, 2019; Tufis, 2008; Toc, 2016). In
order to gain an in depth understanding of how inequality is perpetuating, the
case study this article is based on aims to explore, describe and discuss the
teachers’ representations on students with low socio-economic status and the
students’ representations on learning. The analysis uses data collected in February
2018 through interviews with teachers, the class’s tutor, students and non-
participatory observation. The case study reveals that in the teachers’ discourse,
the students are presented as lacking interest and responsibility for studying.
Also, the students describe themselves as ’lazy’ because they do not do their
homework or answer the teachers’ questions. A closer look at these ideas suggests
that the students are identifying with their teachers’ deficit narrative; also they
disregard their need for support in learning and think of learning asan individual
act. In the classroom the students display resistance, however their narrative
about learning does not question the pedagogic authority and also reveals their
self-disciplinatory efforts.

Keywords: learners’ identity, learning, social class, socio-economic status,
support.

1. Introducere

Studiile realizate pe populatie romaneasca arata ca intre educatie si statusul
socio-economic al indivizilor exista o relatie in ambele sensuri. In Romania,
conform analizei lui Varly et al. (2014), cu fiecare an de scoald absolvit,
veniturile unei persoane cresc cu 8,5% - 9,07%. Totodata, Jecan si Pop
(2012) arata ca, desi primul loc de munca se coreleaza cu statusul ocupational
al tatdlui, odatd cu Tnaintarea in carierd, cu fiecare nivel de educatie dobandit,
romanii au locuri de munca cu status mai ridicat.

Pe de alta parte, in cazul tarii noastre, se confirma efectul Coleman (1966),
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variabilele care au cea mai mare putere explicativa in relatie cu performanta
scolara a elevilor romani fiind educatia parintilor (Tufis, 2008), dotarea
gospodariilor, compozitia sociala a claselor scolare (educatia tatilor) si tipul
unitatilor de invatamant (Hatos, 2008), ocupatia parintilor si bunurile materiale
(Toc, 2016), capitalul cultural al parintilor —numarul de carti detinute (Botezat,
2019; Fesnic, 2019; Ivan, 2019), statusul ocupational al parintilor (Botezat,
2019). Aceste analize ne ofera o imagine macro despre relatia dintre statusul
socio-economic al elevilor romani si performanta scolard, insa din literatura
lipsesc cercetarile micro care ar putea sa contribuie la intelegerea relatiei
dintre inegalitatile sociale si educatie.

Tnca din anii *70 este cunoscutd si studiata ideea cd actiunea pedagogica
impune un arbitrar cultural, excluzand elevii care nu detin abilitatile scolare
(Bourdieu & Passeron, 1978) sau limbajul elaborat (Bernstein, 1978) specific
claselor privilegiate. Cercetari recente arata ca profesorii nu se raporteaza
explicit la apartenenta de clasa sociala a elevilor, Tnsd acest lucru le
influenteaza judecata (Dunne & Gazeley, 2008), abordarea pedagogica
(Lupton & Hempel-Jorgensen, 2012) si practicile de lucru la clasa (Devine
& McGillicuddy, 2016). Dunne si Gazeley (2008) au descoperit ca profesorii
nu eticheteaza elevii in termeni de clasa sociald, Thsa cand explica situatiile
de esec scolar, daca elevul apartine clasei muncitoare, cei intervievati
localizeaza cauza la nivelul familiei, iar daca elevul apartine clasei de mijloc,
problema este plasata la nivelul didactic/al scolii, profesorul considerand
ca sta in puterea lui sa intervinad. Lupton si Hempel-Jorgensen (2012) arata
ca profesorii care predau copiilor ce apartin clasei muncitoare sunt adepti
ai pedagogiei ,,perfomative”, fiind preocupati de evaluarile externe, de
mentinerea disciplinei, oferind autonomie redusa elevilor si grupandu-i in
functie de rezultate. Devine si McGillicuddy (2016) au descoperit ca
profesorii descriu copiii care provin din clasa muncitoare punand accent pe
deficitele acestora, formuleaza asteptari mai scazute pentru ei si se centreaza
pe securizarea emotionald a acestora in detrimentul invatarii.

Tn ceea ce priveste experienta scolard a elevilor din diverse clase sociale,
studiile dovedesc cd, in timp ce elevii din clasa de mijloc simt ca apartin
scolii (Bourdieu, 1999; Khan, 2011; Lareau, 2000) si Tsi exprima nevoile cu
usurinta, captand atentia profesorilor (Calarco, 2011), cei care apartin clasei
muncitoare considera ca trebuie sa renunte la modul lor de a fi, pentru a
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avea succes scolar (Reay, 2001). De asemenea, cei din urma nu recunosc
dimensiunea structurala a inegalitatilor, ci atribuie dificultatile lor economice
si educationale factorilor personali sau familiali (Freie, 2014). Mai mult, ei Tsi
construiesc identitatea de elev in acord cu ideile si practicile neoliberale -
meritocratia, ubicuitatea oportunitatilor, individualismul, consumerismul,
idealizarea statutului de clasa mijlocie (Freie, 2014; Stahl, 2016), reconciliind
contradictia dintre acestea si conditia lor sociala, prin tnsusirea ideii ca sunt
inferiori (Reay, 2001) si nu Tsi doresc mai mult decat independenta si un
statut modest (Stahl, 2016).

v v aA

Prezentul studiu de caz arata cd in reprezentarile profesorilor, elevii cu status
socio-economic scazut sunt ,,dezinteresati” fata de educatia formala si ca,
la randul lor, elevii se prezinta ca ,lenesi”. Explorarea acestor idei n
profunzime sugereaza ca, in cazul studiat, elevii cu status socio-economic
scazut se auto-pozitioneaza ca persoane care merita sa fie sprijinite n
fnvatare numai in masura in care depasesc alte nevoi individuale si raspund
asteptarilor scolii, Th drumul lor spre 0 medie buna la evaluarea nationala,
un liceu competitiv si ocupatii prestigioase.

2. Designul cercetarii

Prin aceasta cercetare s-a dorit explorarea reprezentarilor profesorilor despre
elevii cu status socio-economic scazut, precum si a reprezentarilor celor
din urma despre scoald. Tn cadrul acestui studiu, clasa (scolard) este privita
ca un spatiu cultural unde elevii isi formeaza identitatea n relatie cu ceilalti
(Holland et al., 1998; Wenger, 1998) si dispozitiile lor de clasa sociala
(Bourdieu, 1999), inclusiv o reprezentare despre Thvatarea scolara si locul
lor Tn acest proces. Pentru a surprinde reprezentarile particulare ale elevilor
Cu status socio-economic scazut si ale profesorilor lor, s-a optat pentru o
abordare metodologica calitativa (Creswell, 2014), de tip studiu de caz
etnografic (Parker-Jenkins, 2016). Aceasta abordare presupune restrangerea
granitelor cercetarii la o unitate de analiza (caz), spre investigarea holistica
si Tn context a cazului (Stake, 2005), intr-un timp scurt (de la cateva zile, la
cateva luni) si care mobilizeaza tehnici si intuitia etnografica: observare si
interviuri in teren, investigarea culturii grupului, interpretarea limbajului si
a practicilor subiectilor prin referire la cultura grupului, pozitionarea
etnografului (Parker-Jenkins, 2016).
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Colectarea datelor s-a desfasurat pe parcursul a 2 saptamani, in februarie
2018 si ainclus 6 vizite la scoala. Datele colectate reprezinta rezultatul a 17
ore de observare la ore, in pauze si in cadrul unei sedinte cu parintii, respectiv
interviuri cu dirigintele clasei, 5 profesori si 14 elevi. Observarea la ore a
fost nestructurata si neparticipativa — datele au fost inregistrate prin notite la
fata locului si prin completarea unui jurnal zilnic de teren despre dialogul din
clasd, apelativele folosite, limbajul non-verbal, detalii de organizare si folosire
a spatiilor sau a anumitor obiecte. Interviurile desfasurate au fost de tip
semi-structurat, urmarindu-se perspectiva profesorilor si elevilor privind
participarea si performanta scolara, obiceiurile de petrecere a timpului,
practicile de predare. Interviurile cu elevii s-au desfasurat individual sau in
grupuri de doua-trei persoane, formate la solicitarea si alegerea respondentilor.

Tn cercetare s-a optat pentru selectia subiectivd a unui caz unic, potrivit
pentru a cerceta in profunzime reprezentarile elevilor cu status socio-
economic scazut si pe cele ale profesorilor acestora (Small, 2009). Scoala
unde s-a desfasurat cercetarea a fost selectata astfel incat sa fie localizata
ntr-o zona industriald, presupunandu-se ca va include elevi cu status socio-
C, considerata cazul prezentei cercetari si analize, a fost aleasa la
recomandarea consilierului scolar. Tn reprezentarea acestuia, elevii din
aceastd clasa sunt ,,dezavantajati”, referindu-se prin asta la faptul ca apartin
unor familii monoparentale, cu istoric de violenta domestica, alcoolism si/
sau aflate Tn sardcie. Dupa cum se poate vedea in Tabelul nr. 1, relatarile
elevilor despre ocupatia si educatia parintilor au confirmat relevanta cazului
selectat pentru cercetare, cei mai multi elevi din clasa avand status socio-
economic scazut.

La momentul colectarii datelor, elevii din clasa a VIll-a C aveau 15-16 ani
si erau in semestrul al doilea din ultimul an de gimnaziu. Totodatd, colectivul
avea 16 elevi: 9 din componenta initiala (de 22 elevi, dintre care 12 s-au
transferat Tn alte colective sau scoli), 2 transferati de la alte scoli si 4
repartizati aici pentru a repeta clasa a VI-a (trei din aceeasi scoald, unul
dintr-o altd scoala).
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Tabelul nr. 1. Ocupatia si nivelul de educatie absolvit al parintilor

Nr Ocupatia parintilor Nivelul de educatie absolvit
Crt. Pseudonim
’ Tata Mama Tata Mama
Operator, apoi mic
1 Marius Sofer ar)treE)rencA)r . 12 clase 12 clase
(firma de Tntretinere
lifturi)
2 Alin Farmacista Universitar (licentd) Universitar (licentd)
Cos1 Paznic Tngrijitoaren
3 Catalin (*violenta in familie) | strdinatate 12 dlase
Paznic «
4 B . N 12cl
ogdan (*alcoolism) eocupata clase
5 Dragos M unmtor"l n Muncitor Tn confectii | 10 clase 9clase
constructii
6 Nicoleta Antrepren_gr Neocupaté 12 clase 8clase
(constructii)
7 Alexandra | Fermier Contabila Universitar (doctorat) | Universitar (master)
8 Maria 10 clase 10 clase
9 Dan Fer_mler . - Vaénzatoare 12 clase 12 clase
(*violentd Tn familie)
10 lonela Zilier Tn constructii Liftiera 12 clase
11 Geanina Zugrav Fejn cle de SEVICIUS! | g clase 8clase
spalatoreasa
12 Nicolae Tehnician Metrorex Tehnician Metrorex Universitar (licentd) 12 clase
13 Lucian Lécatus Croitoreasa 10 clase 10 clase
14 Ciprian Absent Femeie de serviciu 10 clase

Datele anonimizate, transcrise si centralizate au fost supuse unei analize in

doua etape. Tn prima etapa, s-a derulat o analizd tematica de tip grounded-

theory (Corbin & Strauss, 2008) - principalele teme identificate in aceasta
etapa au Tmprumutat din limbajul colectivului studiat. A doua etapa a
presupus interpretarea temelor Tntr-o cheie critica (Anderson, 1989).
Rezultatele cercetarii sunt prezentate intr-un registru subiectiv si narativ, in
semn de recunoastere a calitatii lor interpretative (Atkinson & Hammersley,
2007) si Tn Tncercarea de a reprezenta chiar tensiunile si complexitatea

spatiului social studiat (Lincoln, Lynham & Guba, 2018). Tn plus, textul

este bogat in fragmente de conversatie si notite de teren asupra carora cititorul
este invitat sa propuna propriile interpretari (Stake, 2005).
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Tn vederea colectarii datelor, s-a obtinut consimtdmantul informat al tuturor
celor implicati, respectandu-se politica de etica a Universitatii din Bucuresti.
Dintre persoanele abordate, 2 baieti au refuzat participarea la studiul de
caz, chiar daca parintii lor au fost de acord. Numele tuturor subiectilor au
fost inlocuite cu pseudonime, pentru protectia identitatii acestora.

3. Rezultatele cercetarii
3.1. Dezinteresul, o idee comuna elevilor si profesorilor

La finalul primei zilei de observare, la intrarea in sala profesorilor am fost
intrebata ,,Cum au fost? Cuminti? Le-am spus sa nu se prefaca, sa fie asa
cum sunt de obicei: obraznici!”. Aceasta descriere a elevilor de la clasa a
VIll-a C imi era deja familiard, o auzisem de la profesorii pe care 7i intalnisem
pana la momentul respectiv, eram eu Tnhsami obosita de zgomotul, miscarea
din timpul orelor si urma sa fie confirmata de reflectiile elevilor intervievati.
Profesorii si elevii folosesc caracterizarea ,,obraznici” pentru a descrie
situatiile, mai ales din timpul orelor, cAnd elevii vorbesc cu colegii, exprima
impresii si emotii intr-o maniera disruptiva, nu raspund la intrebari, nu
urmaresc vizual profesorul sau colegul care raspunde, nu iau notite, nu
respecta sarcina primitd, fredoneaza muzica, fosnesc haine si caiete, ticaie
pixuri, bataie din picior, gesticuleaza, mananca, butoneaza telefonul.

Cea de-a doua idee larg Tmpartasita despre clasa a VIll-a C este ca elevii
sunt,,dezinteresati”. Profesoara de matematica previzioneaza ca la evaluarea
nationala aproape jumatate vor lua note de 6, 7 sau 8, iar un sfert (4 elevi)
nu vor promova. Profesorii de chimie si limba romana sunt de aceeasi parere,
iar principala lor explicatie este faptul ca elevii nu depun efortul necesar
succesului scolar. Datele colectate arata ca elevii Tntaresc imaginea de
wdezinteresati” cand nu ridica mana, nu se oferd sa lucreze la tabld, nu scriu
dupa dictare, nu rezolva temele primite, nu memoreaza informatiile cerute, nu
se pregatesc suplimentar pentru evaluarea nationala si/sau lipsesc de la ore.

,Ce as putea sa-ti spun despre ei? Sunt dezinteresati, uite, Alexandra,
Cu mintea ei, ar putea sa ia numai note de 9 si 10, dar, pentru ca e
dezinteresata, ia numai note de 4 si 5.” (Profesor, Chimie)
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Esecul anticipat la evaluarea nationala nu este o surpriza pentru cadrele
didactice, ci le confirma asteptarile formate Th baza originii sociale a elevilor.
Tnsé, profesoara de limba si literatura romana este preocupaté de cum se
vor reflecta rezultatele la evaluarea nationald asupra scolii, iar cea de
matematica simte cd nu-si poate indeplini misiunea de a pregati elevi cu
potential pentru a fi admisi la licee apreciate. Totodata, profesorii se iTmpaca
cu insuccesul scolar al elevilor spunandu-si ca indiferent de rezultatele
obtinute, acestia pot si vor sa-si continue studiile pe ruta profesionala:

,Legat de aspiratii, ce sd spun, majoritatea Tsi stiu masura [si imi arata
Cu mana ca prin masura se refera la nivelul de jos], din cate am vorbit cu
ei, vor merge la scoli profesionale, la licee tehnice, pe profilul
profesional.” Pentru a-mi explica mai bine ce vrea sa spuna, profesorul
imi povesteste despre o fetita dintr-o alta clasa, la acelasi nivel cu
elevii din ,,C™, ai caror parinti, in clasa a V-a, i-au spus ca vor sa o
duca la liceu. Profesorul Tmi da de inteles ca a fost surprins, dar nu
le-a spus nimic. Tnsa, In clasa a VIll-a, parintii au revenit la el si i-au
spus ca fetita va merge ,,la bucatari”. Profesorul mi-a explicat usurat
ca parintii au constientizat ceea ce el stia deja, apoi mi-a povestit
despre fratii fetei care au avut succes ca ,,frizeri’, ,,le-a mers bine”.
Aspiratiile din clasa a \V-a le-a pus pe seama dorintei parintilor ,,sa mearga
si cineva din familia lor la liceu.” (Profesor, Chimie)

»Ca stiinta, ei primesc, aici, la scoala tot... Copiii mai buni pleaca
de aici, Tn clasa a V-a, asa ne spun invatatoarele. Ti pierdem pe cei pe
care i-am putea propulsa...Nu avem rezultate pe municipiu sau tara.
Tn ziua de azi, pentru olimpiada, trebuie pregatire speciald. Nu putem fi
toti de olimpiada. Pana la urma, scopul nostru este sa avem copii la
licee de top. Unii ajung.” (Profesor, Matematica)

»Majoritatea doresc sa invete o meserie, sa mearga la profesionala.
Cei care Tnvata mai bine, au aspiratii mai Tnalte. E normal, nu trebuie sa fim
toti doctori, e firesc, e nevoie si de instalatori.” (Profesor, Matematica)

Asemeni profesorilor lor, elevii se auto-descriu ca ,,lenesi” pentru ca nu
ridicd mana, nu Tsi fac temele, nu citesc lectia pentru a doua zi. Tnsd, n
imaginarul acestora, asteptarile profesorilor privind procesul de predare-
Tnvatare-evaluare se suprapun cu cele legate de disciplind, dupd cum se
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poate vedea Tn raspunsul lui Dan si al Alexandrei:

.»[.-.] ca noi sa stim toate lucrurile care ni se predau, sa luam note din ce
Tn ce mai mari, sa fim atenti la ore, s& nu mai vorbim sau sa facem alte
chestii si cam atat, nu Tmi mai vin idei ...” (Dan)

.»[.-.] sa fim foarte seriosi Tn privinta materiei pe care o predau, adica sa
ne vada ca ne facem temele non-stop, ca invatam lectie de lectie, ca
stam cu mainile ridicate, cad ne dam interesu’... da, atata timp cat avem
mana ridicatd, vad interesu’ nostru pentru materia lor...” (Alexandra)

Tntrebat cum ar putea scoala s&-1 sprijine mai mult, Alin a raspuns scurt:
,»ocoala e ok, noi avem o problema, nu Tnvatam!™. Acest raspuns este
reprezentativ pentru modul in care s-au derulat toate interviurile cu elevii.
Acestia au condus discutiile Tnspre ideea ca ei nu raspund asteptarilor
profesorilor, plasand responsabilitatea, Tn primul rand, pe ei nsisi. De
asemenea, cu exceptiaa 3 dintre ei, elevii intervievati nu formuleaza asteptari
fatd de profesori, decat implicit sau la staruinta cercetatorului si Tsi reprezinta
celelalte nevoi individuale ca o digresiune fata de scoala. Pentru a ilustra
aceasta observatie, vor fi descrise Tn detaliu 3 micro-cazuri: Nicolae, Geanina
si Marius. Ideile celor 3 elevi sunt reprezentative pentru restul datelor
colectate, reflectiile lor ilustreaza atat ideile comune ale elevilor despre
Tnvatare, cat si diferentele n ceea ce priveste formularea propriilor asteptari
fata de profesori.

3.2 Nicolae, Geanina si Marius ... despre dezinteres in nuante

Nicolae nu a fost prezent la primele 2 ore de observare, iar absenta lui nu a
fost primita cu surprindere din partea colegilor si profesorilor. Ajuns la
scoald, s-a asezat singur, Th banca a doua de la perete si s-a remarcat imediat
prinintrebarile si observatiile adresate tuturor, in legatura sau nu cu subiectul
lectiei. Nicolae e unul dintre elevii céruia i se dau cele mai mici sanse sa
obtind o nota de trecere la evaluarea nationala si are cel mai mare numar de
absente din clasa.

Parintii lui Nicolae sunt surdo-muti si lucreaza la METROREX, mama sa a
terminat liceul, iar tatal lui studii superioare. Despre ei, Nicolae spune cafl
Thdeamna sa aspire mai sus decét au putut ei ajunge, nu se intereseaza de
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note, dar n fiecare zi 1l intreaba daca a fost la scoala. Nicolae e convins ca
trebuie sa termine 12 clase pentru a obtine un loc de munca bine platit, vrea
sa-si continue studiile Tn Tnvataméantul profesional-dual, iar Tn viitorul
Tndepartat spera sa lucreze ca vanzator.

Tn mod obisnuit, Tn timpul orelor sau dupa scoald, Nicolae petrece timp n
aer liber, 1i place sa joace baschet, handbal si sa stea cu prietenii in parc.
Despre grupul de prieteni din parc povesteste ca sunt familia lui, se simte
nteles si liber s& impartaseasca ceea ce traieste.

Scoala, echivalata cu ,,teoria”, ,,invatarea”, ,,matematica”, e ceva greu de
fixat intr-un cuvant, iar Tnvatarea este asociata de Nicolae cu intelegerea si
demonstrarea cunoasterii. EI se delimiteaza de scoala si atribuie
responsabilitatea esecului, Tn primul rand, siesi, nu profesorului. Nicolae
Tsi justifica optiunea pentru Tnvatdamantul profesional-dual explicand ca este
mai potrivit pentru munca (practica), decét pentru teorie, iar pentru a motiva
absenta de la orele suplimentare de matematica, el foloseste acelasi argument
si 1si dezinvinovateste profesoara.

Tn aceeasi logica, a asumarii responsabilitatii, Nicolae sustine ca atentia
este preconditia invatarii. De asemenea, el recunoaste si regreta ca nu e
suficient de atent la ore, dar nu-si poate inca explica de ce:
Nicolae: Oricum, scopul Tnvatarii e atentia, adica daca esti atent, prinzi,
daca nu, nu, pe mai scurt, sa spun asa, am observat, gen, ca cand nu dau
deloc atentie orei, ma intreb de ce nu stiu si cand dau atentie, ma prind
mult mai usor si stiu cum sa raspund la anumite chestii...
C: Ok... atunci cata atentie dai orelor?
Nicolae: De obicei dau 60/40, adicd dau mai multa atentie... Am unele
momente cand nu dau, cand vreau sa vorbesc, sa comunic decét, nu dau
atentie orei chiar daca e mai importanta ora decét ce fac eu... si primesc
atentii pentru chestii de genul, eu tot continui sa fac asta, nu stiu, vorbesc,
acasa nu prea vorbesc... in general, cu ai mei... si simt nevoia asta,
de comunicare, nu de altceva...

La fel, despre experienta repetentiei, Nicolae povesteste cu impacare, insa
nu poate sa-si explice comportamentul sau din perioada respectiva:
Nicolae: Pai chiuleam cam mult [clasa a VI-a], aveam un grup al meu,
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n clasa cu care chiuleam, gen, plecam de la ore, veneam cand voiam...
sii... aaa si rAdeam n ore, faceam o gramada de chestii, suparam
profesorii, gen, Tn exces, adica exageram foarte mult, toti si nu bagam
de seama. Cand am aflat ca am ramas, oricum, stiam ca o sa raman,
sii... sincer, am plans prima oara, cd, gen, mi-a parut rau ca am pierdut
un an degeaba, si pe urma m-am gandit, ba, totusi, mi-a placut, m-am
distrat, nu neg faptul ca am fost rau si de atunci m-am schimbat...
bine, Tncad, mai chiulesc, dar, totusi, m-am schimbat... si am ramas
vreo 10 copii din clasa.

[...]

C: De ce te comportai asa?

Nicolae: Nu stiu, nu aveam un motiv anume sau ceva, doar, pur si simplu,
asa ma comportam.

C: De ce te-ai schimbat?

Nicolae: Pentru cd am constientizat c&, bai, uite, gen, vorbeam cu mine
Tnsdmi, bai, Nicolae, uite, nu-i bine ce faci, Tncearca si tu, usor, usor,
sa te schimbi, o sa vezi ca e mai bine asa.

Tn opozitie cu modul n care se prezint, ca neadecvat pentru scoald,
raspunsurile lui Nicolae dezvéluie observatii fine despre ceea ce ar putea
sa-i sprijine invatarea. Profesorul de referinta pentru Nicolae este profesoara
de limba roména din clasa a Vl-a, fatd de care se simtea Tn siguranta sa
ceara ajutorul si care explica pe intelesul tuturor, in repetate randuri:
Nicolae: Gen, am avut noi o profesoara acum 2 ani, gen, 3, gen, ne explica
super ok, gen, nu ne ascundeam cand nu stiam la ea, daca nu stiam
zicea: ma bucur ca mi-ai spus ca sa mai repet inca o data pentru toata
lumea, gen, statea sa ne explice pana intelegea toata lumea, chiar si cel
mai nepregatit din clasa intelegea...
C: Si veneai la ore?
Nicolae: Da, cu mare drag, la romana, veneam la ore.
C: Pe bune?
Dragos: Da, toti veneam la ore... si ne bucuram toti ca veneam la
ore, cadnd ne spunea sa tacem, nu mai scoteam un sunet, nimic [...]
Nicolae: Cand a venit intr-a saptea, o noud profesoara, nu stiu din ce
motiv s-a enervat, da, ca nu ne facusem temasi ... ce? ce nu va convine?
este ceva in neregula cu stilul meu de predare? si ih momentul acela am
Tnceput sa plang, gen, nu sunt eu o fire mai sensibild, dar cnd e ceva,
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care mi-a placut foarte mult si a plecat, ma simt foarte prost, gen, ca am
pus suflet in chestia aia si gen, am zis, Tn timp ce plangeam: Nu doamna,
nu este vina dumneavoastra, ihsa mie unul, nu stiu daca le e si lor, ne-am
acomodat foarte mult cu stilul dansei de predare si felul ei, ca sa zic
asa, gen, cred ca ne va lua putin timp pana sa ne acomodam cu dvs. ...

De asemenea, Nicolae este revoltat fatd de colegi, pentru ca, intrebati de
profesori daca au inteles explicatiile primite, elevii raspund afirmativ, chiar
daca o parte dintre ei, asemeni lui, nu au Tnteles. Tn ciuda indignarii, Nicolae
adopta acelasi comportament, pentru ca experientele anterioare I-au invatat
ca exprimarea nevoilor poate s atraga dezaprobarea profesorilor:
Nicolae: Cu profesorul nu am nimica personal ca sa zic asa, dar, gen,
preda in modul ala, clasic si neinteles, ca sa zic asa, gen, zice 2 chestii, 3,
la tabla si Tntreaba ati inteles si toata lumea zice da si chiar daca nu au
nteles, tot da zice, chiar daca nu, nu inteleg de ce...
C: Tu spui da?
Nicolae: Da, ca sd nu mai repete, ca dupd, poate are 0 pasa proasta si nu
vrea sa repete...
C: Ce Inseamna nu ai nteles?
Nicolae: Gen, nu m-am prins, chiar daca dau atentie, nu m-am prins...
sa zicem la romana [...] mai intreb Tnca o datd, ca sa fiu sigur, daca e
corect sau nu, Tn special, si Tmi zic ca nu, face doamna o fatd, isi da ochii
peste cap si cred ca ih mintea ei e ceva de genul: Ba copile, ce nu intelegi,
am explicat?
C: Da, bun, am inteles ca ati explicat, dar, totusi, nu e pe modul ala,
babeste, sa zica cuvant cu cuvant, asa e mult mai usor de retinut...

Geanina sta in prima banca, profesorii nu vorbesc despre ea si numele ei se
aude rar in clasa. Tatal Geaninei este zugrav, iar mama sa are 2 locuri de
muncad, noaptea lucreaza ca spalatoreasa la un hotel, iar ziua ca femeie de
serviciu, ambii au terminat 8 clase. Despre parintii sai, Geanina povesteste
ca se asteaptd de la ea sa vina la scoala si sa obtina medii de trecere, iar
cand se abate de la aceste asteptari, 0 pedepsesc prin restrictionarea accesului
la telefon sau calculator.

Geanina Tsi doreste sa devina manichiurista, nu stie daca si unde Tsi poate
continua studiile, dar crede ca educatia este importanta pentru a avea acces
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la un viitor loc de munca. Din ceea ce Tnvata la scoald, crede ca fi sunt utile
abilitatile de scris-citit pentru ca o ajuta sa se descurce la cumparaturi si
prevede ca 1i vor fi de folos pentru a completa acte.

Tn mod obisnuit, dupa ore, Geanina are griji de casa si cei 3 frati mai mici,
se uitd la seriale si rareori isi face temele. Tn ziua interviului urma si mearga
acasa si sa faca o tema restanta la matematica, disciplina pentru care se
pregateste cel mai des. Cand se pregateste pentru a doua zi, motivatia
Geaninei este respectul fatd de profesor sau teama de a nu fi umilitd n fata
clasei:

,»,De multe ori, noi, cAnd ne facem o tema, nu ne e frica mai mult de

nota, ne e frica mai mult ca stim ca se tipa la noi, asa si ne simtim

prost, mai ales de fata cu toti copiii ...”

Cand vorbeste despre timpul petrecut acasa, Geanina foloseste metafora de
»mama”. Ea ngrijeste casa si 3 frati mai mici, nu are resentimente fata de
parinti si e convinsa ca trebuie sa se descurce singura.
»Mama mea munceste foarte mult, munceste de noapte si mai are inca
un serviciu de dimineata si nu prea are cand sa ving, sa doarma... doarme
vreo 3-4 ore pe zi... restul sta neincetat treaza, tatal meu lucreaza ziua
particular, adica se duce, gaseste pe undeva sa lucreze si nu prea are
cand sa stea de mine... si in al doilea rand, trebuie sa ma descurc singura.”

Cand vorbeste despre ea ca elev, Geanina spune ca o caracterizeaza lenea,
se plaseaza in categoria celor despre care profesorii spun ca pot, dar nu vor.
Spre exemplu, Tn conversatia redata mai jos se poate vedea cum Geanina si
lonela au condus discutia despre asteptarile profesorilor inspre faptul ca ei,
elevii, nuindeplinesc aceste asteptari, iar lenea reprezintad prima explicatie
pe care ele o propun pentru asta. nsa, detaliile impartasite ulterior de Geanina
dezvéluie faptul ca ea nu are foarte mult timp si energie sa se pregateasca
pentru ora - ceea ce initial pare a fi timp pierdut cu seriale, reprezinta o
pauza de 1-2 ore de la responsabilitatile de Tngrijire ale familiei:

C: Ce asteptari credeti ca au profesorii de la voi?

lonela: Sa invatam...

C: Ce inseamna sa invatati?

lonela: Sa stim lectiile Tn afard de doar citit si memorat, ca sa stim... stiu

ca putem, dar nu facem.
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Geanina: La mine e vorba mai mult despre lene ...[...] lene, adica noiii...
putem sa facem lucruri, dar nu vrem.

C: Asta credeti voi sau asta va spun ei?

Geanina: Deci, asta, de multe ori ne mai spune, cand nu vrem sa facem
0 tema sau nu vrem sa facem un exercitiu... nu stiu, spunem ca nu stim
sa facem un exercitiu si ne spune... ba, voi stiti, dar nu vreti.

[...]

C: Au ei dreptate?

Geanina: Intr-un fel, au dreptate.

[...]

Geanina: Adica noi suntem genul, vrem sa iesim afara, sa stam... sa
stam degeaba, asa, de exemplu, eu ma uit la televizor... eu sunt cu
serialele mele indiene si de multe ori eu stau si prefer sa ma uit la
ele... sau de multe ori sunt obosita...

[...]

Geanina: Adica, cum e cu mine, ca eu trebuie sa fac curatenie, sa stau
de copii, sa astea, de fratii mei, daca prind niste pauze mici de 10-15
min asa, intre, dupa aia, stau un pic, ma apuc iarasi, stau un pic, ma
apuc iarasi... nu am...

C: Laseriale cand te uiti?

Geanina: Am un serial de la ora 7, da, adic&, cateodata ma uit la unul,
cateodata... mai Tncepe unul la 5 jumate si se termina fix la 6... cateodata
ma uit la asta sau la ala.

[...]

C: Atunci cand sunteti liberi, de ce nu faceti ceva legat de scoala?
Geanina: Pai daca am facut atatea ore, in lucru, ce sa mai fac, inca...
de exemplu, da, adicd, cand prindem si noi 10-15 minute asa, sa ne
odihnim, pentru ca stand sa facem toate chestiile care avem noi
ocupatiile cu ele, cAnd prindem timpul asta liber, ne gandim, Tn loc sa ne
odihnim, ca stim ca dupd, peste cateva minute o sa Tncepem iarasi
acelasi lucru, stam sa facem altceva si ne epuizam si mai tare...

Asemeni lui Nicolae, Geanina Tsi asuma responsabilitatea pentru

neindeplinirea asteptarilor profesorilor. Fara a revendica sprijin, Geanina
remarca profesorii care 1i faciliteaza Invatarea. In ce o priveste pe profesoara
de istorie pe care o are In prezent, apreciaza faptul ca explica folosind cuvinte
accesibile, pe profesorul de chimie 7l place pentru ca explica lent. Profesoara
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ei preferata este cea de limba romana din clasa a VI-a, pentru ca explica

ntr-o maniera accesibila ei, avea asteptari abordabile si crea o atmosfera

placuta la clasa:
Geanina: E cam dificil sa schimbi profesori pentru ca fiecare are alta
atitudine de a preda, invéata si e mai dificil, asa... noua ne-a placut foarte
mult de o profesoara de romana, doamna C., era, ce, mi-a... a plecat din
cauza ca s-a pensionat si noi am prins-o decat un an [...] ne preda asa...
intr-un mod ca sa intelegem, era, prin glume, facea rime cu chestiile
astea ...era atat de amuzanta si calma [...] ea era foarte intelegatoare cu
noi, nu Ti placea un lucru, cand ne dadea... ne dadea teme foarte putine,
alea 2-3 exercitii pe care ni le dadea trebuia sa le facem, asa, cum o fi
fost, gresite, cum erau ele, trebuia sa le facem pentru ca se simtea prost,
adica ea face atatea pentru noi si noi, un lucru marunt nu putem sa-I
facem... si eu am luat nota mare la ea, 7-8... de obicei eu iau 5 la romana.

Marius este un elev despre care profesorii spun ca este diferit de ceilalfi si
ca ,,s-a pierdut” ramanand in acest colectiv. El Tnsusi a meditat asupra ideii
de a se transfera, s-a intdmplat la trecerea in clasa a \VV-a si avea in vedere o
scoald pe care o considera mai buna, dar a avut indoieli despre capacitatea
lui de a se integra in noul colectiv si a decis sa ramana. Marius se prezinta
ca o persoana independenta, inclusiv Tn relatie cu parintii sai si care respecta
independenta celorlalti.

Mama lui Marius gestioneaza propria firma de mentenantd si intretinere a
lifturilor, iar tatdl sdu vitreg este sofer, ambii au absolvit 12 clase si examenul
de bacalaureat. Marius spune ca niciunul dintre parinti nu insista asupra lui
Tn ceea ce priveste reusita sa scolara sau pentru a face anumite alegeri Si
sunt multumiti ca are rezultate bune. Pe viitor, Marius vrea sa fie admis la
un liceu ,,destul de bun”, la filologie, apoi, inspirat de un avocat pe care I-a
ntalnit cdnd unchiul sdu a fost arestat, si-ar dori sa studieze dreptul.

Tn mod obisnuit, dupa scoald, Marius petrece timp cu prietenii, in special cu o
vecina care are o problema la un picior, se uita 2-3 ore la seriale, participa la
meditatii, isi face temele si Tsi citeste notitele. Scoala, prin notele si aprecierea
profesorului, reprezinta pentru Marius o sursa foarte importanta de validare. El
justifica timpul petrecut pentru pregatirea orelor povestind despre satisfactia
pe care o0 are cand obtine o notd buna sau e laudat de profesori:
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C: Daca ai a doua zi un test, ce faci?

Marius: Pai ma pregatesc pentru test... imi place sa iau note mari, ma
simt... ma simt bine Tn pielea mea cand iau note mari...

C: Asa a fost dintotdeauna?

Marius: Da, de cand sunt mic [...] gen, ma simteam bine cand eram
laudat de catre profesori si chestii din astea... si am Tnceput sa
continui...

Asemeni tuturor elevilor intervievati, Marius Ti apreciaza pe unii profesori
mai mult decét pe altii, iar preferata lui este tot profesoara de limba si literatura
romand din clasa a VI-a. nsé, spre deosebire de colegii lui, el Tsi exprima
opiniile cu 0 mai mare lejeritate, mai nuantat si le formuleaza in relatie cu
nevoile sale. Spre exemplu, Marius justifica meditatiile la matematica
explicand ca are nevoie de mai mult timp si explicatii personalizate pentru a
retine formulele matematice si a intelege rezolvarea exercitiilor:

C: Tu mergi la pregatire la matematica si romana?

E: Merg martea la roméana, la pregatire, gen la scoala si la mate, nu,

pentru ca am meditator, fac meditatii.

C: De ce preferi meditatorul Tn locul pregatirii de la scoala?

E: Chiar nu stiu, pur si simplu simt cd am nevoie de mai mult timp

alocat matematicii decat o ora ca sa pot sa inteleg mai bine exercitiile,

sa Tnvat formulele matematice si chestii.

4. Concluzii

Studiul de caz a dezvaluit ca ,,obraznici” si ,,dezinteresati” reprezinta doua
caracteristici recurente in reprezentarile profesorilor despre elevii din clasa
aVIll-a C, dar si in auto-reprezentarile acestora din urma. Profesorii sustin
ca elevii nu se conformeaza normelor de disciplina si nu Tnvata suficient,
iar cei din urma confirma si intiresc aceste idei. Insa, analizate In profunzime,
preocuparile elevilor dezvaluie cd acestia incearca sa reconcilieze asteptarile
profesorilor fata de ei cu diverse nevoi individuale.

Elevii au Tn comun convingerea ca scoala este importantd pentru obtinerea
unui loc de munca bine platit, iar succesul scolar le-ar aduce recunoasterea
parintilor, profesorilor si a colegilor. De asemenea, elevii cunosc asteptarile
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profesorilor: sa fie urmariti vizual, sa ridice ména, sa dea raspunsuri corecte,
s rezolve sarcinile primite Tn clasa sau pentru acasa. In acelasi timp, insa,
elevii au adus Tn discutie si nevoia de comunicare si recunoastere, de timp
pentru ingrijirea familiei si de odihna, de socializare si relaxare. Dupa cum
se poate constata in cazurile lui Marius, Nicolae si al Geaninei, in eforturile
lor de reconciliere, balanta inclina, mai mult sau mai putin, Tn favoarea
scolii. Totodatd, elevi precumunii dintre cei intervievati, care nuindeplinesc
asteptarile profesorilor, se prezinta ca neadecvati pentru scoald, nu Tsi pot
explica propriul comportament si Tsi recunosc cu dificultate sau deloc alte
nevoi individuale (de exemplu, de odihna).

Dupa cum este ilustrat prin raspunsurile lui Marius, Nicolae si ale Geaninei,
n imaginarul elevilor, invatarea este echivalenta cu a intelege, a face temele,
amemora anumite informatii si a raspunde corect, cel mai important pentru
acestia fiind sa inteleaga explicatiile profesorilor. ,,Doamna” de limba si
literatura romana din clasa a VI-a este prezentata ca profesorul ideal pentru
ca le oferea explicatii repetate, intr-un limbaj accesibil, le recunostea meritele
si le dadea teme abordabile. Totodata, Th ciuda rezistentei pe care o manifesta
la ore si independentei cu care se identificd, cu cateva exceptii, elevii nu
vorbesc despre nevoile lor de sprijin in Tnvatare, decat intr-un mod implicit,
caatunci cand descriu profesorii lor preferati sau la staruinta cercetatorului.
Astfel, Tn cazul studiat, elevii cu status socio-economic scazut par sa 1si
Tnsuseasca discursul deficitar al profesorilor, sa isi plaseze nevoile
individuale, inclusiv cele de sprijin al invatarii, intr-o zona de ilegitimitate
si sa reduca invatarea la dimensiunea ei individuala. Elevii opun rezistenta
la ore, dar reprezentarile lor despre Tnvatare nu contesta autoritatea
pedagogicd, ci dezvaluie eforturile acestora de auto-disciplinare. Tn cazul
studiat, se confirma potentialul de inculcare si excluziune al actiunii
pedagogice (Bourdieu & Passeron, 1978). Totodata, faptul cd cei mai
apreciati elevi verbalizeaza nevoile lor de sprijin Tn Tnvatare sugereaza ca
Tnsasi clasa este un camp de forte (Bourdieu, 1999), iar pozitionarea elevilor
fata de Tnvatare este modelata si de statutul dobandit de elevi in colectiv.

Referinte

¢ Anderson, GL. (1989). Critical Ethnography in Education: Origins, Current Status,
and New Directions. Review of Educational Research, 59(3), 249-270.



68

https://doi.org/10.3102/00346543059003249

Atkinson, P, & Hammersley, M. (2007). Ethnography: Principlesin Practice
(3rd ed.). Routledge.

Bernstein, B. (1978). Teoria codurilor si scoala. In F. Mahler (Ed.), Sociologia
educatiei si Tnvatamantului. Antologie de texte contemporane de peste hotare
(pp. 187-207). EDP.

Botezat, A. (2019). Factori determinanti ai analfabetismului functional. O
analizd a datelor PISA pentru Romania. In G. Badescu (Ed.), Scoala din
Romania din perspectiva datelor PISA (ed. I, pp. 125-158). Editura Presa
Universitara Clujeana.

Bourdieu, P. (1999). Ratiuni practice: o teorie a actiunii. Meridiane.
Bourdieu, P, & Passeron, J. C. (1978). Pentru o teorieaviolenpei smbolice. In
F. Mahler (Ed.), Sociologia educatiei si Tnvatamantului. Antologie de texte
contemporane de peste hotare (pp. 89-97). EDP.

Calarco, J. M. (2011). ‘I Need Help!” Social Class and Children’s Help-Seeking
in Elementary School. American Sociological Review, 76(6), 862—-882.
https://doi.org/10.1177/0003122411427177

Coleman, J. S. (1966). Equality of Educational Opportunity. U.S. Dept. of
Health, Education, and Welfare, Office of Education.

Corbin, J., & Strauss, A. (2008). Basics of Qualitative Research: Techniques
and Procedures for Developing Grounded Theory (3rd ed.). Sage Publication.
Creswell, J. W. (2014). Research design: qualitative, quantitative, and mixed
methods approaches (4th ed.). Sage.

Devine, D., & McGillicuddy, D. (2016). Positioning pedagogy—a matter of
children’s rights. Oxford Review of Education, 42(4), 424-443.
https://doi.org/10.1080/03054985.2016.1197111

Dunne M., & Gazeley, L. (2008). Teachers, social class and underachievement.
British Journal of Sociology of Education, 29(5), 451- 463.
https://doi.org/10.1080/01425690802263627

Fesnic, F. (2019). Determinanti ai succesului la testul PISA2015. In G. Badescu
(Ed.), Scoala din Romania din perspectiva datelor PISA (ed. I, pp. 159-177).
Editura Presa Universitard Clujeana.

Freie, C. (2014). Average American teenager? White working-class high school
students navigate race, privilege and opportunity. Social Identities, 20(2-3),
123-138. https://doi.org/10.1080/13504630.2014.881280

Holland, D., Lachicotte, W., Skinner, D., & Cain, C. (1998). Identity and
agency in cultural worlds. Harvard University Press.

Ivan, C. (2019). Interpretand studiul PISA 2015. In G. Badescu (Ed.), Scoala
din Roméania din perspectiva datelor PISA (ed. I, pp. 83-124). Editura Presa

Universitara Clujeana.
Jecan, D., & Pop, C. (2012). Education and occupation for five generationsin



Revista de Pedagogie/ Journal of Pedagogy ¢ 2020 (1) « LXVIII 69

Romania: a sequential analysis of cohort status consistency. Sudia UBB
Socologica, 57(1), 61-81.

Khan, S. R. (2011). Privilege: The Making of an Adolescent Elite at St. Paul’s
School. Princeton University Press.

Lareau,A. (2011). Unequal Childhoods. Class, Race, and Family Life. University
of Cdifornia Press.

Lincoln, Y. S, Lynham, SA., & Guba, E. G (2018). Paradigmatic controversies,
contradictions, and emerging confluences, revisited. In N. K. Denzin & Y. S.
Lincoln (Eds.), The SAGE handbook of qualitative research (5th ed., pp. 213—
263). Sage.

Lupton, R., & Hempel-Jorgensen, A. (2012). The importance of teaching:
Pedagogical constraints and possibilities in working-class schools. Journal of
Education Policy, 27(5), 601-620.
https://doi.org/10.1080/02680939.2012.710016

Parker-Jenkins, M. (2016). Problematising ethnography and case study:
reflections on using ethnographic techniques and researcher positioning.
Ethnography and Education, 13(1), 18-33.
https://doi.org/10.1080/17457823.2016.1253028

Reay, D. (2001). Finding or losing yourself?: Working-class relationships to
education. Journal of Education Policy, 16(4), 333-346.
https://doi.org/10.1080/02680930110054335

Small, M. L. (2009). “How many cases do | need?”: On science and the logic of
case selection in field-based research. Ethnography, 10(1), 5-38.
https://doi.org/10.1177/1466138108099586

Stahl, G. (2016). White working-class male narratives of ‘loyalty to self’ in
discourses of aspiration. British Journal of Sociology of Education, 37(5),
663-683. https://doi.org/10.1080/01425692.2014.982859

Stake, R. (2005). Qudlitative Case Studies. InN. K. Denzin & Y. S. Lincoln (Eds.),
The SAGE Handbook of Qualitative Research (pp. 443-466). SAGE.

Tufis, P. A. (2008). Predictors of school success in Romania. Family background,
school factors, and community factor. Calitatea Vietii, 19(3-4), 389-405.

Toc, S. (2016). Familie, scoala si succes scolar in Tnvatamantul liceal romanesc.
Calitatea Vietii, 27(3), 189-215.

Varly, P., losifescu, C.S., Fartusnic, C., Andrei, T., & Herteliu, C. (2014). Costul
investitiei insuficiente Tn educatie Tn Romania. UNICEF.

Wenger, E. (1998). Communities of practice: Learning, meaning, and identity.
Cambridge University Press.




70

The online version of thisarticle can be found at:
http://revped.ise.ro/category/2020-en/

(G9) o-nc-4 |

Thiswork islicensed under the Creative Commons
Attribution-NonCommercial-ShareAlike 4.0
International License.

To view a copy of thislicense, visit
http://creativecommons.or g/licenses/by-nc-sa/4.0/
or send a letter to Creative Commons,

PO Box 1866, Mountain View, CA 94042, USA.

Versiunea online a acestui articol poate fi gasita la:
http://revped.ise.ro/category/2020-ro/

Aceasta lucrare este licentiata sub Creative
Commons Attribution-NonCommer cial-ShareAlike
4.0 International License.

Pentru a vedea o copie a acestei licente, vizitati
http://creativecommons.or g/licenses/by-nc-sa/4.0/
sau trimiteti o scrisoare catre Creative Commons,

PO Box 1866, Mountain View, CA 94042, SUA.




Revista de Pedagogie/ Journal of Pedagogy ¢ 2020 (1) « LXVIII 71

Revista de Pedagogie - Journal of Pedagogy, 2020 (1), 71 — 92
https://doi.org/10.26755/RevPed/2020.1/71

RESURSE SOCIALE ALE SCOLILOR DIN
ZONELE DEFAVORIZATE

Aura Tabara*
Ovidiu Bunea**

Universitatea ,,Al. I. Cuza”,
lasi, Romania
iasiaura@yahoo.com
ovidiulbunea@gmail.com

Rezumat

Articolul prezinta concluziile unei cercetari desfasurate in anul 2019 in judetul lasi,
cercetare care a urmarit descrierea si masurarea principalelor resurse sociale ale
scolii, asa cum rezulta din opiniile cadrelor didactice. Demersul a urmarit
identificarea punctelor tari si a celor slabe, n vederea realizarii unei diagnoze n
unitatile avute Tn vedere. Cercetarea pe baza de chestionar s-a desfasurat in sase
unitati scolare, trei din mediul urban si trei din mediul rural, Tncadrate Tn categoria
localitatilor defavorizate socio-economic. Tn scolile implicate invatd 5237 de copii,
iar activitatea este coordonatd de 345 de cadre didactice, din care au raspuns la
chestionar 156. Instrumentul a fost construit prin operationalizarea conceptului de
Scoala Prietenoasa Copilului, concept promovat de UNICEF, prin intermediul a
cinci indicatori: eficacitate, incluziune, ncredere a copiilor in scoald, siguranta,
relatia cu parintii. Media cea mai ridicatd a fost obtinuta de variabila ,,incredere”,
urmata de ,.eficacitate”; in a doua categorie se afla ,,incluziunea” si ,relatia cu
parintii”, iar ,,siguranta” este pe ultimul loc. Tn ansamblu, a rezultat c respondentii
cadre didactice au o parere buna Tn ceea ce priveste increderea pe care copiii 0 au’in
scoala si Tn indeplinirea misiunii lor, dar evalueaza critic relatia cu parintii si siguranta
din unitatile de Tnvatamant.
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Abstract

The article presents the conclusions of a research carried out in 2019 in lasi
County, aiming to describe and measure the main school social resources, based
on the teachers’ opinion. The research aimed to identify the strengths and
weaknesses in order to perform a diagnosis of the schools considered. The
guestionnaire-based research was carried out in three urban schools and three
rural schools located in socially and economically disadvantaged areas. A total
of 5237 students attend the six schools involved, with 345 teachers employed, of
whom 156 provided answers to the questionnaire. The instrument was built by
operationalizng the concept of Child Friendly School, promoted by UNICEF, using
five indicators: effectiveness, inclusion, children’s trust in school, safety, relationship
with parents. The highest score was achieved by the “children’s trust in school”
indicator, followed by ““effectiveness’; in the second category, there are ““inclusion”
and ““relationship with parents’, while ““safety”” scored the lowest. Overall, it turned
out that the respondent teachers have a good opinion regarding the confidence that
the children have in school and in the accomplishment of their mission, but critically
evaluate the schools’ relationship with the parents and safety in schools.

Keywords: Child Friendly School, effectiveness, inclusion, school social resources.

1. Introducere

Tn lumea modern, scolile sunt nevoite s se schimbe, s& demonstreze ca
sunt organizatii sanatoase (Miles, 1967), care isi dezvoltd permanent
conditiile de scolarizare (Hargreaves, 1995). Scoala se transforma din
organizatie birocratica in organizatie manageriala (Cristea, 2008) si se afirma
ca o institutie deschisa, sensibila la schimbarile din mediul intern si extern,
dispusa sa Tsi asume riscuri si idei noi, sa invete din propriile experiente si
sa-si asume responsabilitatea pentru propria dezvoltare si eficientd.

Problematica dezvoltarii institutiei scolare (Fullan, 2007; Hargreaves, 1998;
Hopkins, 2004) este abordata ca raspuns la presiunea politicilor de reforma,
ca modalitate de corelare a politicilor cu practicile educationale pentru a
obtine Tnvatare eficientd la elevi, prin intermediul profesorilor eficienti. Tn
tara noastra, politicile si reformele implementate Tn educatie dupa anii “90
s-au concentrat, cu precadere, pe necesitatea imbunatatirii doar a anumitor
resurse educationale (resurse materiale si capital uman), ca o garantie a
cresterii calitatii educatiei si a rezultatelor scolare ale elevilor. Studii recente
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demonstreaza faptul ca este utila o schimbare a viziunii, argumentand
oportunitatea orientarii si catre alti factori, aceia care tin de resursele sociale
ale scolilor (Toc, 2016).

Problema pe care noi am identificat-o Tn spatiul educational preuniversitar
romanesc este aceea a absentei unui instrument usor de aplicat, descriptiv,
care sa masoare resursele sociale ale scolilor din perspectiva scolii
prietenoase copilului si care sa faciliteze interventii pentru eficientizarea
scolilor ca institutii de formare, centrate pe respectarea drepturilor copiilor.
Tn viziunea noastra, este importanta evaluarea incluziunii scolare, a relatiei
scoala-familie, a nivelului de Tncredere a elevilor n scoala si profesori ca
resurse sociale ale scolii, fiind factori de calitatea carora depinde eficienta
scolara.

Mentionam faptul ca datele prezentate si analizate Tn cadrul acestui articol
au fost obtinute Tn cadrul proiectului ,,Scoli prietenoase in comunitati
implicate, cofinantat din fonduri europene si implementat de Inspectoratul
Scolar Judetean lasi.

2. Perspective teoretice
2.1. Eficienta si resurse ale institutiei scolare

O scoala eficientd este o scoald care se dezvolta, care implementeaza
schimbari de lunga duratd, atat in ceea ce priveste calitatea procesului
instructiv-educativ, cat si asupra conditiilor organizationale care sustin invatarea.
Daca avem in vedere eficienta scolara, aceasta reprezinta ,,gradul de
valorificare a resurselor pedagogice (informationale, umane, didactico-materiale,
financiare) existente la nivel de sistem si de proces, in cadrul organizatiei
scolare si al clasei de elevi” (Cristea, 2008, p. 107). Consideram ca o scoala
eficienta asigura progresul scolar pentru elevi, daca reuseste sa valorifice
toate resursele de care dispune. Eficienta unei institutii scolare depinde si de
masura Tn care dezvolta relatii de Tncredere cu beneficiarii directi si indirecti
ai educatiei. Profesorii au nevoie sa descopere in parinti un partener pentru
dezvoltarea copiilor, dar si parintii au nevoie sa simta ca ideile si initiativele
lor sunt importante pentru deciziile care se iau la nivelul scolii. Familia este
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considerata unul dintre cei mai importanti factori-predictori ai succesului scolar
(Coleman et al., 1966), alaturi de factorii ereditari (Jensen, 1969) si de conditiile
socio-economice (Bowles & Gintis, 1976). Existenta unor relatii de incredere
ntre membrii organizatiei scolare, implicarea familiei ih viata scolii si colaborarea
autentica cu parintii copiilor reprezinta factori de care depind progresul si succesul
scolar, eficienta scolard. Pornind de la aceastd abordare, consideram ca un
prim pas in analiza eficientei este inventarierea si masurarea resurselor sociale
de care dispune scoala.

Studiile empirice recente au demonstrat ca existd diferente considerabile in
ceea ce priveste influenta familiei, in functie de nivelul de dezvoltare a
tarilor: n tarile dezvoltate, studiile argumenteaza ca influenta statutului
socio-economic al familiei asupra succesului scolar s-a diminuat (Breen et
al., 2009, apud Toc, 2016), in timp ce Tn tarile sdrace sau in curs de dezvoltare,
familia pare sa aibad un rol important in generarea de oportunitati educationale
(Buchmann & Hannum, 2001, apud Toc, 2016; Gamoran & Long, 2006).

Spre deosebire de resursele materiale sau umane care se referd la timp,
bani si abilitati individuale, ,,resursele sociale scolare constau in structura si
calitatea relatiilor dintre membrii personalului care ofera resurse pentru
practica si perfectionarea instruirii” (Hanselman et al., 2016, p. 3). Desi
instruirea se desfasoara de obicei in mod independent, legaturile puternice
dintre angajati 1i determina sa fie inovativi sa si Tmbunatateasca practica
educationald, relatiile si resursele sociale dintre membrii personalului scolar
sunt recunoscute din ce Tn ce mai mult ca fiind ,,esenta activitatii Tntr-o
comunitate scolara” (Bryk et al., 2010, p. 137).

Romania este o tara in care saracia reprezinta o problema de amploare, ce
influenteaza educatia, mare parte din scoli desfasurdndu-si activitatea in
zone defavorizate. Studiile realizate Tn fara noastra au demonstrat ca specificul
acestor comunitati induce elevilor atitudini de dezinteres fatd de Tnvatare
(Tufis, 2008). Totodata, Tn aceste zone, familia are o influenta educationala
importanta, in sensul Tn care elevii care provin din familii cu resurse
socio-economice si culturale reduse obtin rezultate scolare slabe (Hatos, 2019;
Toc, 2016). Aceste studii recomanda ,,ca scolile sa se intrebe ce alti factori in
afara de cei individuali pot avea un efect asupra performantelor scolare si
ascensiunii educationale a elevilor” (Toc, 2016, p. 23). n opinia noastra,
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concentrarea atentiei asupra incluziunii scolare, a dezvoltarii relatiei
scoald - familie si a increderii Tn scoala si actorii ei reprezinta astfel de factori.

2.2. Modelul Scolii Prietenoase Copilului

Experienta a demonstrat ca strategiile de dezvoltare institutionalad
implementate la initiativa scolilor sunt ineficiente, deoarece scolile
reactioneaza in mod spontan si necoordonat la provocarile mediului extern
(Hopkins, 2004). Tn acest context, au fost dezvoltate si implementate
numeroase programe avand ca scop eficientizarea scolilor.

Dintre acestea, atentia noastra se concentreaza pe modelul Scolii
Prietenoase Copilului (SPC), un model global pe care UNICEF 1l
promoveaza incepand cu mijlocul anilor 1990 si care plaseaza in centrul
preocuparilor sale drepturile copiilor. SPC urmareste incluziunea, eficienta
academica a curriculumului si relevanta acestuia pentru viata de zi cu zi,
realizarea unui mediu sigur, protector si sanatos pentru starea de bine
fizica si psihica a copiilor, echitatea si sensibilitatea Tn raport cu aspecte
legate de gen, implicarea si participarea activa a familiilor si a
comunitatii Tn viata scolii. Modelul este unul de scoala eficientd, aspect
evidentiat de analiza comparativa a dimensiunilor specifice scolii prietenoase
si a aspectelor ce caracterizeaza scoala eficientd, conform datelor din Tabelul
nr. 1.

Modelul a fost conceput pentru a fi implementat si adaptat n tari din zone
si continente diferite, care se caracterizeaza prin contexte economice, sociale
si culturale variate (Godfrey et al., 2012), fiind, astfel, o abordare care se
poate aplica fara rezerve sistemului de educatie din Romania.

Din aceasta perspectiva, am propus un instrument descriptiv, care sa masoare
resursele sociale ale scolilor din perspectiva SPC, instrument structurat pe
urmatoarele dimensiuni:

- Tncredere: se refera la perceperea scolii de catre copii ca fiind o resursa
la care apeleaza, mai ales atunci cand se confrunta cu dificultati. Ei se
simt confortabil Tn scoald si apeleaza la profesori si invatatori in probleme
legate de Tnvatatura si/ori de ordin personal. Am optat pentru aceasta
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dimensiune ca resursa sociald a scolii, deoarece Tncrederea este
considerata in literatura de specialitate ca fiind un element esential pentru
buna functionare a organizatiilor (Seashore & Lee, 2016, p. 539; Uline
etal., 1998, p. 470).

Protectie si siguranta: are in vedere masura in care copiii percep mediul
scolar ca fiind unul sigur, atat din punct de vedere fizic, cat si psihic, un
spatiu Tn care incidentele (violente, abuzuri) au o frecventa redusa si
afecteaza in mica masura sentimentul de siguranta a elevilor. O scoala
sigura reprezintd o organizatie sanatoasa in care elevii se simt bine si
capabili sa Tnvete si sa se dezvolte (Uline et al., 1998, p. 470).

Tabelul nr. 1. Analiza comparativa intre caracteristicile scolii
eficiente si dimensiunile SPC

Scoald eficienta Scoala eficienta SPC
(Kaplan & Owings, 2013) (Finley, 2000) (UNICEF, 2012)
Leadership puternic Misiune clard
L eader ship puternic
M ediu de Tnvatare sigur si Mediu sigur, ordonat si pozitiv M ediu sigur, protector si sanatos
stimulant pentru starea de bine fizica si psihica a
copiilor
Relatii puternice bazate pe Incluziune proactiva
ncredere si valori etice Echitate si sensibilitate Tn raport cu
aspecte legate de gen
Capacitate profesionala Utilizareala maximum atimpului de Eficienta academica a
crescutd a profesorilor, de instruire, de Tnvatare curriculumului si relevanta acestuia
instruire si conducere din punctul de vedere al dezvoltarii
Instruire centrata pe elev Practici educationale eficiente competentelor cheie ale copiilor si a
Obiective, asteptari Tnalte abilitdtilor de viatd
Monitorizarea progresului elevilor
Mentinerea si dezvoltarea Relatii scoald-familie pozitive Implicarea si participarea activa a
legaturii cu parintii si familiilor si a comunitatii Tn toate
comunitatea aspectele ce tin de viata scolii

Incluziune si suport: exprima capacitatea scolii de a fi un sprijin pentru
elevi, cu precadere pentru elevii vulnerabili (cu dizabilitati, saraci, aflati
Tn masuri de protectie etc.). Scoala moderna este acea institutie care
depune eforturi considerabile pentru a se adapta la nevoile elevilor,
urmarind implicarea si valorizarea tuturor copiilor, indiferent de etnie,
statut social, dizabilitate, religie, gen etc. (UNICEF, 2012).

Eficacitate: se refera la masura in care se considera ca scoala 1si atinge
obiectivele ca institutie de formare, reusind sa dezvolte la copii
competentele necesare integrarii sociale si profesionale ca viitori adulti.
Relatiile interpersonale pozitive reprezintd o conditie necesara pentru
ca elevii sa obtina rezultate scolare bune (Corwin & Borman, 1998; Hoy
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etal., 1990). Predarea si invatarea au loc la nivelul clasei, in timp ce alte
niveluri ale organizatiei ofera conditiile necesare pentru desfasurarea
acestor activitati (Uline et al., 1998).

- Implicarea si suportul familiei: se referd la calitatea legaturii dintre scoala
si parinti, la masura n care familia este implicata Th mod real Tn viata
comunitatii scolare. Parteneriatul scoala-familie a fost indelung abordat
in cercetarea de specialitate, deopotriva ca resursa pentru asigurarea
respectarii drepturilor copiilor si ca premisa a eficientei organizatiei
scolare.

Chestionarul se adreseaza cadrelor didactice, avand in vedere calitatea lor
de principali creatori ai culturii organizationale si ai situatiilor de Tnvatare,
actori ai procesului educational, persoane autoreflexive si interesate de
dezvoltarea personala si a institutiilor n care isi desfasoara activitatea. Pentru
araspunde laintrebarile chestionarului, au fost situatii in care profesorii au
trebuit sa se puna in locul elevilor lor; am optat pentru aceasta modalitate de
evaluare pentru a nu exclude din cercetare copiii de varsta prescolara si
elevii de varste mici, care nu au o opinie formata asupra acestor probleme
sau care nu ar reusi sa 1si exprime opinia pe care o au.

3. Metodologie
3.1. Participanti

Cercetarea s-a desfasurat Tn sase scoli din judetul lasi, situate Tn medii
defavorizate, trei din mediul urban si trei din mediul rural. Tn unitatile de
Tnvatamant selectate sunt inscrisi peste 5000 de copii, cu varste cuprinse
ntre 3 si 19 ani, mare parte dintre ei fiind expusi riscului de abandon scolar.
La cercetare au participat 156 de profesori, dintr-un total de 345 de cadre
didactice care activeaza in cele sase scoli. Date despre scolile in care s-a
desfasurat cercetarea si respondenti sunt prezentate in Tabelul nr. 2.

Scolile au fost selectate in functie de clasa de defavorizare in care au fost
Tncadrate de catre Ministerul Educatiei Nationale in Anexa nr. 1 la Ghidul
solicitantului specific Programului ,,Scoala pentru toti’’(2016), ghid elaborat
n vederea implementarii de proiecte finantate din fonduri europene. Cele
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Tabelul nr. 2. Distributia respondentilor dupa unitatea de Tnvatamant

Unitatea de Nr. cadredidatice Nr. respondenti % Mediu (U/R)
fnvatdmant in caresa angajate
realizat cercetarea
Liceul Teoretic

,,L. Rosetti” Rdducaneni 91 39 25 R
Scoala Gimnaziald

LAl 1. Cuza” Podu lloaiei 80 32 20,5 U
Scoala Gimnaziala

,.C. Erbiceanu” Erbiceni 34 10 6,4 R
Scoala Gimnaziala

,,Petru Rares” Harlau 63 35 22,4 U
Scoala Gimnaziald Deleni 51 26 16,7 R
Scoala Gimnaziald

Parcovaci 26 5 32 ]
NR - 9 58

Total 345 156 100

Sursa: http://scoli-prietenoase.ro/wp-content/uploads/2020/03/Raport-analiza_chestionare-
profesori_preinterventie.pdf accesat pe 06.03.2020

sase unitdti au fost Incadrate Tn clasa 4 de defavorizare, din 6 clase posibile
(clasa 6 - scolile cele mai defavorizate). Cinci institutii sunt scoli gimnaziale
si una este liceu teoretic, care, Insg, are in componenta sa toate nivelurile de
invatamant (prescolar, primar, gimnazial si liceal). Respondentii au fost in
mare majoritate femei (118 — F; 22 — M; 16 — NR), reflectand structura
personalului din Tnvatamantul preuniversitar.

3.2, Procedura

Am elaborat un chestionar cu 35 de itemi sub forma unor scale Likert cu
sase variante de raspuns, itemi care se referd la indicatori considerati de catre
noi esentiali pentru ceea ce inseamnad SPC: increderea elevilor in scoala (4
itemi), siguranta n scoald (4 iemi), incluziunea (6 itemi), eficacitatea (11 itemi) i
relatia cadrelor didactice din scoala cu membrii familiilor din care provin copiii
(10 itemi). Chestionarul a fost completat Tn perioada martie — aprilie 2019,
cu ajutorul mijloacelor electronice, acolo unde au existat adresele de e-mail
ale respondentilor, si Tn format creion-hartie, acolo unde nu a fost posibila
distribuirea prin posta electronicd. Tn final, au fost centralizate 156 de
chestionare, 123 de chestionare completate electronic si 33 de chestionare
completate in format printat.
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3.3.  \Validitatea si fidelitatea instrumentului

Validitatea se refera la gradul in care o masurd empirica reflectd adecvat
conceptul cercetat (Babbie, 2010). Tn elaborarea acestui instrument nu am
avut in vedere un concept acoperitor al celor sase factori luati ih considerare,
scopul nostru fiind unul descriptiv. Tn aceste conditii, nu vorbim despre
validitatea unui anume concept, ci despre masura in care factorii aflati aici
n discutie reflectd cu adevarat realitatea la care se referd. Pentru a ne asigura
de validitatea de continut a chestionarului, acesta a fost elaborat impreuna
cu profesori din scoli identice celor in care el a fost aplicat, fiind discutate
fiecare dimensiune si item n parte; odatd elaborat instrumentul, a fost pretestat
pe un grup de 10 respondenti, ale caror observatii au fost valorificate. Tn
ceea ce priveste fidelitatea, aceasta este estimata prin intermediul
coeficientului Cronbach a, ale carui valori, pentru fiecare factor luat in
considerare, apar in Tabelul nr. 3.

Tabelul nr. 3. Valorile coeficientului Cronbach a pentru
subscalele componente ale instrumentului

Dimensiune Valoar ea coeficientului Numar de itemi
Cronbach a
Incredere 0,698 4
Siguranta si protectie 0,549 4
Incluziune si suport 0,434 6
Eficacitate 0,819 11
Relatia cu familia 0,832 10
Total instrument 0,874 35

Conform lui George si Mallery (2003), valorile coeficientului Cronbach c.au
urmatoarea semnificatie: > 0,9 excelent; 0,9-0,8 bun; 0,8 — 0,7 acceptabil;
0,7 -0,6 discutabil; 0,6 — 0,5 slab; < 0,5 inacceptabil.

4. Rezultate
Prezentarea rezultatelor urmareste evidentierea punctelor slabe si a celor

tari ale fiecarei scoli Tn parte si Tn functie de mediu (urban sau rural). Acolo
unde am considerat important, sunt prezentate si mediile obtinute de fiecare
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item Tn parte, avand Tn vedere faptul ca fiecare ofera informatii cu privire la
contextul educational din scolile avute in vedere.

4.1. Dimensiunea Tncredere

Variabila, cu toate ca se refera la copii, este masurata indirect, prin intermediul
perceptiei cadrelor didactice care si-au exprimat acordul/dezacordul cu
privire la patru afirmatii (Tabelul nr. 4).

Valorile mediilor in functie de mediul de functionare a organizatiei sunt de
4.85 n urban si de 4.96 in rural; valorile extreme pe localitatile in care
functioneaza scolile se situeaza intre 4.8 (Parcovaci, urban) si 5 (Deleni,
mediul urban). Diferenta nu poate fi pusa pe seama marimii scolilor — care
ar genera comportamente particulare — pentru ca acestea sunt comparabile
ca marime (Tabelul nr. 2). Dat fiind acest lucru, poate rezulta, ca ipoteza,
faptul cd, in rural, cadrele didactice se bucura de mai mult respect —increderea
fiind un indicator al acesteia — fata de cele care functioneaza la oras.

Tabelul nr. 4. Itemii care compun variabila Tncredere (procente)

Item DT D DR AR A AT
Copiii solicita ajutorul
profesorilor in rezolvarea - 19 1,3 10,9 53,2 32,7

problemelor aparute la scoala
Elevii se implicé cu placere

fn activitatile zilnice propuse - 0,6 1,3 21,8 56,4 19,9
de cadrele didactice
Copiii se simt bine la scoald - 13 0,6 115 62,2 23,7

Copiii apeleaza la ajutorul
cadrelor didactice in
rezolvarea dificultatilor
personale si familiale
(Nota: DT - dezacord total, D - dezacord, DR - dezacord redus, AR - acord redus, A - acord,
AT - acord total)
Sursa: https://scoli-prietenoase.ro/wp-content/uploads/2019/03/Raport-evaluare-profesori-
ADS_SDS.pdf, accesat pe 06.03.2020

- 4,5 9,6 35,9 40,4 9,6

Analiza detaliata in functie de itemii componenti ai dimensiunii evidentiaza
faptul cd elevii au incredere in scoald in ceea ce priveste rezolvarea problemelor
educationale, se simt bine atunci cand sunt la scoala si atunci cand sunt
provocati s& se implice Tn diverse activitati educationale (Tabelul nr. 4).
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Raspunsurile la fiecare dintre acesti itemi au Tntrunit acord si acord total in
procent de peste 76%. Doar 50% in ceea ce priveste acordul si acordul total
este Tnregistrat de itemul care mentioneaza apelul la cadrele didactice in
rezolvarea problemelor personale, de unde putem trage concluzia ca increderea
se opreste in buna masura la poarta scolii, cadrul didactic nefiind vazut ca un
suport in rezolvarea eventualelor probleme personale si/sau familiale.

4.2. Dimensiunea Protectie si siguranta

Nivelul de siguranta pe care-l resimt copiii si cadrele didactice in scoli a
fost masurat prin intermediul a patru itemi; trei dintre acestia descriu unele
dintre cele mai importante incidente ce pot sa apara Tn context scolar:
distrugeri de bunuri, agresiuni verbale sau fizice. Tn masurarea acestor trei
itemi am codificat invers raspunsurile, in sensul h care am acordat valoarea
6 unui dezacord total si 1 unui acord total. Corespunzator, pentru acesti
itemi, cu cat valoarea mediei este mai mare, cu atat scoala este mai nesigura,
mai putin prietenoasa.

Tn urma analizei raspunsurilor, rezultd c& in scolile din mediul urban
incidentele nedorite sunt mai rare si, astfel, unitatile pot fi considerate mai
sigure (o valoare a mediei de 4.04) fatd de cele din mediul rural (cu 0 medie
de 3.84). Ne putem imagina faptul ca scolile din urban sunt mai sigure —
dispun de personal de paza, camere de luat vederi, masuri mai categorice in
privinta evitdrii incidentelor nedorite — dar asta nu le face neaparat mai
prietenoase, mai apropiate de elev, conform variabilei Tncredere, de mai
sus. Se desprind de aici doua profiluri diferite ale scolilor, in functie de
mediu: una mai formalizata la oras si 0 alta mai informala, mai apropiata de
copil, dar n care se Tnregistreaza mai multe evenimente negative, in rural.

4.3. Dimensiunea Incluziune si suport

Deorece aceasta scala nu a trecut testul consistentei (Tabelul nr. 3), prezentam
procentele raspunsurilor fiecarui item Tn parte, pentru valoarea descriptiva a
elementelor pe care le-am avut in vedere, fara a calcula media raspunsurilor.

Conform Tabelului nr. 5, cvasitotalitatea (98.7%) cadrelor didactice care au
raspuns la chestionar apreciaza ca activitatile educationale au n vedere
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cooperarea — $i nu competitia — intre elevi. De asemenea, aproape toti
respondentii (89%) considera ca scoala se implica in ajutorarea elevilor atunci
cand se confrunta cu situatii familiale/personale dificile, Thsa Tn ciuda acestui
fapt, asa cum a rezultat din raspunsurile la un item anterior (Tabelul nr. 4),
institutia nu este perceputa ca suport pentru elevi in rezolvarea problemelor
extrascolare. Raspunsurile la itemii individuali pot fi analizati in vederea unor
eventuale interventii, insa ei nu descriu o dimensiune particulara.

Tabelul nr. 5. Itemii care compun variabila Incluziune si suport (procente)

Item DT D DR AR A AT
Copiii se implica cu entuziasm in activitatile
initiate de scoald
Scoala dispune de specialisti care pot oferi
servicii de sprijin educational (logopezi, 147 16,7 6,4 179 288 147
profesori de sprijin, profesori consilieri scolari)
Scoala asigurd programe de educatie remediald
pentru copiii cu rezultate slabe la invatatura
Scoala se implicd n ajutorarea copiilor aflati Tn

32 45 2,6 16,7 474 256

4,5 6,4 5,8 192 423 212

situatii deosebite (deces, accidente, interventii 0,6 58 45 192 397 301
medicale etc.)

AActhltal;lﬂIe educationale au Tn vedere cooperarea ) 13 6.4 538 385
intre elevi

Exista situatii de segregare intre elevi (pe criterii
etnice/socio-economice, fata de copiii cu CES,
fata de cei aflati sub masuri de protectie 109 212 179 141 205 147
speciald: plasament de tip familial sau
rezidential)
Nota: Ultimul item a fost codat invers: dezacordul total exprima faptul ca existd multe
cazuri de segregare n scoala respondentului.

Sursa: https://scoli-prietenoase.ro/wp-content/uploads/2019/03/Raport-evaluare-profesori-
ADS_SDS.pdf, accesat pe 06.03.2020

4.4, Dimensiunea Eficacitate

Valorile mediilor rezultate in urma analizei raspunsurilor la itemii care descriu
aceasta dimensiune se situeaza intre 4.7 (Réducaneni) si 5.01 (Deleni); n ceea
ce priveste mediul in care functioneaza scoala, valorile mediilor sunt de 4.75
(urban) si 4.96 (rural).

Profesorii care functioneaza in mediul rural considera ca sunt mai eficace decét
cei din mediul urban, mediile fiind obtinute prin agregarea raspunsurilor la itemii
care apar Tn Tabelul nr. 6. De mentionat ca itemii care compun aceastd
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dimensiune nu evalueaza direct gradul de atingere a unor obiective concrete, ci
mai curand masura Tn care cadrele didactice Tsi cunosc sarcinile si colaboreaza
nindeplinirea lor cu elevii, cu conducerea scolii si cu administratia publica locala.
Raspunsurile la fiecare item care compune dimensiunea avuta aici in vedere
sunt detaliate in Tabelul nr. 6.

Tabelul nr. 6. Itemii care compun variabila Eficacitate si
procentele raspunsurilor

Item DT D DR AR A AT

Elevii au o imagine clara cu
privire la educatia lor ulterioara
Elevii stiu in ce anume consta
activitatea de evaluare latoate 0,6 2,6 58 17,3 47,4 25,6
obiectele de studiu

Rezultatele scolare, inclusiv la
evaludrile de parcurs, sunt
nregistrate si comunicate elevilor
si, dupa caz, parintilor

Produsele activitatii elevilor sunt
expuse Tn salile de clasa si in 0,6 - - 2,6 40,4 56,4
celelalte spatii ale scolii
Conducerea scolii evidentiaza Tn
mod constant beneficiile educatiei
nonformale pentru atingerea
obiectivelor educatiei formale
Activitatile de Tnvatare propuse
elevilor faciliteaza aplicarea
cunostintelor n practicd, In viata
reald

Elevii sunt implicati Tn proiecte
care au ca scop dezvoltarea 51 - - 19,9 50 237
comunitatii

Oferta si proiectarea CDS/CDL se

realizeaza pornind de la nevoile 1,9 2,6 2,6 16,7 55,1 19,9
specifice ale elevilor

Anual sunt initiate proiecte

educationale Tn parteneriat cu 1,3 38 58 16 39,1 333
reprezentantii comunitatii locale

Manualele si auxiliarele curriculare

aunt selectate in functie de nivelul - 45 51 244 442 21,8
dezvoltdrii cognitive a elevilor
Activitdtile de predare, Tnvatare si
evaluare sunt proiectate Tn echipa
la nivelul catedrelor si/sau Tntre
ariile curriculare

7,1 10,3 9,6 35,3 30,8 6,4

- - 19 3,2 36,5 57,7

0,6 45 32 19,9 49,4 21,8

0,6 3.2 58 32,1 41 17,3

0,6 7,1 6,4 15,4 44,9 25,6

Nota: Acolo unde procentul raspunsurilor nu atinge valoarea de 100%, aceasta se datoreaza non-raspunsurilor.
Sursa: https://scoli-prietenoase.ro/wp-content/uploads/2019/03/Raport-evaluare-profesori-ADS_SDS.pdf, accesat pe 06.03.2020



84

Din raspunsurile date, rezulta gradul ridicat Tn care profesorii considera ca
Tsi Tndeplinesc sarcinile solicitate de profesie, impreuna cu ceilalti actori
implicati Tn procesul educativ (elev, conducere, comunitate). Cel mai mic
nivel de acord este inregistrat de imaginea pe care o au elevii referitor la
educatia lor ulterioara, o activitate care, aparent, depinde si de elev (si de
familia sa), nu doar de cadrul didactic.

4.5. Dimensiunea Implicarea familiei elevilor

Daca familia nu intelege sau nu poate sa asigure suportul si sprijinul necesare
copilului si scolii, efortul celei din urma, oricéat ar fi de sustinut, risca sa fie
insuficient. Conform opiniei profesorilor, asa cum rezulta din raspunsurile
oferite la chestionar, colaborarea cu parintii nu este foarte buna, mediile pe
localitati obtinute de aceastd dimensiune variind intre 4.22 si 4.44. n functie
de mediul de rezidentd in care functioneaza scolile, mediile sunt de 4.24
(rural) si 4.32 (urban).

Raspunsurile la itemii care compun aceasta dimensiune apar in Tabelul nr. 7.

Tn urma centralizarii mediilor pentru fiecare dintre cele patru dimensiuni
cercetate care au intrunit criteriul de validitate, pentru fiecare scoald, s-au
obtinut rezultatele care apar in Tabelul nr. 8 si in Graficul nr. 1.

Problema sigurantei este cea mai importanta, aceasta obtinand mediile cele
mai mici Tn fiecare localitate. Urmatoarea variabila care a obtinut cele mai
mici medii dupa siguranta este cea a relatiei cu familia, ceea ce exprima
distanta semnificativa perceputa de catre cadrele didactice fata de familiile
copiilor. Mediile cele mai mari, care reflecta cea mai importanta resursa a
scolii, sunt obtinute de incredere (la Podu lloaiei, Erbiceni, Harlau si
Raducéneni) si eficacitate (la Deleni si Parcovaci). Cele doua variabile au
obtinut cele mai mari medii Tn fiecare dintre cele sase localitéti.

Centralizarea reprezentarilor acelorasi dimensiuni in functie de mediul de
rezidentd in care functioneaza scoala apar in Graficul nr. 2.
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Tabelul nr. 7. Itemii care compun variabila Implicare a familiei si procentele
raspunsurilor pentru fiecare item

Item DT D DR AR A AT

Exista comunicare
permanenta cu parintii
(reprezentantii legali ai)
tuturor elevilor

Périntii elevilor Tsi spun
opiniacu privirela calitatea 6,4 32 27,6 50 12,8
procesului educational

Cand sunt solicitati, parintii se

0,6 2,6 19 21,8 474 25

implica in viata scolard a 51 45 32,7 46,2 115
copiilor

Familia asigura copiilor

conditii adecvate pentru 10,9 15,4 46,2 25 2,6

pregatirea lectiilor

Périntii acorda importanta

educatiei ca sansa de 0,6 51 135 417 359 3,2
dezvoltare a copiilor

Pdrintii sunt interesati de

dezvoltarea si progresele 0,6 51 6,4 36,5 37,2 141
redlizate de proprii lor copii

Périntii vin din proprie

initiativa la scoald pentru a se

sfatui cu cadrele didactice Tn 19 115 9 51,3 20,5 5,8
privinta problemelor copiilor
lor

Tn scoala se organizeaza
pentru parinti sesiuni de
consiliere individuald sau Tn
grup mic (discutii cu
psihologul sau consilierul
scolii)

Scoala organizeaza cursuri
pentru parinti, intalniri cu
specialisti Tn diferite domenii 38 12,2 10,3 32,1 30,1 11,5
(medici, logopezi, psihologi,

consilieri etc.)

Périntii participa la luarea

deciziilor privind viata scolii

(de ex., privitoarela 19 10,9 11,5 32,1 34,6 9
curriculum, evaluare,

gestionare aresurselor)

38 7,1 9,6 26,3 37,2 16

Sursa: https://scoli-prietenoase.ro/wp-content/uploads/2019/03/Raport-evaluare-profesori
ADS_SDS.pdf, accesat pe 06.03.2020
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Tabelul nr. 8. Centralizarea raspunsurilor pe localitati si pe dimensiuni

|||Dc?;:i Erbiceni Harlau Deleni Péarcovaci Raducaneni
Incredere 4,86 4,87 4,90 5 4,80 4,82
Siguranta 4,04 4,07 4,39 3,75 3,55 3,78
Eficacitate 4,81 4,83 4,76 5,01 4,92 4,70
Relatiacu 4 53 4,23 440 425 4,22 4,25

familia

Sursa:http://scoli-prietenoase.ro/wp-content/uploads/2020/03/Raport-analiza_chestionare-
profesori_preinterventie.pdf, accesat pe 06.03.2020

Farmilie

Eficacizate

Siguranta

Incredere

0% 20% 40% 60% 80% 100%

M Podu lloaiei M Erbiceni ®™Harlau MDeleni M Parcovaci ™ Raducaneni

Graficul nr. 1. Centralizarea raspunsurilor pe localitati (scoli) si pe dimensiuni
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Farilie
Eficacizate
Siguranta
Incredere
C% 20% 40% 60% 80% 100%
B Podu lloaiei M Erbiceni Harlau ®Deleni M Parcovaci Raducaneni

Graficul nr. 2. Centralizarea raspunsurilor in functie de mediul de rezidenta in
care functioneaza scolile si pe dimensiuni

Nota: Tn acest grafic au fost excluse raspunsurile respondentilor care nu au precizat localitatea
de provenienta

Asa cum am mentionat Tn cazul fiecdrei variabile si cum reiese din Graficul nr.
2,Tn mediul rural cadrele didactice considera ca elevii au mai multd incredere n
ei si in scoala si cd dau dovada de mai multa eficacitate, in comparatie cu colegii
lor din mediul urban. Totusi, in rural, siguranta si relatia cu familia sunt percepute
ca fiind probleme mai grave decét la oras, In conditiile n care acestea sunt
evaluate negativ in toate scolile in care am facut cercetarea.

5. Discutii

Datele prezentate permit evidentierea punctelor tari si punctelor slabe ale scolilor
avute in vedere din perspectiva modelului SPC. Un aspect pozitiv este reprezentat
de faptul ca datele statistice obtinute de noi confirma c& increderea este
promovata ca element-cheie al culturii scolare, fiind astfel valorizate integrarea
in grup si starea de bine a tuturor copiilor. increderea in scoald este tratata in
literatura de specialitate ca o caracteristica de grup (Adams, 2014), fiind rezultanta
interactiunii si a experientelor comune ale elevilor.
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Totodata, cadrele didactice recunosc faptul ca elevii apeleaza in relativ mica
masura la ajutorul lor atunci cand se confrunta cu probleme personale sau
familiale. Constatam existenta unei rupturi in ceea ce priveste contextul intern si
cel extern al organizatiilor scolare, elevii obisnuind sa separe viata personala de
ceea ce se Intdmpla la scoald. Consideram ca acest aspect reprezinta un punct
slabal scolilor, stiut fiind faptul ca factorii din mediul extern modeleaza atitudinile,
credintele si comportamentele elevilor (Adams, 2014), contribuind la dezvoltarea
lor ca persoane independente si autonome. Scolile eficiente si prietenoase copilului
sunt preocupate sa creeze un echilibru intre mediul extern si cel specific scolii,
realizand adaptarea cerintelor educationale la specificul si nevoile concrete ale
elevilor (Forsythetal., 2011).

Medii mari au fost Tnregistrate si pentru dimensiunea eficacitate, care a fost
evaluata chiar de catre cadrele didactice. Tn Graficul nr. 2 se poate observa
ca in mediul rural, ambele dimensiuni — incredere si eficacitate — au valori
mai mari decat in cel urban. Cu toate acestea, clasamentul ramane relativ,
dimensiunile fiind comparate intre ele si nu in valori absolute in care
maximul mediei ar fi fost 6. Eficacitatea, din perspectiva SPC, presupune
relevanta curriculumului pentru viata de zi cu zi a copiilor si dezvoltarea
motivatiei acestora de a planifica un parcurs educational de lunga durata.
Valorile mici ale mediilor care se refera la aceste aspecte demonstreaza
faptul ca este necesar ca scolile sa realizeze o adaptare mai accentuata a
demersului educational la nevoile specifice elevilor.

Cea mai grava problema care a rezultat din analiza raspunsurilor este
siguranta de care se bucura copiii si cadrele didactice Tn scoala. Desi
profesorii au raspuns, n majoritate, ca scoala in care muncesc este un mediu
sigur, aceiasi respondenti au precizat ca in scoala se inregistreaza, in diferite
grade, distrugeri, abuzuri verbale, batai. Este discutabil in ce masura acesti
indicatori dau intr-adevar masura sigurantei n scoalda. Modul Tn care au
fost formulate intrebarile si raspunsurile si-a propus sa cuantifice starea de
lucruri pe un continuum de la minim la maxim. Este Tnsa posibil sa nu fi
reusit acest lucru si Tntrebarea sa fi fost perceputa ca una dihotomica, n
sensul Tn care oricat de putine incidente ar fi Tnregistrate Tn scoald, ele exista,
sunt considerate a fi intolerabile, deci grave. Aceasta tine si de o perceptie
subiectiva a acestor evenimente care influenteaza raspunsurile. Cel care a
trait sau macar a auzit de un abuz, de exemplu, 7l va considera un eveniment
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extrem de grav, desi evenimentul respectiv poate fi singular in scoala.

Statistic, prin calculul mediilor raspunsurilor a rezultat ca problema sigurantei
este cea mai grava n viziunea celor care au raspuns la chestionar, mai
preocupanta aceastd problema fiind in mediul urban (medie de 4.04), fata de
mediul rural (medie de 3.84).

Urmeaza, in ordinea preocuparilor respondentilor, relatia pe care o are scoala
cu familiile elevilor, in sensul implicarii parintilor n sprijinul copiilor si al cadrelor
didactice. Mediile sunt mai mari decét cele care descriu siguranta si protectia,
Tnsa semnificativ mai mici decat cele care se refera la incredere si eficacitate,
ceea ce poate duce la concluzia, in acest clasament relativ, cé relatia cadrelor
didactice cu familiile elevilor este mai curand mediocra. Din Tabelul 8 rezulta
ca parintii —asa cum considera cadrele didactice — au o implicare redusa in
sprijinul procesului educativ, ceea ce poate sa influenteze negativ rezultatele
scolare ale copiilor si atingerea obiectivelor scolii. Meta-analize recente n
care au fost incluse studii realizate intre 2000 si 2013 sugereaza ca implicarea
parintilor in activitati asociate cu scoala are un efect pozitiv moderat asupra
performantei scolare a elevilor, la toate nivelurile de Tnvatamant (Castro et
al., 2015, apud Toc, 2016).

6. Concluzii

Tinand seama de literatura de specialitate, resursele sociale ale scolii — care
tin de organizare si de relatii — pot fi operationalizate pe numeroase
dimensiuni. Noi am construit un astfel de instrument structurat pe cinci factori
— Increderea copiilor in scoald, siguranta si protectie, incluziune si suport,
eficacitate, implicarea familiei — pe care le-am operationalizat prin intermediul
a 35 de itemi. Tn urma analizei consistentei instrumentului, am constatat faptul
ca dimensiunea incluziune si suport, care se refera la capacitatea scolii de a fi
unsprijin pentru elevi, mai ales al celor vulnerabili (cu dizabilitati, saraci, aflati in
masuri de protectie etc.) nu aintrunit criteriile de fidelitate si, din acest motiv, nu
am mai inclus-o in analiza comparativa cu celelalte variabile. Cu toate acestea,
ne pastram convingerea ca un instrument care 1si propune sa masoare resursele
sociale ale scolii trebuie sa contina o astfel de dimensiune, dar care sa intruneasca
standardele statistice de consistenta.
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Instrumentul propus, la care au raspuns 156 de cadre didactice din sase
scoli din zone defavorizate din judetul lasi, ne-a permis sa constatam ca
nesiguranta in scoala si calitatea relatiei cu parintii sunt dimensiunile ce
pot fi considerate puncte slabe din perspectiva cadrelor didactice
respondente. Este nevoie ca scolile sa manifeste preocupare pentru realizarea
unui echilibru intre mediul extern si cel intern al organizatiei, prin orientarea
atentiei cadrelor didactice spre adaptarea demersului educational, pentru
satisfacerea nevoilor personale si educationale ale elevilor.

Din punct de vedere metodologic, consideram ca un astfel de demers trebuie
completat cu date obtinute prin aplicarea de tehnici calitative. O abordare
metodologica mixta va permite obtinerea de informatii esentiale si complete,
necesare decidentilor in vederea transformarii organizatiilor scolare din
medii defavorizate, Tn scoli eficiente si prietenoase copilului, Tn factori
pozitivi de dezvoltare individuala si comunitara.

Multumiri

Precizam ca datele au fost obtinute Tn cadrul Proiectului ,,Scoli prietenoase in
comunitati implicate™, proiect cofinantat din Fondul Social European, derulat Th
cadrul Programului Ocupational Capital Uman (2014-2020), Axa prioritara
Educatie si competente OS 6.2, 6.3, 6.4, 6.6, Cod contract POCU/74/6/18 — Cod
SMIS: 106616. Proiectul este implementat Tn perioada 2018-2021 de Inspectoratul
Scolar Judetean lasi Tn parteneriat cu Asociatia HoltlS lasi si Fundatia COTE lasi.
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Abstract

Roma people have been victims of oppression in Romania for many centuries, “in
the long course of the Gypsy experience in Eastern Europe, hone has been worse
than that in Romania” (Crowe & Kolsti, 1991, p. 61). Nowadays, education can
play akey role in assuring that the Roma are treated with respect and dignity, in
assuring that they receive recognition, while dismantling the stigma.

This paper is the outcome of a study of the representation of minority studentsin
Romanian textbooks. While many educational reforms were targeted to increase
Roma students’ attendance and results - schools with Roma language teaching,
textbooksin Romanative language, affirmative actionsfor high school and university
students of Roma origin — it’s an open question as to whether the Romanian textbooks
are sufficiently inclusive and effective in combating racial discrimination and
stereotyping.

By employing a social justice perspective, | argue that textbooks systematically
discriminate against Roma children by under- and misrepresenting the Roma
experiences, traditionsand history. My argument unfoldsthrough two main directions
fromthe dataanalysis. Firstly, we examine primary and middle school (2nd grade -
6th grade) textbooks in search for representations of Roma realities and culture.
Secondly, we explore the presentation or absence of historical factsregarding Roma.
This exploratory study hopes to become a starting point for a discussion about

* PhD Candidate, University of Bucharest, Faculty of Psychology and Educational
Sciences, Bucharest, Romania.
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applied curriculum in Romania, specifically the textbook component. Limited
comparative data was collected and stark differences can be inferred between the
attention devoted to Hungarian culture and realities versus the Roma, but further
research is warranted.

Keywords: minorities, oppression, Roma, social justice.

Rezumat

Persoanele apartinand minoritatii rome au fost victime ale opresiunii Tn Romania
timp de mai multe secole, ,,in lunga prezenta a romilor in Europa de Est, nicaieri
experienta lor nu a fost mai grea decat in Romania” (Crowe & Kolsti, 1991, p.
61). Tn prezent, educatia poate juca un rol cheie in a garanta c& romii sunt tratati
cu respect si demnitate, ca primesc recunoastere fara a fi stigmatizati.

Aceasta lucrare este rezultatul unui studiu privind reprezentari ale minoritatilor
n manualele romanesti. Tn vreme ce multe reforme educationale au avut ca obiectiv
imbunatatirea prezentei la cursuri si a rezultatelor scolare — scoli cu predare in
limba romani, manuale in limba romani, locuri rezervate la liceu si facultate
pentru elevii de etnie roma — raméne o Tntrebare deschisa masura in care
manualele romanesti sunt suficient de incluzive si eficiente in combaterea
discriminarii rasiale si a stereotipurilor.

Utilizand perspectiva justitiei sociale, argumentam ca manualele discrimineaza
sistematic elevii romi prin subreprezentarea experientelor, a traditiilor si a istoriei
rome. Analiza datelor permite explorarea a doua directii de argumentare. Tn
primul réand, am examinat manualele pentru scoala primara si gimnaziala (clasele
a ll-a - a VI-a) cautand reprezentari ale realitatilor si culturii rome. n al doilea
rand, am explorat prezenta sau absenta datelor istorice referitoare la etnia roma.
Speram ca aceasta explorare sa devina un punct de plecare pentru o discutie
despre curriculumul aplicat din Romania, componenta analizata in cazul nostru
fiind manualele scolare aprobate de Ministerul Educatiei. S-a colectat, de
asemenea, o cantitate limitata de date comparative care sugereaza o atentie
disproportionata pentru minoritatea maghiara in raport cu cea roma, aceste date
deschizand posibilitatea unor cercetari ulterioare.

Cuvinte-cheie; justitie sociala, minoritati, opresiune, romi.
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1. Introduction

The Roma living in Romania have a long history of socio-economic
problems, poverty, marginalization, isolation and invisibility. Only in the
second half of the 19th century, the enslaving of the Roma in Romania
ceased. However, the free Roma were not given the opportunities to prosper,
instead they were segregated at the periphery of the cities and lived in
deprivation and returned to their traditional occupations. As has happened
throughout the Eastern bloc, the communist regime tried to erase every
ethnic characteristic, and the Roma began to be assimilated (Elleh, 2014).
Only after 1989, after the fall of the communist regime, the Roma gained
their place as a minority, the second biggest minority in Romania. However,
the great majority of the Roma still experience poverty and deprivation,
with 3 out of 5 Roma still living in destitution in 2008 (Fleck & Rughinis,
2008).

Roma children face great challenges in school, as the number of drop outs
within the Roma population are more than six time the baseline values,
indeed, more than 80% of drop outs are Roma children (lvan & Rostas,
2013). The power dynamic which renders Roma groups as marginals
generates a series of survival strategies, in order to resist external forces of
assimilation and to preserve the cultural legacy, what Carol Silverman calls
“the negotiation of Gypsiness” (as cited in Barany, 1994, p. 325). For this
reason, the real number of ethnic Roma is unknown.

In order to address these problems, a series of policies were implemented
by the Ministry of Education. First, the Roma groups were acknowledged
as a national minority with specific educational demands. Second, affirmative
action policies for the Roma were implemented. Third, classes and schools
teaching in Rromani language started to develop around the country.
Alongside this development, a curriculum for the Roma was implemented
and textbooks for the subject of Rromani language were created. In addition,
the Ministry of Education developed two optional courses for Roma students,
concerning the history and the culture of Roma groups.

However, the issue of Rromani teaching in Romania faces a number of
problems. First, Roma groups are very diverse in Romania (Barany, 1994),
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not all groups speak Rromani language. The Roma are not a people, rather
they constitute social groups with various characteristics.

Second, there is a shortage of teachers specialized in Rromani language.
After the Romanian Revolution, one university in the country started to
offer a program for Rromani language (Stefanescu, 2005). Our own research
was unable to identify any new Rromani section being established in the
intervening decades, with the exception of optional Rromani language
courses. Considering the number of Roma reaching university is very small,
only a few teachers specialized in Rromani language graduate each year.
When there are not specialized teachers in the school, the optional courses
are not available.

Third, due to the stigma associated with being Roma, a great number of people
deny their ethnicity. Certain policies of affirmative action are associated with a
positive impact on formal ethnical identification of Roma people.

Another problem is school segregation, a phenomenon which manifests at
many levels: inside the classroom, when students of low socio-economic
background are placed at the back of the classroom; between classes of the
same level, when students are placed discriminatory in specific classes
according to their background or performance at the school level, when
Roma children study in a different building than their non-Roma peers.
Segregation has a profound negative impact on the educational provision
(Greenberg, 2010). Schools tend to do their best for the high-performance
classes: the best teachers, better educational experiences, while lessening
their expectation and their involvement for the less-performing classes. In
segregated classes, Roma students are enrolled in Roma classes or sent to
schools with a predominant Roma population. In both situations the
educational provision is poorer than for the rest of the population (Petrova,
2003).

2. Cultural imperialism and textbooks

The marginal status of Roma groups in Romania requires a social justice
perspective in the educational field. In her theory of social justice, Iris Young
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(1990) develops a framework in which justice is examined through forms of
injustice, materialized in oppression and domination. We have employed the
concept of oppression in regard to textbook representations in order to explore
the textual and visual representations of Roma history, personalities, culture
in textbooks for primary and middle education, grades 2nd-6th.

In'Young’s view, oppression “refers to systemic and structural phenomena”
(idem, p. 270) “that immobilize or reduce a group” (idem, p. 272). The
structural nature of oppression relies in the everyday practices, common
narratives, gestures, attitudes of people who don’t see themselves as
oppressors. Oppression acts almost invisibly through social manifestations
which are rendered as usual, acceptable. While the oppressor must not be
seen as a tyrant who acts intentionally to limit or reduce one specific group,
“the oppressed people share some inhibition of their ability to develop and
exercise their capacities and express their needs, thoughts, and feelings”
(ibidem). When injustice manifests, it affects people who identify with a
specific social group. As Young points out, individuals don’t choose to be
part of a group, instead they find themselves part of a social group. One can
identify with more than one group, so groups overlap.

The national curriculum, the result of a consensus regarding educational
ideals and objectives, is a communicative tool. Curriculum includes “not
only texts, but also other instructional materials, programs, projects, physical
environments for learning, interactions among teachers and students, and
all the intended and unintended messages about expectations, hopes, and
dreams that students, their communities, and schools have about student
learning and the very purpose of schools” (Nieto et al., 2008, p. 176). This
exploratory study focuses only on the textbook curricular component and it
is intended as a starting point for a discussion about minority representation
and educational outcomes that should involve the entire educational process.
In regard to textbooks, oppression can manifest through cultural imperialism;
the term is defined by Young as follows:

“The experience of existing with a society whose dominant meanings
render the particular perspectives and point of view of one’s own group
invisible at the same time as they stereotype one’s group and mark it out
as the Other.” (Young, 1990, p. 285)
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Two key points emerge from the definition: first, cultural imperialism creates
a hierarchy of values within society, the point of view of one group becomes
the norm, the acceptable, while the others are marked as different, wrong,
unacceptable. Second, the universalization together with the validation of
the dominant group’s experiences, creates a set of stereotypes used to devalue
the difference, which furthermore immobilize and limit one’s possibilities
and potential. Oftentimes, the dominant group’s cultural views are described
as unique, “representative of humanity as such” (ibidem). We argue that the
Roma life’s experiences, traditions and history are less present in student
textbooks. The absence can be a form of oppression, as it becomes a
communicative instrument for what is meaningful.

Textbooks are interpretations of the curriculum by their respective authors
and teachers can choose between alternative textbooks. In Romania,
textbooks have gained authority, they comprise what is valuable to be
transmitted to next generations, what is acceptable and worthy. Through
text, image, the presence or the absence, textbooks map the meaningful
cultural, social, economic, political knowledge. The choice of integrating
one group’s experiences and ignoring another group from textbooks are
forms of cultural imperialism.

3. Methodology

The current study aims to investigate the ways in which Roma realities are
portrayed in textbooks of 2-6 grades. The research question is focused
around the number of references to Roma, the manner of presentation in
textbooks for students, the extent of the references, as well as the illustrations
depicting Roma. The choice of the textbook sample is in line with recent
curricular reforms that have prompted the publication of new textbooks for
children that started school in 2013. The older textbooks for grades 7 and 8 are
soon to be obsolete and the 1st grade textbooks are not pertinent to the study.
Indeed, even the 2nd grade textbooks include no references to Roma and
minorities, the first general references to diversity beginning in the 3rd grade.

The research method used is content analysis which brings together
qualitative and quantitative elements. As Holsti (1969, p. 14) points out,
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“content analysis is any technique for making inferences by objectively and
systematically identifying specified characteristics of messages”.

Through this research we have examined a number of 189 student textbooks
currently used in primary education (for 2nd - 4th grades), 5th and 6th grades.
Table 1 comprises the number of textbooks included in the analysis.

The data was collected through content analysis of all the textbooks that
matched our criteria made available online by the Education Ministry on
the dedicated platform (http://manuale.edu.ro). The platform was accessed
in August 2019 and the selection criteria were grades 2-6, published in
Romanian, according to the revised curriculum. Publication dates were
between 2016 and 2018 inclusively.

Table no. 1. Number of student textbooks by subject and grade

Number of student textbooks
Subject
2%grade | 3%grade | 4"grade | 5"grade | 6" grade
T%T;gag 4 6 4 9 2
Mathematics 4 6 2 7 2
TIC 6 3
Science/ Biology 6 9 2
Geography 6 1
Personal 5
Devel opment
Physics 2
History 4 8 1
Religion 4 6 2 2
Music 2 2
Sports 3 1
Technologica Ed 4 2 6 2
Arts (painting) 1 1
Socia education 6 4 8 2
Total 12 40 42 72 23
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The textbooks were searched for Romanian words pertinent to the research
subject: rom/rrom, tigan, etnic/etnie, minoritate. When possible, the textbooks
were searched digitally for an appropriate stem in order to find all inflexions
and diacritical forms (e.g., *igan*, *igan*, *rom*, minor*, etc.); a minority of
textbooks were manually searched as the format precluded digital search. The
data was coded and put into themes: visual, textual, historical, etc.

We have employed Zacho’s (2017) framework and their categories for
analysis: 1) number of references; 2) extent of references: short or long
texts; 3) character of the references: positive or negative; 4) manner of
description. Zacho’s instrument is useful, as it allows to organize and
structure the extent to which one group is present in the textbook imaginary.
Consequently, the analysis follows, through closely monitored steps, first,
a quantitative approach and then a qualitative approach to effectively
deconstruct and interpret the data.

Limitations

This study refers to textbooks for 2nd-6th grades published in 2016-2018.
Consequently, we have only analyzed textbooks corresponding to two
years out of four years of middle school compulsory education. We have
employed a comparative approach focusing on Roma and Hungarian
representations in primary school textbooks. This comparative analysis is
limited to textbooks until grade 5.

Notably, the textbooks offer the author’s perspective on the themes included

in the curriculum. The texts, the classroom activities, the exercises and the
projects represent the author’s interpretation of the curriculum.

4. Results
4.1. Number of references
The words rom and tigan referring to the Roma minority appear for 76

times. Table 2 includes the number of references and the textbooks where
they appear.
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Table no. 2. Number of references by grade and subject

Student Number of references |  Number of references Number of references Number of references
2nd and 3rd grade 4th grade 5th grade 6th grade

textbook Rom/Rrom/Tigan | Rom/Rrom |  Tigan Rom/Rrom Tigan Rom/Rrom | Tigan
Romanian 0 0 0 3 7 0 0
Language

History 0 9 0 0 0 0

Social 0 2 35 1 9 1
Education

Musics 0 0 1 0 o 0 0
Geography 0 8 0 0 0 0

Total 0 19 1 33 8 9 1

As previously explained, the references to Roma are very rare in primary
school textbooks — grades 2-4. No references to Roma can be found in
textbooks for 2nd and 3rd grades. However, diversity is discussed in general
terms, rather using international, than local references.

While some discussion about diversity is introduced in 2nd and 3rd grade
textbooks, the Roma are mentioned starting with 4th grade History textbooks.
Nonetheless, the word Roma is used mainly for the purpose of enumerating
the minorities living in the country (Geography, Aramis, 4th grade, pp. 50-51;
Geography, Arthur, 4th grade, p. 54; Geography, Intuitext, 4th grade, p. 26;
History, Aramis, 4th grade, p. 41; Social Ed., Aramis, 4th grade, p. 16; Social
Ed., CdPress, 4th grade, p. 23).

There is little information about the financial, economic or social status of
the Roma. Only one paragraph offers general information about this minority.
However, it emphasizes the otherness of the Roma, by pointing out the Indian
origin, their nomadic character, their traditional occupations which are related
to poverty, marginalization and isolation. The discourse conveys a group of
people different from the Romanian majority by means of occupation,
language and origin which inhabit Romania designated as our land. According
to the paragraph reproduced below, the Roma still live in a pre-modern state,
strangers among other cultures:

“The Roma have their origin in medieval India. Being nomads (travelers
without a stable domicile), they have spread throughout Europe. Today,
many Roma living in our country practice trades they inherited from
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their ancestors: they make pots (caldarari), they process gold (zlatari),
they put on shows with bears (ursari), etc.

Nowadays, the Roma have become sedentary, adopting the language
and culture of the nation in which they have integrated, although many
still speak the Romani language.”

(History, Aramis, 4th grade, p. 42)

To bring the data into perspective, a similar albeit less detailed analysis was
performed for the Hungarian minority, limited to the 4th grade textbooks. As
can be seen from the table below, the number of references for Roma is
significantly lower than those for “maghiar”. A caveat here is that Hungarians
had a history of living in Transylvania as part of an empire. Considering
this limitation, the references to the Hungarian ethnicity are still more
recurrent than what the subject matter would imply:

Table no. 3. Number of references for Rom and Maghiar in
primary school textbooks

Rom/ Tigan | Maghiar / Ungur
No. of occurences 20 72

4.2, Extent of references

We have distinguished between instances where Roma appear as a word in
a sentence, a short paragraph and a long paragraph.

In the first category we include:

1) 16 one word references, mainly for the purpose of enumerating the
national minorities in the country (Geography, 4th grade, Intuitext, p. 26,
p. 55; Geography, 4th grade, Aramis, pp. 50-51; Geography, 4th grade,
Arthur, p. 54; History, 4th grade, Aramis, p. 41; History, 4th grade, Corint
Educational, p. 45; Civic Education, 4th grade, Aramis, p. 16; Civic
Education, 4th grade, CD press, p. 23; Social Ed., 6th grade, EDP, p. 24,
p. 43; Social Ed., 5th grade, Litera, p. 37), their celebration date (Social
Ed., 6th grade, EDP, p. 43; Romanian Language, 5th grade, Litera, p. 91),
minorities festivals (Social Ed., 6th grade, EDP, p. 41).
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2) one reference to dance (Music and movement, 4th grade, Aramis, 2nd
part, p. 51).

3) 4 references related to school activities/ projects regarding the Roma
(Romanian Language, 5th grade, Litera, p. 97; Social Ed., 5th grade,
Litera, p. 31, p. 32; Social Ed., 5th grade, Aramis, p. 59).

In the second category, which comprises short paragraphs and short texts,
each of which includes at least one occurrence of the relevant terms, we
include:

1) 21 fragments tackling discrimination, stereotypes and racial issues
(Social Ed., 5th grade, Ascedia design, p. 72, p. 95); (Social Ed., 5th
grade, Litera, p. 30; Social Ed., 5th grade Litera, p. 32, p. 77); (Social
Ed., 5th grade, Cd press, p. 33, p. 47, p. 74, p. 62); (Social Ed., 5th grade,
Aramis, p. 13, p. 61, p. 62; Social Ed., 6th grade, EDP, pp. 43-44).

2) Short texts concerning social, economic condition of Roma students
(Social Ed., 5th grade, Litera, p. 31), reasons for dropout; economic
deprivation, child abuse (Social Ed., 5th grade, Litera, p. 74).

3) Short text concerning Roma history, culture (History, 4th grade, Aramis,
p. 42).

On the other hand, references to Hungarian are usually whole paragraphs,
even an entire page is dedicated to Hungarian historical personalities
(History, 4th grade, Corint Ed., p. 42).

The relatively significant number or references to minorities suggest that
the topics are salient in the textbook authors’ perspective. However, this
interest does not extend to the Roma minority, despite its comparable
population to the Hungarians.

4.3. Character of the references: positive, neutral, negative

The character of the references refers to the positive or negative meaning of
a context referring to Roma. The positive references are associated with
cultural, historical information about the Roma. For example, a note that
informs students that 8 of April marks the International Romani day (Social
Education, 6th grade, EDP, p. 43). Another positive example is the case of
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the textbook which discourages students to use the pejorative term tigan
(Romanian Language, 5th grade, Litera).

In the neutral category, we have included one word references which have
little value and school activities targeted to combat stereotypes and
discrimination against the Roma, as they imagine a desired order of society.
References with a negative impact are as follows:

1) 9 contexts which use the term tigan(i);

2) exercises/ classroom activities where the topic of discrimination is
introduced, without being explicitly discouraged. For example, one Social
Education textbook proposes a role play activity in which students are
asked to imagine they are a 14 year old illiterate Roma girl. (Social
Education, 6th grade, EDP, p. 43).

Table 4 comprises 4 positive references, 57 neutral references and 15
negative references.

Table no. 4. Character of reference by grade and subject

Textbook 4th grade 5th grade 6th grade
Positive | Neutral | Negative | Positive | Neutral | Negative | Positive | Neutral | Negative
Language and
Communication 2 2 6
Social Education 2 35 1 1 6 3
History 5 4
Geography 1 7
Music 1
Total 1 14 5 2 37 7 1 6 3

44. Manner of description

The imagine of the Roma is comprised of simple, yet harsh notes, which
can strengthen stereotypes and confirm racialized narratives. There is very
little information about the present life, the culture, the diversity within the
Roma groups. Textbooks offer limited information which concerns: the
presence of the group among other minorities, the Indian origin, the nomadic
past, some traditional occupations, few remarks on the Romani language.
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4.5.  Absenthistory

Historical accounts about the relationships between the Romanian majority
and the Roma minority are ignored, even when these are key elements for
the comprehension of a text (Romanian Language, 5th grade, Litera). Even
when storylines characters are Roma slaves (Vasile Porojan), the context
of Roma slavery in Romania is ignored. The enslaving of Roma people
which lasted for five centuries created a specific power dynamic between
ethnicities and was part to the formation of the Romanian identity, in which
oppression against specific groups became hegemonic:
“Forces of domination were generated during the emergence of a pan-
Romania social formation, creating conditions of prejudice that became
hegemonic. This form of cultural domination stereotyped ethnicities as
natural or biologically determined cultural, social and economic
proclivities of certain groups. In this sense, Gypsies came to be seen as
universally marginal sub-humans.”
(Beck, 1989, p. 54)

Textbooks do little to repel the stereotyping of Roma, choosing the discourse
of the absence. However, the cultural contribution of the Roma groups cannot
be ignored. During the long period of slavery, the Roma were driven to
specific roles within the Romanian society, contributing to the economic
and cultural life. The Roma were craftsmen, iron smiths, cooks, they
produced music, embroidery (Beck, 1989). Nonetheless, the cultural
domination of the Roma assigned them a parallel cultural road which is de-
valued, just as the Roma slaves were de-humanized.

This domination is seen even in the choice of words which designate Roma
groups. Although more than 100 years ago, in 1919, the Roma communities
in Romania, at the meeting in Ibasfalau/ Dumbraveni, in Transylvania, have
militated for eliminating the derogatory term tigan from official documents,
the word is still present in students’ textbooks:
“As children and citizens of the great Romanian nation, not wanting to
be considered foreigners in a foreign country, as we have been considered
for centuries, please: from here on, in all official Romanian documents,
the naming (nickname) of ‘tigan’ shall no longer be used to ridicule us
and our descendants. “
(as cited in Buzducea, 2013)
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Some textbooks use both words (Romanian Language, 5th grade, Litera),
and a single instance was found that discourages students to use the form
tigan(i). The selection of the words is neither justified, nor presented as
substantial. Until recently (2012), the Romanian Language Dictionary
considered the words rom and tigan as synonyms, with the word tigan also
encompassing a pejorative meaning: person with bad habits. At one point,
tigan included the sense slave (Achim, 1998, p. 33). At the initiative of NGOs,
the definition of the word tigan was changed in 2011, so that the offensive
connotation is now clear (Annual Report, Agentia Tmpreund, p. 25).

Evidently, this linguistic battle, an incontestable evidence of the oppression
the Roma have experienced, is yet to be reflected into textbooks approved
by the Ministry of Education.

Social Education textbooks (5th and 6th grades) discuss the issues of
discrimination, racial stereotypes and have the potential to enable critical
thinking strategies through the real-life events they embody. These contexts
usually portray Roma children being rejected, victimized, punished, abused
by their Romanian colleagues, friends, neighbors or even their parents for
being Roma. It is in the teacher’s power to appropriately tackle such sensitive
situations and to encourage tolerance, acceptance and empathy. However,
the decision to rely mainly on teacher’s classroom contribution in order to
combat discrimination can become oppressive as such. A recent research
led by University Babes Bolyai (Badescu et al., 2018) revealed that one in
seven teachers think Roma students ought to be separated from other
ethnicities. Moreover, almost half of the teachers in favor of segregation
support it for the benefit of Romanian students, as “Roma students’ behavior
would make teaching difficult for the rest of the students” (idem, p. 17).

The cited study found that for Romanian teachers, Roma are the third most
undesirable group to have as neighbors, after drug addicts and alcoholics -
more than 40% of questioned teachers don’t want to be neighbors with
Roma people (idem, p. 8). This preference is associated with harsh schooling
conditions - poor safety, the presence of children from vulnerable groups,
poor exam results, bad management (idem, p. 18).

With respect to the interaction between Roma groups and other ethnicities,
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textbooks present very little information. The interactions between the Roma
and the Romanians are sources of critical engagement with race issues and
are based on fictional events which tackle rejection, domination. Only one
picture illustrates a possible communication between people belonging to the
two groups. However, the instance suggests a power asymmetry: while the
Romanian woman faces the viewer, the Roma woman’s face cannot be seen,
she is not to be distinguished and treated as an equal person to the other.

4.6. Minorities’ personalities

While every History textbook for Primary school develops at least one
activity concerning people representing minorities, there is no Roma
personality depicted in any textbook. We consider this absence especially
important in the attempt for intercultural education. Roma realities are
invisible, they do not penetrate the dominant culture.

On the other hand, Hungarian personalities can be seen in many instances.
Hungarians are inventors — Rubik’s cube and the pen were invented by two
Hungarians, Laszl6 Bird and Ern6 Rubik (History, 4th grade, Corint, p. 29),
military leaders and kings — Tuhutum (History, 4th grade, Corint, p. 42),
Matei Corvin (History, 4th grade, Corint, p. 55) and the brilliant ruler Gabriel
Bethlen (History, 4th grade, Corint, p. 60), chroniclers writing about injustice
such as Ludovic Tubero (History, 4th grade, Corint, p. 59), writers and
scientists like Janos Apéczai Csere (History, 4th grade, Corint, p. 60). Even
more, the Hungarian language is described as a language of culture and
great achievements in many fields:
“In the Hungarian language, valuable literary works have been written
by great cultural people like Sandor Pétofi, Ady Endre or Imre Kertész.
The Hungarian people gave the world great scholars and scientists,
mathematicians and renowned doctors, but also artists like composers
Franz Liszt or Bela Bartok.”
(History, 4th grade, Corint, p. 28)

Roma people who could represent their ethnicity and are successful in Arts,
Science, Journalism are not mentioned in primary school textbooks. No other
Roma role models are introduced. This absence is significant not only to



108

Roma children, but also to their non-Roma peers, as Roma becomes
associated with failure. This absence is an evidence of cultural imperialism,
an oppression which narrows educational possibilities; one cannot see behind
the cage one is locked into (Frye, 1983).

4.7. Roma characters in storylines

Three literary pieces illustrate stories with Roma characters. The most
frequent story present in two Romanian Language textbooks (Romanian
Language, 5th grade, Aramis, p. 76; Romanian Language, 5th grade, Litera,
p. 90) and one Social Education textbook (Social Ed., 5th grade, CdPress,
p. 76), Vasile Porojan, is the story of a friendship between a Romanian boy
and a tigan. Textbooks guide the reading-comprehension differently, either
ignoring the racial dimension of the text (Aramis) or exploring the racial
theme in depths (Litera). Amajor contribution in the comprehension process
is made through illustrations, which influence the first interaction with the
text. One illustration (Romanian Language, 5th grade, Aramis, p. 76) presents
the two boys at the first page of the text, running happily and smiling. The
differences between them are strongly emphasized through clothing, shoes,
color of hair. The Romanian boy is carefully dressed in a clean, traditional
white blouse, and smiling while gazing at the sun. On the contrary, at the
bottom of the page there lies the figure of the Roma which is created through
darker tones, his skin is brown, his hair disheveled, while his clothes are
too small and unkempt. The Roma has no shoes and runs bare feet on the
ground. He does not look at the sun, but, symbolically, he looks up at the
Romanian boy.

When the reading-comprehension strategies focus on the racial theme
(Romanian Language, 5th grade, Litera, pp. 90-92), the discourse reveals
contradictory attitudes. While the title of the lesson pleads for equality
(Beyond social / ethnic differences), for a perspective in which differences
could be abolished, the authors’ choice for guiding the comprehension has
significant flaws. First of all, there is a significant lack of coherent
information about the status of the Roma in the past. While the text slightly
points out issues of liberty, the comprehension process ignores the reality
of slavery. Vasile Porojan was a slave, as many Roma people still were in
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the nineteenth century in Romania. However, the textbook only uses the
word rob which has a double meaning in Romanian, one of them being
laborer, thus the textbook allows a degree of confusion. Moreover, the term
Rom is never mentioned in referring to the main character, the textbook
uses the word tiganesc, while discouraging students to use the word tigan.

Second, some textbook activities devalue the Roma people by delimiting
the spaces they can occupy in society - asking students to place the Romanian
and the Roma on an imaginary scale of values (Romanian Language, 5th
grade, Litera, p 91). Third, the power asymmetry is validated through the
absence of historical information about the living conditions of Roma in
the past. The Roma inferior status is presumed, allowed and never contested.
The reading comprehension strategies envisage a reality in which the Roma
is bound to the lower levels of societies as opposed to his wealthy Romanian
friend. The authors choose the sentence He had a brilliant social career
(idem, p. 92) in reference to the non-Roma child and the sentence He could
not hope for any social achievement due to ethnicity (ibidem) for the Roma
child. Ethnicity becomes an unsurmountable confinement.

However, literary pieces must not be treated as mere fictional instances, as
through children’s books, children shape their thinking about themselves,
their peers and society, they sense what is expected from them and they
gradually develop modes of thinking and behaving that suit their
constructed roles as boys or girls, disabled or non-disabled children,
children from ethnic minority groups or children from the dominant
culture (Monoyiou & Symeonidou, 2016). Vasile Porojan is written in the
form of a letter which emulates veracity and creates the impression of reality.
The realism stimulates a deeper connection with characters.

Reading is transactional (Morrisson & Wlodarczyk, 2009, p. 111), a
continuous negotiation between text and reader, always dependent on a
social interaction. Furthermore, “focusing on a figure that is considered
different from the dominant group” has the potential to perpetuate “the gap
between the dominant characters of a given culture and the perceived
Others”.

The second text with a Roma character (Romanian Language, 5th grade,
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Art, pp. 159-160) is an ethnic story presented alongside other stories of
different origins in a multicultural class reading activity.

5. Discussion and conclusions

While the new syllabi for primary and middle school plead for diversity,
tolerance and an interest for intercultural education, textbooks fail to put in
practice these principles, thus allowing the reproduction of stereotypes and
negative attitudes towards the Roma groups. Most significant is the absence of
Roma related events, personalities, historical facts. It is relevant to note that,
while all 4th grade History textbooks have a chapter dedicated to minorities
personalities, no Roma personality is presented or discussed. The only Roma
figure present in Romanian textbooks is a successful football player, Banel
Nicolita (Social Ed., 6th grade, EDP, p. 67). By contrast, there is ample space
dedicated to Hungarian historical figures, authors and scholars.

e

Tineri rohi ansénd cu ocazia
Zilei internationale a' romilor - 8 aprilie.

Figure no. 1. Roma young people dancing while celebrating the International
Romani Day - 8 April, EDP, Social Education, 6th grade

The Roma appear to have no contribution on the development of the country
inany field, as their presence in textbooks is rather ghostly, usually achieved
through pictures. The most prevailing illustration (Figure no. 1) shows Roma
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people dressed in traditional clothing, dancing on grass, celebrating, living a
leisurely life.

A more realistic perspective is pointed out by Social Education textbooks
which allow a glimpse on the conditions faced by many Roma students. A
few instances present Roma children as theoretically equals to their
Romanian peers, but the social context in which they find themselves limits
and reduces their ability to thrive.

In order to reduce the oppression through cultural imperialism, we propose
Nancy Fraser’s (1995) framework on social justice. One strategy to reduce
injustice consists of affirmative remedies which are “aimed at correcting
inequitable outcomes of social arrangements without disturbing the
underlying framework that generates them” (Fraser, 1995, p. 82). This type
of remedy implies that students are rational agents, they learn what they are
being told and internalize the rules, which is a contested idea. Some authors
suggest an approach that “teaches” rather than “preaches”, a strategy of
deconstruction and reconstruction since “adolescents do not like to be told”
what to do and how to behave (Kenway & Fitzclarence, 1997, p. 127).
Students should be treated as “agents of rather than passive recipient of”
reforms (ibidem).

Concentrating on textbooks can leave out a key component of the curriculum,
the teachers, as they interpret the textbooks themselves and create local and
original discussions in the classrooms. Teachers need adequate guidelines
and formation to effectively teach such sensitive matters. Roma realities,
lives, personalities, history ought to be integrated in classroom discussions,
as well as elements of culture, story lines, traditions. These contents have
the potential to reduce the marginalization of Roma students and alleviate
the stigma, by raising awareness about Roma groups’ present and past, their
cultural richness, their essential contribution to the formation of the
Romanian identity. Reading literary texts which present credible characters
can “empower both children from ethnic minority groups and children from
the dominant culture to understand the complicated nature of human
experiences” (Monoyiou & Symeonidou, 2016, p. 2). As long as the text
does not solely emphasize the victim and is not centered on the powerlessness
and marginalization of the racially marked individual (Rogers & Christian,
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2007) but questions the “ideology” of “the master”, it can be a valuable
piece of work in addressing racial interactions.

Through a position paper, UNICEF recommends creating an inclusive, local
curriculum:
“The curriculum needs to be reviewed to ensure that it is inclusive of all
children, and all teaching and learning materials are free from harmful
or negative representations of Roma communities [...]. The curriculum
should include the teaching of Roma language, culture and history.”
(UNICEF, 2011, p. 56)

In this paper | have critically analyzed the Romanian alternative textbooks
in search for the representation of Roma groups. | have employed Iris Young’s
conceptualization in the field of social justice to argue that textbooks can
become an oppressive tool for the Roma minority. My argument follows
two directions. Firstly, using Zacho’s framework for content analysis of
textbooks, | have analyzed the number of references to Roma people, the
extent, the character of references and the manner of description.

Secondly, | have explored the presence or the absence of historical figures
and events about the Roma in textbooks. Notably, we have identified very
little information about the history of Roma people in Romania. The
interactions between the Roma and other groups are presented only for the
purpose of introducing themes of discrimination, prejudice and racism.
However, textbooks do not address the sensible and intricate historical
relationship between the dominant population and the Roma minority - which
is vital in understanding the status, the narratives surrounding the Roma in
Romania today. References to slavery are very rare and achieved through literary
texts adding a sense of dimness. The prejudice against Romatoday is approached
asagiven reality, imprinted in the present, but not within a diachronic approach.

Using a comparative strategy, we have employed similar content analysis
instruments on the representation in textbooks of the Hungarian ethnic
minority. The data, while less detailed and limited to 4th grade textbooks,
suggest a significant difference between the positive attitudes and attention
devoted to Hungarian themes compared to the Roma ones, though more
research is warranted.
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Abstract

Thefirst yearsof teaching experience arecrucial for beginning teachersasthey face
numerous challenges. Moreover, the way novices succeed in handling challenges
during their first year of field work isakey determinant of their decisionto continue
working in the system or not. In this respect, a notable theme within the literature
considers the experiences and challenges of beginning professionals, as more and
more researchers talk about the “praxis shock”, “reality shock” or “transition shock”
to better depict the process through which new teachers pass in order to get
accustomed to their new professional context. Our study seeks to investigate the
challenging experiences that novice kindergarten teachers encounter, as well asthe
strategies they adopt in order to overcome them. The participants of the present
study are beginning teachers (n=16) with a maximum of three years’ teaching
experience from six public inner-city kindergartens. By making use of a
phenomenological qualitative inquiry, data was collected through participating at
semi-structured interviews, focus groups and by filling in logbooks. After the data
was recorded and transcribed, five main themes were identified. The key findings
indicate that anew professional context can often lead to uncertainty and discomfort.
Moreover, beginning teachers’ “challenging moments” descriptions generally
emphasize their struggles concerning their own professional development, the
school organizational aspects, aswell astheir rel ationshipswith students, colleagues,
principals and parents. The results of the study show the need to restructure the
collaboration process between novices and kindergartens, in order to improve
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collaborative relationships and provide the appropriate context for the professional
development of kindergarten teachers at the beginning of their careers.

Keywords: challenging experiences, novice teachers, qualitative study, teacher
education.

Rezumat

Primii ani de experienta didactica sunt cruciali pentru profesorii incepatori,
deoarece acestia se confrunta cu numeroase provocari. Mai mult decat atat, modul
n care debutantii reusesc sa gestioneze provocarile n primul lor an de munca
este un factor cheie in ceea ce priveste decizia lor de a continua sa lucreze in
sistem. Tn acest sens, o tema importanta din literatura de specialitate exploreaza
experientele si provocarile educatorilor debutanti, Tntrucat tot mai multi
cercetatori vorbesc despre ,,socul practicii”’, ,,socul realitatii”” sau ,,socul de
tranzitie” pentru a descrie mai bine procesul pe care noii profesori 1l parcurg
pentru a se obisnui cu noul lor context profesional. Studiul nostru investigheaza
experientele solicitante pe care le intdmpina profesorii Tncepatori din gradinita,
precum si strategiile adoptate pentru a le depasi. Participantii studiului sunt
cadre didactice debutante (n = 16) cu o experienta de predare de maximum trei
ani, din sase gradinite de stat. Tn cadrul unei investigatii calitative de tip
fenomenologic, datele au fost colectate prin interviuri semi-structurate, focus
grupuri si prin analiza jurnalelor completate de participantii la studiu. Dupa
prelucrarea si analiza datelor, au fost identificate cinci teme principale. Cele mai
importante constatari indica faptul ca un nou context profesional poate duce
adesea la incertitudine si disconfort. Mai mult, descrierile ,,momentelor
provocatoare” ale debutantilor se refera, in general, la experiente legate de propria
lor dezvoltare profesionald, aspecte organizatorice, precum si relatiile cu elevii,
colegii, managerii scolari si parintii. Rezultatele studiului arata necesitatea
restructurarii procesului de colaborare intre debutanti si gradinite, in vederea
Tmbunatatirii raporturilor de colaborare si oferirii contextului adecvat pentru
dezvoltarea profesionala a educatorilor aflati la Tnceput de cariera.

Cuvinte-cheie: experiente solicitante, formarea profesorilor, profesori debutanti,
studiu calitativ.
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1. Introduction

The successful retention of teachers has been on the international agenda
for many years (OECD, 2005). A great deal of research has been dedicated
to studying the effects of teachers’ practices on student achievement
(Darling-Hammond, 2014; Goe, 2007; Hattie, 2009) and consistent evidence
suggests that teacher effectiveness actually contributes a great deal to student
learning (Blomeke et al., 2016; Kunter et al., 2013). Evidences of both
qualitative and quantitative analyses indicate that quality of teachers is
undoubtedly the strongest correlate in student performance enhancement
(Darling-Hammond, 2014).

Nevertheless, in spite of strong evidence that teacher quality is key to student
success, there is no general agreement on which teacher characteristics
have a significant contribution to student learning outcomes (Hattie, 2009;
Rivkin et al., 2005; Scheerens, 2016). Student achievement has been linked
to diverse factors from teacher’s personal characteristics, such as verbal
intelligence, self-efficacy and locus of control (Scheerens, 2016) to attributes
which refer to professional’s years of teaching experience, certification status
or educational background (Darling-Hammond, 2000, 2014; Goe, 2007).
Nonetheless, research which connects the educator’s attributes to pupils’
learning results is still relatively scarce.

In the context of quality teaching and learning, the current policy debate is
focused on hiring and retention of teachers with major emphasis on
professionals working with kindergarten children, as early childhood education
plays a paramount role in children’s development, learning, and well-being
(OECD, 2019). It is a well-known fact that the first few years are decisive
for teacher retention, as high quality professionals are expected to exit the
system due to diverse factors. The body of literature which addresses why
teachers leave the profession attributes the following reasons to the
unsuccessful retention process, apart from personal reasons: lack of
administrative support (Liu & Meyer, 2005; Tye & O’Brien, 2002), weakly
organized or insufficient mentoring (Gratch, 1998), low salary (Tye &
O’Brien, 2002) or accountability issues (Darling-Hammond & Sykes, 2003).
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In the present study, we will investigate in-depth the challenging experiences
that novice teachers encounter during their work in kindergarten, as well as
the strategies adopted in order to overcome them.

2. Literature review

The way novice teachers succeed in handling challenges in their first year
of field work is a key determinant of their decision to continue working in
the system or not (Sézen, 2018).

In this respect, a notable theme within the literature considers the experiences
and challenges of beginning professionals. Kelchtermans and Ballet (2002)
take notice of the “praxis shock” endured by novices when entering the
new profession. On a similar note, Gordon and Maxey (2000) talk about
“reality shock”, and Corcoran (1981) refers to the “transition shock” to
better depict the process through which new teachers pass in order to get
accustomed to their new professional context.

Learning the ropes requires great effort on the novice’s part, as he/she
struggles with getting to know the students and learning the school’s policies
and procedures. Contrary to popular beliefs on the teacher’s roles, beginning
teachers spend a large amount of time on classroom management and
administrative issues and less on teaching and learning (OECD, 2005). Being
a teacher involves multiple and demanding tasks that most of them had not
been adequately prepared for in their pre-service training (Nieme, 2002).
Therefore, their expectations are not met and often frustration takes control.
In addition, a newly graduate teacher cannot have the same competences
as an experienced one. In spite of this, research shows that beginning
professionals are expected to perform like their more experienced colleagues
(Smith & Sela, 2005); for instance, it is expected from them to handle the
same workload as their more qualified fellow teachers, implement classroom
activities efficiently, contribute substantially to their students’ development
progress, contribute to school development, etc.

The first years of teaching experience are crucial for beginning teachers as
they face numerous challenges. According to prior research, novices need
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to find strategies to adapt to a new professional environment, interact with
their colleagues, their students and their students’ parents, efficiently organize
their time, manage their class, organize their lessons, etc. (Cakmak et al.,
2018).

Taking into account that they find themselves in unfamiliar conditions in
which immediate decisions are required, it is imperative to find customized
solutions to every particular problem which arises in practice. But their
situation is not to their advantage: they have limited repertoires gained during
pre-service practicum which translates to a lack of relevant experience to
successfully cope with all the challenges. They often rely on their
competences developed through their pre-service teacher training
programme, but most of the time those are just not enough.

The educational literature of recent years is rich in scientific attempts to
explore the complex process through which beginning teachers pass in order
to successfully meet work demands. An expansion of interest has specifically
been given to investigating newly qualified teachers” experiences related to
stressful work contexts (McCann & Johannessen, 2004; Veenman, 1984).

Due to the nature of the topic, most of the studies deployed qualitative-
focused research. For instance, McCann, Johannessen and Ricca (2005)
analyze through structured interviews the challenges beginning teachers face,
as well as their coping strategies. In their research, data shows that there
are major categories that lead to novices’ concern: relational problems (with
students and their parents, fellow workers and supervisors); understanding
of subject/curriculum, workload; evaluation of students’ performances;
autonomy and authority; appearance and teacher identity. As part of the
research, the authors advance some possible solutions to the problems they
are confronted with: carefully designed mentoring programs, the expanding
of the network of teacher contacts or realistic teaching assignments.

On asimilar note, Aarts, Kools and Schildwacht (2019) discuss the complex
difficulties graduates experience in their first years of teaching. The
researchers conducted a study on 35 secondary school teachers in their first
and second year of employment. Even though the results show a shift in
their challenges between the less experienced group and the more experienced
one (one year apart), their major tension is attributed to the teaching process
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itself. More specifically, early-career teachers are confronted mainly with
choosing the best teaching strategies for their students, concentrating on
student’s learning process, objectively assessing students’ performances,
efficiently managing the group of students or combating discipline issues.
Other areas of tension for novices are related to workload and organizational
aspects of the school (i.e., multitude of non-teaching tasks).

Pillen, Beijaard and den Brok (2013) carried out a study with the aim of
assessing 141 novice teachers’ daily uplifts and hassles, as well as their
well-being. By using a diary method, the researchers gained a deeper
understanding of the work-related stressors in the early-graduates’ transition
to their profession. Data shows that daily stressful moments are related to
the teaching process and relation with other colleagues. At the same time,
the study investigates the uplifting moments, which bring satisfaction to
beginning teachers, as compared to other studies which direct their attention
to the negative picture of the novices’ professional life.

The complex nature of teaching was also depicted in a study conducted by
Britt (1997) in which she investigates the new teachers’ perceptions of their
first teaching experiences. The findings show that these experiences are
not all positive, many new graduates facing stress as they try to navigate the
new work context. The problematic aspects perceived by novices fall into
the following themes: class and school discipline, time management,
preparation for lessons and parental involvement.

3. Methodology

As we already stated, this study’s main objectives are to explore the
challenging experiences that novice teachers encounter during their work in
kindergarten, as well as the strategies adopted in order to overcome them.
In this direction, we will discuss the meaning of these experiences and its
significance in the process of building their professional identity. To
accomplish this aim, the study is designed as a phenomenological qualitative
inquiry. The phenomenology design was chosen because the focus is on
comprehensively understanding the participants’ experiences on a particular
phenomenon. The particular phenomenon under study is explored through
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collecting data (qualitative methods) and discovering commonalities between
the participants’ perceptions (Marshall & Rossman, 2011). Thus, the
phenomenological design contributes to the real-life experiences of novice
teachers about challenging experiences in public kindergartens in the
Romanian educational system.

3.1. Research participants

In the case of beginning teachers, the person who is not yet experienced in
teaching is called “novice”. Although this term refers to a professional who
is just at the start of his/her teaching career, there are still debates on whether
this stage lasts for one, two or five - year period. For instance, according to
Haynes (2011), teachers cease to be called novices after two or less years
of teaching experience. Contrary to this opinion, Kim and Roth (2011) argue
that newly qualified teachers can be called this way up to five years of field
work. Another relevant study (Davis et al., 2006) defines a beginning teacher
as pre-service professionals as well as those in their first year of work.
Even though the literature defines distinct novice teacher profiles, for the
purpose of this paper, beginning teachers are considered the professionals
who have been working for less than 3 years.

In the present study, the participants were selected based on availability (or
convenience sampling; i.e. collecting samples that are conveniently located
and willing to be involved in the study) (Teddlie & Yu, 2007). As Patton
(2002) pointed out, convenience sampling is extensively used in qualitative
research for analyzing cases that can yield richness of information related
to the phenomenon of interest. Therefore, the selection of participants
resorted to a convenience sample of individuals, and was based on certain
criteria, such as: professional experience of a maximum of three years of
teaching experience, teaching the same age group (teaching in kindergarten),
recently completed Bachelor degree studies in Pre-School and Primary
Educational Pedagogy, as well as availability and eagerness to participate.

The participants of this study are novice teachers (n = 16) meeting the
above written criteria, alumna of the Pre-School and Primary Educational
Pedagogy programme in the Faculty of Psychology and Educational Sciences,
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part of the University of Bucharest in Romania. Moreover, they are between
ages of 22 and 31 years old, and work in similar contexts (6 inner-city
kindergartens).

In the first phase of the sampling process, we contacted 28 novice teachers
and gave them an extensive explanation of their future involvement in the
research process. Only 16 of them agreed to take part in the study. The fact
that almost half of the initial group decided to be out can be explained by the
demands of keeping record of various experiences in a logbook. The logbook
serves to keep record of important events and must be filled in daily for two
weeks. It seems that this was the main constraint as perceived by the
beginning teachers.

3.2. Data Collection

Since data gathering process is an essential part of a research, careful
consideration had been given to developing data collection procedures,
choosing the most suitable methods to gather qualitative information on
specific variables and building a robust monitoring strategy of the entire
process. Specifically, novice teachers were requested to use logbooks for
the first two weeks of their practice in kindergarten. The participants had to
write in the logbook on a daily basis about their most challenging experiences
during their teaching. This autobiographical tool was not filled in thoroughly
with their field experiences by all teachers, the reason being its time-
consuming nature. Therefore, because this technique did not work out as
expected, two other qualitative instruments were employed in order for the
teachers to elaborate on their field experiences: semi-structured interviews
(with the 5 teachers who did not successfully complete the logbooks) and
focus groups (3 focus groups which involved all participants).

The logbook was selected as a methodological tool so the teachers could
describe their subjective perception of challenging moments in their teaching.
As evidenced by numerous authors (Clemente et al., 2017; Romano, 2005),
this narrative tool has descriptive purposes through which the researcher
can explore and better understand the person’s experiences about a
phenomenon.
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Prior to this research, a study employing the phenomenological approach
was conducted by Romano (2005), in which she explored “bumpy moments”
in teacher education as a way to analyse pre-service teachers’
understandings of their teaching experiences. In our study, the investigative
tools (logbook, interview and focus group) were designed based on the
methodological instruments developed through Romano’s study. The logbook
and interview items were the following:

(1) Please describe the challenging experiences you encountered during

your teaching.

(2) How did you deal with it?

(3) Did you need anyone’s help in handling it?

(4) Do you feel you have learned something from this experience? Please

elaborate on your answer.

The semi-structured interview was chosen as a data gathering instrument
as it is one of the most applied tools for generating information in educational
research and gaining insight into people’s thoughts and experiences
(Denscombe, 2010). The focus group was selected as an appropriate
methodological tool in the context of the present study based on its potential
to elicit information and view sharing between participants in a short period
of time (Kuckartz & Radiker, 2019). The semi-structured interviews and
focus groups lasted approximately 20-30 minutes and 60-70 minutes,
respectively. The teachers agreed to be audiotaped for a further analysis of
their answers.

3.3. Data analysis

The logbook, interview and focus group data were analysed using qualitative
content analysis (Bernard & Ryan, 2010; Strauss & Corbin, 1990) in order
to delve more into the data. The data was transcribed verbatim and then
analysed. The first phase consisted of identifying codes, then the codes
were divided into different 15 categories across the data. Finally, these were
listed under five main themes:
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Table no. 1. Teacher challenges — Coding Scheme

Theme Category

Professional autonomy

Professional identity

Workload

Bureaucracy

Teaching commitments

School and classroom resources
Motivating students

Individual differences

Classroom management

Dealing with undisciplined students
Collaboration with other teachers,
principal, other kindergarten workers
Feedback and guidance

Mentoring

Interaction with parents/child’s family
Relationships with parents Parents’ involvement in kindergarten
activities

The teacher

School organization

Relationships with students

Relationships with colleagues and principals

4. Findings
4.1.  The teacher — identity and autonomy

Veenman (1984) explains that the first-year experience of teaching can be “a
dramatic and traumatic one” (p. 143), as most novices experience the transition
frominitial teacher training period to teaching profession with emotional distress
and many struggles. The wide-ranging demands are also reflected in the category
concerning the teacher’s identity and autonomy. During the last few decades,
the teacher’s professional identity has become a prominent area of research
(Beauchamp & Thomas, 2009; Olsen, 2010), as it can be used as a resource for
researchers to analyze teacher’s learning and development.

In our study, reality shows that all beginners had experienced tensions
regarding their professional identity. Most of them characterized the first
few weeks of kindergarten as a “struggle”. As the shift between faculty
and workplace is a very dynamic and complex process, the novice is often
in the situation where she/he has to count on the others’ experiences and
advice or their own (from practicum period). The tensions are caused when
all these sources are experienced as conflicting or clashing.
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Researchers have agreed that tensions can have a considerable significance

in professional identity development, as stressful experiences force the novice

to question his/her own beliefs and practices (Alsup, 2006; Olsen, 2010).

Nevertheless, some experiences could lead to profound emotional

consequences for their development and functioning, as a novice explained:
“I feel at a loss right now because | was taught in a, let’s say,
constructivist teaching approach, and in my kindergarten, my mentor
has a very traditional approach. | just feel it isn’t right. | know it
because the children are not happy, are not satisfied. 1 am afraid |
will become like the teacher | had when | was young.” (Participant
with 2-years teaching experience)

Teacher autonomy is perceived as a pivotal element in quality teaching and
learning (Huang et al., 2019). Researchers stress the importance of teacher
autonomy, since a sense of powerlessness among newly qualified teachers
could potentially lead to stress and anxiety (Aoki, 2002; Billett, 2001). In
terms of describing the autonomous teacher, different views can be identified,
the most prominent being the one belonging to Gabrys$-Barker (2017): “fully
competent, motivated by having a calling and a positive attitude to his or her
students, which allows him or her to facilitate the learning process by creating
a favorable classroom atmosphere” (p.175).

In our study, the majority of newly graduates (13 out of 16) have emphasized

their struggles regarding the need to keep a balance between their work in

the classroom and the organizational aspects of the kindergarten. Not

surprisingly, many have confessed that they find all the demands confusing:
“There are so many tasks every single day and | always leave the
kindergarten drained of my energy. And | find perplexing that there
are more and more tasks (not all concerning my class).” (Participant
with 1-year teaching experience)

4.2. School organization

All novice teachers reported that bureaucracy represents a major constraint
on their teaching-related assignments. Moreover, factors such as workload
and limited amount of time cause many beginning teachers to feel a sense of
unfulfillment. Such situations could lead to weakened morale and job
dissatisfaction, as some participants have reported:
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“| feel taken aback by all the assignments that are not related to
teaching. | really wanted to be a teacher, but these days | really
struggle with motivating myself to go to work.”” (Participant with 1-year
teaching experience)

In line with our findings, other studies (Butt & Lance, 2005; Naylor & White,
2010) also confirm that all teachers, irrespective of their seniority, are assigned
complex tasks, many unrelated to teaching. Some study participants even
described that at the end of the day, during their personal time, they still have
to keep up with the demands and this interferes with their family time:
“In trying to fulfill all my work responsibilities, | find it very hard to
keep a balance between my work and my private life. Needless to
say that some parents call me on weekends... | know that | am their
children’s teacher and | have a huge contribution to their
development, but this is just too much.”” (Participant with 2-years
teaching experience)

4.3. Relationships with students

Novices found it challenging when they dealt with individual differences among

students. This was a pervasive mentioned problem, as all the teachers found it

difficult to cope with. Addressing the needs of a diverse student population is a

challenge even for experienced teachers, but sometimes early-graduates are

expected to take on special needs students since their first day of kindergarten.
“I have 2 children with special education needs in my class. One is
diagnosed with Asperger syndrome and the other with ADHD.
Sometimes it is really difficult for me to handle a class of 20 five-
year olds.”” (Participant with 1-year teaching experience)

In order to successfully manage this kind of situation, beginning teachers

make an effort to establish their own strategies, with the help of their

colleagues. Some of them even contact their professors at university or

former faculty colleagues to get as much professional help as possible:
“From my first year in kindergarten until now | have talked regularly
with other former colleagues at faculty and to one of my professors
whenever | find myself in a difficult situation.” (Participant with 2-
years teaching experience)
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Another great source of stress is represented by the undisciplined students.
Many research participants have highlighted the fact that they are struggling
to handle the situations when children misbehave towards the teacher or
their colleagues. Discipline issues can be hard to handle, even more so for
novices. Also, novices could get frustrated by challenging moments such as
the ones where they cannot keep the class quiet. Most of the times, especially
when they meet a new group of children, unexperienced teachers find it
hard to manage a group of 15-20. One teacher wrote the following in her
logbook:

“My first day was chaotic. | did not know where to look, because

every time | was getting distracted by a child or a group of children.”

(Participant with 2-years teaching experience)

In this kind of situation, some novices found help by asking other colleagues
for support, reminding themselves the strategies they learned in their initial
training or observing how other teachers manage thier own group of children.
One teacher explained:
“Seeing that I cannot manage my group properly, | tried to notice
how other teachers succeed in handling their classes. | decided that
I have to be more firm when | ask them to do something. Also, | have
to decide together with the students a set of rules that everyone has
to abide by. I need more structure and so do they.”” (Participant with
2-years teaching experience)

4.4. Relationships with colleagues and principals

New teachers have different needs in comparison to the more-experienced
ones. In order to grow professionally, there have to be efficient induction
programs in helping newcomers to the kindergarten. Unfortunately, reality
shows us that, most of the times, novices persevere and struggle to adjust to
the new environment without asking for help. Moreover, they sometimes
receive insufficient, inconsistent or no feedback and guidance from colleagues
and principals.

“I remember that in my first week | was overwhelmed by everything.

I thought of asking my colleagues of better ways of managing the

group of children, designing my lessons and communicating with
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parents, but | did not receive any response. [...] It might have been
because they were as overwhelmed by activities as much as | were.”
(Participant with 1-year teaching experience)

Support from colleagues can help newly-graduates in assessing their
practices and experiences, as well as help them become more confident in
their own career development:
“I remember that in my first year of teaching, one of my colleagues
that | greatly respected told me that | should be always asking for
help when I find myself lost because it is normal to feel like that in
the beginning. With her help, | learned a lot, the mistakes | made.”
(Participant with 2-years teaching experience)

Encouragement from principals and older colleagues is much appreciated
from the novices’ part, but constructive feedback is much more valued.
New teachers feel the need to learn and improve, and genuine support gives
them a sense of confidence in their own practice. As a teacher with one
year of teaching experience noted:
“| feel that my principal believes in me and my ideas to improve the
lessons. | know that | am just starting to get the hang of it, but it
helps a lot to know that someone is willing to answer your questions
when you need a trustworthy answer.”” (Participant with 1-year teaching
experience)

4.5. Relationship with parents

A major area of dissatisfaction was represented by the problematic
relationship with parents and families which covered several aspects. On
the one hand, some of the novices complained about the lack of interest on
behalf of the parents, as well as the insufficient support for their plans for
sustaining the children’s learning development. On the other hand, other
novices described the challenging situation where some of the parents were
overeagerly involved in the classroom life, by imposing their own rules (e.g.,
special emphasis on order and quiet in the classroom, and best pedagogical
practices in their perspective), or displaying an overprotective behavior by
staying in class and nursing their child for several hours a day, even though
the institutional rules do not allow this.
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Moreover, early graduates reported that some parents placed tremendous
pressure on teachers through comments made during kindergarten visits or
angry phone calls, this being a result of the lack of trust of parents in the
novices’ abilities to manage the class and provide valuable learning
opportunities for their children.

One of the kindergarten teachers wrote the following in her logbook:
“Teaching is a wonderful profession, but I encountered daily so
many difficulties with parents that it is starting to get me annoyed.
Lately, parents have been giving me lots of suggestions, and some
of them sound ridiculous (e.g., to let his child sit in my lap all day
long because he dearly misses his parents, even if this is his child’s
2" year in kindergarten and | have other 18 children to take care
of; also, | do not have another colleague with me in class). It is
really exhausting. | have never believed it could be this tiring to
work with parents.” (Participant with 1-year teaching experience)

Failing in consolidating a successful parent-teacher relationship could be
very discouraging and stress-provoking for novices. Confronting themselves
with this kind of challenge, some novices have already asked their more
experienced colleagues for advice:
“After the first few days, | observed that | am failing in trying to
communicate well with all the parents. [...] Therefore, | asked for
help and my more experienced colleagues taught me some strategies
and talked about their own experiences with parents. It also helped
that | have other first-year colleagues with the same problem. [...] |
admit I am glad that I am not the only one who has this problem,
because it would have been harder to keep it to myself.”” (Participant
with 1-year teaching experience)

5. Discussion and conclusions

Starting a career in teaching brings about substantial change in one’s life,
both professionally and personally. In the process of taking control over
their teaching, novices pass through several experiences and encounter diverse
internal and external factors which shape their understanding of the new
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work context. Clark accurately describes the beginning stages of working in
kindergarten as “an emotional roller coaster filled with nerves, exhilaration,
and uncertainty” (Clark, 2012, p. 197), as the teacher is now not solely
responsible for his/her own learning, but for the children’s development and
well-being. Moreover, the stressful situations can have a strong impact on
the teachers’ professional performance, as well as on student outcomes, as
highlighted by Arens and Morin (2016).

The experiences reported by kindergarten teachers as challenging, often
result in emotional stress or even burnout, leading some of the novices to
exiting the profession (Dicke et al., 2015). There is wide agreement that the
transition from university to the kindergarten/school setting is often associated
with feelings of helplessness or frustration. The demands of a new
professional context can often lead to uncertainty and discomfort.

This qualitative study, which includes a total of 16 participants, offers some
insights regarding the type of situations novice teachers encounter in their
daily practice at kindergarten and the strategies they develop in order to
handle them successfully. Our findings indicate that beginning teachers’
“challenging moments” descriptions generally emphasize their struggles
concerning their own professional development, the school organizational
aspects, as well as their relationships with students, colleagues, principals
and parents. These results were not surprising since most of the studies that
investigate novices’ concerns come to the same conclusion (Aarts et al.,
2019; Cakmak et al., 2018).

The newly graduates often talk about the support and guidance they received
from their more or less experienced colleagues, principals and even former
faculty colleagues. In most cases, these people are considered to be the
most protective factors in the novices’ professional development. On the
other hand, our research indicates that the attitude of some of the novices’
colleagues and children’s parents, as well as their lack of solidarity was
perceived by some of the beginning teachers as a constraint on their
professional development. Oftentimes, seeking help from another person
who may provide another perspective can help greatly in dealing with their
own struggles. Thus, it is paramount for principals and more experienced
teachers to be aware they play a pivotal role in professional support and
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guidance, as well as in building and maintaining relational trust within the
teachers’ group so the novice feels he/she is part of a trustworthy community.

The situations reported by beginners were perceived as challenging because
they used strategies from their own limited repertoires gained during pre-
service practicum. Also, some even relied on their intuition to solve problems,
which of course can be of value at times, but not always. A mentorship
program might prove to be helpful for the novices, as some studies show
(Gratch, 1998; Haynes, 2011). In the current study, only some beginners
benefited from mentoring program, but even in those cases, the relationship
was not very structured and handled very well at all times. Our findings
illustrate that six of our teachers sought help when confronted with
organizational aspects or managing individual differences among students,
but they could not get any support. Unfortunately, in these situations the
teacher is left to handle all instructional, organizational and emotional
difficulties on his/her own.

Some of the literature on novice teachers focuses on blaming initial teacher
education for the problems and struggles newly graduates face in
kindergartens and schools. While teacher training can indeed have some
deficiencies, it is unrealistic to expect such a short period of time (i.e., 3
years) could adequately equip and prepare the new teacher for all the diverse
experiences he/she will encounter in daily practice. Also, theoretical courses
and initial practice cannot simulate every single future problematic situation.

Therefore, we believe that criticismin this regard is only partly justified and
bigger emphasis should be placed upon a well-designed collaboration process
between novice and the educational workplace, with the help of principals.
Nevertheless, connection with other novice professionals should be
encouraged, as they support each other while gradually developing practices.
Designing a high-quality mentorship or collaboration program should be based
on studies which investigate novice teachers’ voices, their successes, as
well as their fears and struggles. All these aspects need to be taken into
account in order to provide the novice (mentee) — experienced teacher
(mentor) relationship a framework for enhancing meaningful collaboration
and support.
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With regards to the limitations of our study, we consider that, although we
tried to carry on a thorough research on the novice teachers’ struggles, this
is a small-scale study mainly based on collecting data from 16 beginning
kindergarten teachers through qualitative instruments. Furthermore, the
results cannot be transferred to other situations (e.g., higher grades or
kindergartens in rural areas), and there is an evident limitation of gender
parity, but this situation is a consequence of the fact that there are only a
few male educators in the whole country. However, individual experiences
and reflections on the most challenging moments newly graduates are
confronted with can communicate to us a great deal about the type of
situations these professionals encounter on a daily basis and the way they
succeed in managing them. Our findings are consistent with those of other
studies and nuance them to some extent.

Although there are some limitations of the study, such as the involvement of
different ages of novice teachers and a small sample size, these findings
contribute to some extent to shaping the future of education. Furthermore,
we must be aware of the impact of novices’ experiences on their decision to
continue or end their teaching journey. Nevertheless, further studies are
necessary in order to deepen on what novices, kindergartens and universities
can develop and put into practice to foster novices’ professional development
and well-being.
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Rezumat

Masurile de distantare sociala impuse de pandemia COVID-19 au condus aproape
peste noapte la digitalizarea activitatilor educationale din Romania si din lume, iar
aceastd transformare a facut mult mai vizibild nevoia de dezvoltare a unor
comportamente responsabile si adecvate in mediul online si ne-a facut sa ne punem
ntrebarea: ,,Ce competente de cetatenie digitala au viitorii profesionisti Tn educatie?”.
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Pentru a raspunde la aceastd intrebare am administrat un chestionar online structurat,
cu raspunsuri Inchise, care a vizat identificarea competentelor de cetatenie digitala
distribuite pe trei dimensiuni (respect, educatie si protectie), ale studentilor din
programele de licentd in stiintele educatiei din Romania. Studiul a aratat ca respondentii
au competente (in termen de cunostinte si atitudini) de cetatenie digitala bine
dezvoltate, dar ca este nevoie de un accent mai pronuntat pe dezvoltarea abilitatilor
de a actiona pentru a transforma aceste cunostinte si atitudini Tn practica. De
asemenea, masurile de distantare sociald si digitalizarea, asociate procesului
educational, apar atat ca factori de stres, cat si ca o oportunitate de dezvoltare a
competentelor de cetatenie digitald prin Tnvatare experientiala.

Cuvinte-cheie cetdtenie digitald, educatie Tn perioada pandemiei COVID-19, formare
initiala a profesorilor.

Abstract

Social distancing measures imposed by the COVID-19 pandemic have led almost
overnight to the digitalization of educational activitiesin Romania and elsewhere.
This transformation has rendered visible the need to develop adequate and
responsible online behavior to an unprecedented extent and has led us to ask:
“Which are the digital citizenship competencies of the future professionals in the
field of education?”. To answer this question, we administered an online
questionnaire focusing on identifying digital citizenship competences of
undergraduate students in educational sciences in Romania. Digital citizenship
competences were structured along three dimensions: respect, education and
protection. Our study has shown that respondents had well developed digital
citizenship competences in terms of knowledge and attitudes and that there is a
need to insist more on skills that trandate attitudes and knowledge into action.
Moreover, the study has shown that social distancing measures and the associated
rapid digitalization of educational activities can be interpreted both as stress
factors, as well as an opportunity to develop digital citizenship competences
through experiential learning.

Keywords: digital citizenship, education during COVID-19 pandemic, pre-service
teacher training.
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1. Introducere

Lumea este intr-o continua schimbare din perspectiva factorilor sociali si
economici, acestia lasdndu-si amprenta asupra impactului pe care 1l are
tehnologia, in speta noile tehnologii ale informatiei si comunicarii. Cantitatea
de informatie se dubleaza la fiecare doi ani (Farmer, 2011), iar oamenii au
nevoie sd evalueze resursele cu mai mare atentie si sa afle cum sa foloseasca
informatiile intr-o maniera relevanta pentru rezolvarea problemelor si luarea
deciziilor. Mai mult ca oricand actiunile petrecute Tn online au un impact clar
asupra vietii in offline, de aceea se pune problema comportamentului nostru
social In mediul digital, respectiv cum actionam adecvat si responsabil h
online. Pentru sistemul educational acest aspect reprezinta o noua provocare,
atatin privinta formarii de competente pentru a actiona responsabil Tn mediul
online, in randul specialistilor in educatie, cat si in privinta dezvoltarii de politici si
practici educationale, care sa sustind la nivel macro si micro dezvoltarea de
competente necesare unui comportament adecvat in mediul digital Th randul
beneficiarilor sistemului educational. Sistemul educational are o mare raspundere
deoarece este sistemul social care faciliteaza transferul de norme sociale catre
noua generatie, 0 generatie expusa inca de timpuriu la oportunitatile si provocarile
utilizarii tehnologiei digitale in comparatie cu generatiile anterioare.

Recenta criza provocata de raspandirea COVID-19 a dus la suspendarea
activitatilor educationale fata in fata atat in sistemul preuniversitar cat si in
cel universitar Tn Romania, dar si Tn multe alte tari. Pentru prima datd in
istorie, utilizarea tehnologiei digitale a devenit indispensabila pentru
continuarea activitatilor educationale. Aceasta criza a scos la iveald mult
mai repede decéat ne-am fi asteptat oportunitatile educationale oferite de
mediul digital, dar si lipsa de pregatire in acest domeniu. Alfabetizarea digitala
a fost in Roménia un element de interes in ultimii ani, aceasta fiind abordata
Tn 2015 prin Strategia Nationala privind Agenda Digitala pentru Roménia
2020, in care s-a pus accent pe dezvoltarea competentelor TIC (MCSI,
2015). Din pacate, conform studiilor recente, alfabetizarea digitala inca se
afla lainceput de drum, Romania fiind printre tarile din Uniunea Europeana
cu cele mai slabe competente digitale si cu o discrepanta semnificativa intre
urban si rural (Eurostat, 2019). Acest lucru este Tngrijorator in relatie cu
elementele centrale ale studiului, respectiv competentele de cetatenie digitala,
deoarece acestea sunt puternic influentate de alfabetizarea digitala.



140

Situatia slabelor competente digitale, pe care o consideram un aspect
problematic in contextul actual, a motivat si fundamentat acest studiu,
generand ntrebari legate de competentele de cetatenie digitala ale viitorilor
profesionisti in educatie din Roménia. Cat de bine stiu studentii de la
programele de licenta din domeniul stiintelor educatiei din Romania sa se
raporteze la mediul digital? Care sunt atitudinile, cunostintele si abilitatile
practice care marcheaza felul in care ei interactioneaza in mediul digital?
Cate din aceste competente au fost dobandite Tn decursul programului de
studiu? Si cat de pregatiti se simt viitorii profesionisti Tn educatie sa transfere
aceste competente catre mediul scolar si alte medii educationale Tn viitor?

Consideram ca rezultatele cercetarii vor fi relevante dincolo de prezenta
criza provocata de raspandirea COVID-19, deoarece procesul de digitalizare
a educatiei si de intrepatrundere ntre viata si educatia online si cea offline
sunt in plina desfasurare. Mai mult decat atat, investignd competentele de
cetatenie digitala contribuim nu numai la discutii despre abilitati de utilizare a
tehnologiei, ci si la cele despre normativitatea utilizérii tehnologiei, vizand
comportamentele responsabile ale viitorilor profesionisti in educatie n
utilizarea tehnologiei, dar si capacitatea acestora de a sustine transferul
acestor competente Tn contexte educationale catre ceilalti.

2. Cetatenia digitala — valente si dimensiuni

Istoric, cetatenia a fost asociata cu dreptatea si responsabilitatea de a trdi in
comunitate. Intr-o epoca digitald, cetatenia strabate atat lumea offline, cat si
online, acestea fiind reprezentate de viata reald, respectiv de viata virtuala.
Cetatenia digitala merge dincolo de cetatenia nationala sau regionald, oameni
de pretutindeni intrd n contact ih mediul digital, de aceea avem nevoie de
norme si comportamente responsabile, care sa ne faciliteze utilizarea acestui
spatiu digital impartasit.

Conceptual, cetatenia digitala a aparut inca din anii 1980, odata cu aparitia
calculatoarelor proprii, cand tehnologia a Tnceput s& se dezvolte, acestea
reusind s& capete un rol important in vietile oamenilor (Hamutoglu & Unal,
2015).
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Tn randul profesionistilor din educatie, cetatenia digitald a castigat popularitate
odata cu cresterea numarului de instrumente pedagogice bazate pe tehnologie.
Recent, aceastd popularitate a atins 0 houa dimensiune prin digitalizarea
unei bune parti din activitatile educationale Tn timpul crizei cauzate de
raspandirea COVID-19.

Doi teoreticieni centrali ai cetateniei digitale au definit acest concept ca fiind
»ansamblul de norme care guverneaza utilizarea adecvata si responsabila a
tehnologiei” (Ribble & Bailey, 2007, p. 10). Prin urmare, din punctul de
vedere al proceselor de Tnvatare, cetatenia digitala se situeaza tn primul rénd
in sfera atitudinald. Cu toate acestea, avand n vedere ca utilizarea
responsabila a tehnologiei presupune atat abilitati, cat si cunostinte, putem
vorbi de mai multe tipuri de competente din sfera cetateniei digitale, care pot
fi dezvoltate prin invatare in mediul scolar si nu numai.

Tn egald masurd, dupa cum observa si Ribble si Bailey (2007), Tn general
arhitectii si actorii procesului educational scolar considera cd elevii vor sti de
la sine cum arata un comportament adecvat si responsabil Tn mediul digital.
De multe ori elevii observa adultii folosind tehnologia in moduri nepotrivite si
trag concluzia ca aceasta este norma pe care trebuie sd o urmeze si ei
(Ribble etal., 2004).

De-a lungul timpului, cetatenia digitala a fost abordata de numerosi autori i
definita in repere de politici publice si de practici prin diferite dimensiuni.
Conform lui Curran si Ribble (2017), cetatenia digitala se identifica prin noua
elemente: (1) acces, (2) comert, (3) comunicare, (4) literatie, (5) (n-)eticheta,
(6) legislatie digitala, (7) drepturi si responsabilitati, (8) sanatate si bunastare,
precum si (9) siguranta digitala, aceste elemente fiind organizate n trei mari
dimensiuni si anume: respect, educatie si protectie — REP. Spatiul acestei
lucrari nu ne permite o detaliere corespunzatoare a acestui cadru de analiza,
dar mentionam ca el a facut obiectul unei analize detaliate recente in limba
roméana (Malita & Grossek, 2019).

Comisia Europeana, prin instrumentul DigiComp 2.0 ,,Competenta digitala.
Cadru pentru cetateni”, defineste cetatenia digitala ca fiind formata din
dimensiunile: informatii si alfabetizarea in prelucrarea datelor, comunicare si
colaborare, realizarea de continut digital, siguranta si rezolvarea de probleme
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(Vuorikari et al., 2016). Tot din sfera demersurilor de conceptualizare pentru
Tmbunatatirea practicilor si politicilor publice, Consiliul Europei structureaza
conceptul de cetatenie digitald, prin intermediul Proiectului ,,Digital Citizenship
Education”, Tn 10 dimensiuni, respectiv: constientizarea consumatorilor,
confidentialitate si securitate, drepturi si responsabilitati, participare activa,
prezenta online si comunicare, sanatate si stare de bine, etica si empatie,
acces si incluziune, media si alfabetizare Th gestionarea informatiilor, invatare
si creativitate (Consiliul Europei, 2019).

Masurile de distantare sociala impuse de guverne peste tot in lume, pentru a
Tncetini raspandirea COVID-19, au avut un impact simtitor asupra organizarii
proceselor educationale, atat n invataméantul obligatoriu, cat si in ciclurile
superioare de Tnvatdmant. Putem remarca o accelerare a procesului de
digitalizare a educatiei prin cursuri universitare si scolare transferate in online.
Putem vorbi despre o digitalizare alerta, in regim de criza, care presupune
prezenta competentelor necesare navigarii cu succes a spatiului digital la
toti profesionistii din educatie, fara a construi aceste masuri pe o pregatire
prealabild. Aceasta stare de fapt ne-a determinat sa concepem urmatorul
parcurs de cercetare consolidat de abordarile teoretice, prezentate anterior,
cu scopul de a afla care sunt competentele de cetatenie digitala ale viitorilor
profesionisti in educatie (studenti ai diferitelor specializari in stiintele educatiei
ale mai multor universitati din Romania).

Demersul nostru de cunoastere este fundamentat pe presupozitia ca prezenta
acestor competente n randul acestei generatii de studenti, majoritar din
generatii de nativi digitali (Prensky, 2001), poate avea un efect multiplicator
atat prin digitalizarea demersurilor de practica pedagogica si implicit prin
transferul accelerat catre practicieni in scoli, cat si pe termen lung prin
activitatea profesionala in domeniul educatiei a acestei generatii de studenti.

3. Metodologia cercetarii

Cercetarea curenta se bazeaza pe un chestionar cu raspunsuri inchise, care
a fost administrat online studentilor din programele de studiu de la nivelul de
licenta din domeniul stiintelor educatiei din Romania. Chestionarul a fost
trimis utilizAnd instrumente digitale. A rezultat un esantion de convenienta de
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438 de respondenti de la 12 universitati din tara, acoperind toate cele trei
specializari (pedagogia Tnvatamantului primar si prescolar, pedagogie si
psihopedagogie speciald). Esantionul de convenienta prezentat aici este cel
mai probabil distorsionat Tn directia prezentdrii unui tablou mai favorabil
competentelor de cetdtenie digitala ale viitorilor profesionisti in educatie,
deoarece este posibil ca studentii care au raspuns voluntar la rugamintea de
a completa un chestionar aflat in mediul digital si care face referire in mod
explicit la aceasta tema, sa fie mai constienti si dornici sa-si dezvolte propriile
competente de cetatenie digitala comparativ cu studentii din aceeasi populatie
care nu au avut acces sau nu au dorit sa raspunda la chestionar. Mai mult
decét atat, in mod evident respondentii sunt cel mai probabil persoane cu
acces relativ constant la mediul digital, lucru care este posibil sa nu fie valabil
pentru toti membrii populatiei pe care o studiem.

Chestionarul administrat a fost construit cu obiectivul de a identifica prezenta
competentelor de cetatenie digitala ale studentilor de la diferitele specializari
din domeniul stiintelor educatiei, precum si disponibilitatea si implicarea lor
n transferul acestor competente catre spatiul educational in scopul contribuirii
la calitatea procesului de digitalizare a educatiei in timpul crizei provocate de
raspandirea COVID-19, precum si dincolo de ea. Investigarea acestor
domenii se va face vizand orizontul de timp, atat in relatie cu prezenta situatie
adigitalizarii accelerate Tn educatie, provocata de distantarea sociala, cét si
n relatie cu un orizont de timp mediu spre lung, care are in vedere transferul
acestor competente catre sistemul educational, prin intermediul activitatii
profesionale educationale a viitorilor absolventi ai diferitelor specializari din
domeniul stiintelor educatiei.

Conform celor care au propus acest concept (Ribble & Bailey, 2007),
cetdtenia digitald se compune din noua elemente, pe care chestionarul prezent
le operationalizeaza, in relatie, pe de-o parte, cu mediul universitar, ca un
potential spatiu al dobandirii acestor competente, si cu mediul preuniversitar,
ca un potential spatiu de implicare, Tn scopul transferului acestor competente,
pe de altad parte.

Cele noud elemente, care au fost abordate anterior in partea de fundamentare
teoretica, au fost adaptate contextului educational studiat, Tnsa nu toate
dimensiunile abordate n literatura au fost incluse in studiu, de exemplu:
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comertul digital, desi este un element definitoriu al cadrului de analiza al
cetateniei digitale, nu se regaseste n chestionar, deoarece am considerat ca
nu este un element cheie pentru analiza pe care dorim sa o propunem. Eticheta
sociala digitala (neticheta) a fost operationalizata pornind atat de la intrebarile
orientative propuse de Ribble si Bailey (2007), cat si pornind de la lucrarea
de referinta a lui John Suler (2004), ,,Efectul de dezinhibitie online”, lucrare
care a fundamentat atét studiul, cat si combaterea fenomenului de cyber-
bullying. Cum notiunea si combaterea cyber-bullyingului sunt aspecte centrale
pentru domeniul educational, dimensiunea de neticheta a fost redefinita pentru
ainclude si fenomenul de cyber-bullying. Foarte recent fenomenul de zoom-
bombing si-a facut locul Tn vocabularul de specialitate, cu referire la
comportamentul perturbator si/sau anonim din timpul cursurilor online. Am
inclus un set de Tntrebari specifice, care sa faca referire si la acest fenomen.
De asemenea, am addugat la elementele care compun notiunea de cetatenie
digitala si notiunea de sanatate si stare de bine digitala ca un element de sine
statator. Aceasta extindere a conceptului se bazeaza pe abordarea promovata
de Consiliul Europei (Frau-Meigs et al., 2017), dar si prin dezvoltarea
ulterioara a cadrului propus de Ribble (Curran & Ribble, 2017). Pentru a
operationaliza aceasta dimensiune am interpretat elemente relevante din scala
psihometrica de evaluare a cetateniei digitale propuse de Nordin et al. (2016).
Elementele legate de legislatia digitald, de drepturile si responsabilitatile din
mediul digital au fost operationalizate ca parte a unei singure sectiuni. Mai
mult decét atat, am inclus la finalul chestionarului o meta-dimensiune
autoreflexiva a cetateniei digitale, care sa ne permita sa identificam raportarea
individuala a respondentilor la calitatea de cetatean digital.

Pentru a facilita analiza datelor intr-un mod usor de urmarit, am folosit cele
trei dimensiuni propuse de Curran si Ribble (2017), care Tncorporeaza
elementele cetateniei digitale intr-un cadru coerent, anume: |. Respect
(incorporeaza dimensiunea accesului digital si pe cea a netichetei), 1l. Educatie
(include elementele legate de comunicare si de alfabetizare digitala) si in
final I11. Protectie (incorporeaza sanatatea si starea de bine digitala, precum
si drepturile si obligatiile legale Tn mediul digital). Consideram ca sectiunea
din chestionar referitoare la meta-competente de cetatenie digitala se afld la
intersectia celor trei dimensiuni si include aspecte relevante pentru toate
cele trei dimensiuni.
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4. Analiza si interpretarea datelor

Cum am mentionat mai sus, interpretarea rezultatelor s-a facut pornind de la
cele trei dimensiuni sumative ale cetateniei digitale: respect, educatie si
protectie prin analiza statisticilor descriptive, care au rezultat in urma agregarii
raspunsurilor tuturor respondentilor la Tntrebarile inchise din chestionar.

Elementele care constituie cele trei dimensiuni au fost operationalizate Tn
chestionar pornind de la contextul actual marcat de transferul activitatilor
educationale universitare in mediul online, precum si din punctul de vedere
al potentialului unui transfer de competente catre mediul educational pe
termen mediu si lung. Vom aborda rezultatele cercetérii cu privire la aceste
dimensiuni in cele ce urmeaza.

4.1. Descrierea esantionului

Esantionul pentru acest studiu a fost unul de convenientd, format din 438 de
studenti de la ciclul de licenta din domeniul stiintelor educatiei, distributia pe
specializari fiind urmatoarea: 67,7% - pedagogia Tnvatamantului primar si
prescolar, 27,7% - pedagogie si 4,6% - psihopedagogie speciald. Respondentii
frecventeaza cursurile la zi (84,5%) si la distanta (15,3%) din 12 universitati
din Romania (Universitatea din Bucuresti — 25,1%; Universitatea ,,Lucian
Blaga” din Sibiu — 23,1%; Universitatea de Vest din Timisoara — 19,9%;
Universitatea ,,Valahia” din Targoviste — 17,1%; Universitatea ,,Eftimie
Murgu” din Resita — 7,1%; Universitatea ,,Aurel Vlaicu” din Arad — 2,5%;
Universitatea ,,Babes-Bolyai” din Cluj — 1,5%; Universitatea Transilvania
din Brasov — 1%; Universitatea ,,Stefan cel Mare” din Suceava — 1%;
Universitatea din Pitesti — 1%; Universitatea ,,Ovidius” din Constanta — 1%;
Universitatea ,,Dunarea de Jos” din Galati — 0,5%). Distributia pe gen a acestora
este 96,8% gen feminin, 1,6% masculin si 1,6% care prefera sa nu raspunda.
Varstele studentilor participanti la studiu sunt distribuite astfel: 18 - 25 ani (65,1%),
26 - 30 ani (6,4%), 31 - 40 ani (16,4%), peste 40 de ani (11,2%), iar un procent
de 0,7% preferd sa nu raspunda.
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4.2. Respectul in mediul digital

Cum am mentionat si mai sus, dimensiunea respectului digital se compune,
n cazul cercetarii noastre, din elementele de acces la mediul digital si acelea
de neticheta (de eticheta sociala n mediul digital). Pe scurt, din punctul de
vedere al accesului, respondentii par o categorie privilegiata, reusind sa
continue cu succes studiile Tn online. Totusi, este de remarcat ca un numar
semnificativ de studenti participa folosind mijloace mai putin adecvate (de
tipul telefonului smart) sau impart utilizarea dispozitivului cu alte persoane.
Din punctul de vedere al netichetei, respondentii au infatisat un tablou
interesant: desi multi sunt de parere ca pot recunoaste comportamente
inadecvate n online (cyberbullying, hatespeech, flaming si zoom-bombing),
un numar semnificativ mai mic este si capabil sa actioneze pentru a limita
astfel de comportamente. Aceasta tendinta risca sa se perpetueze ih mod
negativ in mediul scolar, deoarece viitorii profesionisti ih educatie vor putea
ntr-o mai mica masura sa explice altora cum sa actioneze pentru a opri
aceste comportamente.

Pe larg, majoritatea covarsitoare a respondentilor a putut participa la activitati
online Tn timpul pandemiei (80,6%) si numai o mica parte (19 respondenti)
nu au putut participa deoarece nu au avut acces la un mijloc tehnologic
adecvat. Din punctul de vedere al accesului, este de remarcat ca un numar
deloc neglijabil de studenti participa la cursuri folosind telefonul smart (mai
mult de 30%) si ca exista studenti (in jur de 4%), care au raspuns la chestionar
si nu pot participa la cursuri online in mod regulat, din lipsa mijloacelor
tehnologice. Luand in considerare lipsa de reprezentativitate a esantionului,
discutata la sectiunea metodologicd, numarul real de studenti aflati in aceasta
situatie este cel mai probabil semnificativ mai mare. De asemenea, 8,4% nu
au putut participa la cursuri online din cauza prezentei altor responsabilitati.

Daca ne uitam cu atentie la modalitatea de participare, doar putin peste
60% folosesc laptopul pentru a participa la cursuri, iar mai mult de 30%
folosesc telefonul smart, fapt care ne face sa deducem ca, pe termen lung,
o0 participare la cursuri prin intermediul telefonului smart poate duce la o
scadere a calitatii invatarii, precum si la o stare de bine diminuata, cauzata
de utilizarea improprie si indelungata a unui instrument care nu a fost destinat
participarii frecvente laTntalniri virtuale.
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Procent din activititile universitare de invii{are care se petreceau

online inainte de criza provocati de raspandirea COVID-19 (prin

intermediul platformelor educationale google classroom, Kahoot,
mentimeter ete.) conform studentilor.
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Figura nr. 1. Activitatile de Tnvatare in online Tnainte de criza COVID-19

Tntrebati despre entitatea care ar trebui sa asigure instrumentele necesare
participarii la activitatile universitare online a studentilor care nu detin aceste
mijloace, numai 50,9% sunt cu totul de acord ca universitatea ar avea aceasta
raspundere. Cand vine vorba despre mediul preuniversitar, tabloul se schimbg,
Tntrucétva coerent cu diferenta intre Tnvatamantul obligatoriu si invatamantul
facultativ. Mai mult de 66,2% sunt complet de acord ca Ministerul Educatiei
si Cercetarii sau scoala ar trebui sa asigure instrumentele necesare, ih asa
fel incét elevii sa poata participa la scoala online, iar 47,4% sunt complet de
acord ca si autoritatile locale ar trebui sa aiba aceeasi responsabilitate.

Este, de asemenea, important sa remarcam ca masurile de distantare sociala,
impuse pentru diminuarea raspandirii COVID-19, au avut un impact simtitor
asupra digitalizarii educatiei universitare, daca 58% dintre respondenti
apreciaza ca, Tnainte de criza COVID-19, mai putin de 20% din activitatile
de Tnvatare academica se petreceau online, iar dupa masurile de distantare
sociald, 62,6% dintre respondenti sunt de pdrere ca este vorba de mai mult
de 80% din activitati.
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Procent din activititile universitare de invifare care se petrec
online dupi criza provocatid de raspindirea COVID-19 (prin
intermediul platformelor zoom, google meet, dar si google
classroom, spre deosebire de activitati coordonate telefonic,
reprogramate, etc) conform studentilor.

intre 20 si 40%

- S0

mai putin de
20% -
4%
intre 41 si 60%
- -c.'fl

Intre 61 51 80%0 -
229

peste B0% -
620

Figura nr. 2. Activitatile de Tnvatare Tn online dupa criza COVID-19

Din toate elementele constitutive ale cetateniei digitale, neticheta este poate
cea mai importantd, deoarece exploreaza dintr-o perspectiva normativa
comportamentul online in relatie cu cel offline. Studentii respondenti
demonstreaza un grad Tnalt de reflexivitate in relatie cu propriul comportament
online (majoritatea covarsitoare este relativ sau complet constienta de faptul
ca oamenii pot actiona mai putin cumpatat online si se gandesc relativ mult
sau chiar foarte mult la consecintele actiunilor lor online pentru alte persoane
si mai ales pentru viitorul propriu). De asemenea, majoritatea covarsitoare a
respondentilor stie sa recunoasca o situatie de cyber-bullying sau o situatie
de zoom-bombing (comportamente anonime si/sau rauvoitoare afisate Tn
timpul unor cursuri online), o majoritate relativa stie sa recunoasca o situatie
de propagare de urd in mediul digital. Totusi, intrebati daca ar sti sd actioneze
pentru a opri aceste comportamente, un numar mult mai mic de respondenti
afost de acord c& ar sti cum sd actioneze, iar un numar similar de respondenti
s-ar simti capabili sa explice altcuiva cum ar trebui s& actioneze. Din aceste
date putem concluziona c&, desi viitorii profesionisti in educatie detin elemente
extinse de cetatenie digitald la nivel de cunostinte, ei nu detin in aceeasi
masurd abilitati Tn acest sens. De aceea, ar fi important ca abilitatile de a
actiona in mediul online in solidaritate cu persoane sau grupuri vulnerabile
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Stiu sd actionez pentru a opri o situatie in care cineva
este umilit sau harfuit online (cyberbullying).
Stiu 54 recunosc o situatie unde cineva este umilit sau
hirtuit online (cyberbullying)

0% 10% 20% 30% 40% 50% 60% T0% 80% 90% 100%

B Dezacord total Dezacord  WNici acord nici dezacord ~ WDe acord Cu totul de acord
Figura nr. 3. Cyberbullying

sau pentru a pastra un climat favorabil de studiu, sa fie dezvoltate Tn cadrul
programelor de stiintele educatiei.

4.3. Educatie digitala

Tn ultimele luni, lumea a cunoscut o crestere a utilizarii tehnologiei in scopuri
educationale si personale, aceasta pandemie facand ca tehnologia sa devina
0 parte vitald a modului in care noi interactiondm unii cu altii, dar si cum ne
educam, afectand multe aspecte ale vietii cotidiene. Tinerii din ziua de azi
(nativi digitali) si nu numai sunt obisnuiti s& acceseze sursele media oriunde
si oricand, dar fara alfabetizare digitald, ei ramanand simpli utilizatori amatori
de tehnologie.

Tn ceea ce priveste dimensiunea educatiei pentru cetdtenia digital3,
comunicarea in mediul online se bucura de atentia respondentilor. De exemplu,
56,2% se gandesc bine Tnainte sa formuleze un mesaj scris catre colegi sau
cadrele didactice, deoarece stiu cd mesajele ramén salvate. Doar 1,4% nu
acorda niciodata atentie acestui aspect.
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0% 10% 20% 30% 40% 50% 60% 70% B0% 90% 100%

W Dezacord total Dezacord  WNici acord nici dezacord @ De acord Cu fotul de acord
Figura nr. 4. Video-conferinte

Pregétirea pentru sustinerea unui curs in mediul online nu primeste o atentie
la fel de mare ca pregatirea unei intalniri fatd in fatd, in mediul universitar.
Mai mult de jumatate dintre respondenti sustin ca sunt atenti intotdeauna la
tinuta pe care o au intr-un apel prin video-conferintd. 114 (26%) sustin ca
uneori sunt atenti la tinuta pe care o au si la ce se poate vedea in jurul lor in
timpul unui apel prin video-conferintd. Comunicarea online se poate realiza si
faréd a fi camera pornitd, acesta putand fi un motiv care 1i face pe studenti s& nu
acorde atentie mereu tinutei pe care o au in timpul unui curs prin video-conferint3,
lucru pe care, de cele mai multe ori, nu 1l neglijeazd cand merg la facultate.
Totusi, lipsa contactului vizual poate afecta climatul interactiunii din timpul video-
conferintei.

Tn ceea ce priveste procesarea informatiei, 0 componenti esentiald a
albabetizarii digitale mai ales in mediul academic, doar 41,8% declara ca stiu
s& foloseasca cu incredere motoarele de cdutare online, inclusiv pentru
identificarea de surse academice precum: Google Scholar, Jstore etc., acest
numar fiind mai redus decét ne-am fi asteptat.

Desi competentele de cetétenie digitald implica utilizarea cu incredere si in mod
criticatehnologiei din societatea informationald, doar 26,7% dintre respondenti

au declarat c& pot face diferenta intre o sursa de incredere, care poate fi folosita
n contextul educational si o surséd mai putin de incredere, in timp ce 29,9%
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declara ca nu sunt foarte siguri ca pot face diferenta. Viitorii formatori trebuie
sa fie creatori de continut responsabili, pe langa consumatorii de continut, insa
doar 14,4% declara ca pot alege cel mai potrivit program de video-conferinta
pentru o anumita activitate didactica si doar 16,6% ca pot alege cea mai potrivita
aplicatie educationala digitala pentru o0 anumita activitate didactica.

Avand Tn vedere meta-competentele de cetatenie digitald, putem afirma ca
tehnologia joaca un rol important in viata respondentilor. Astfel, acestia
considera in proportie de 49,3% ca pentru a se bucura pe deplin de beneficiile
tehnologice trebuie sa respecte anumite norme de comportament, intr-o foarte
mare masura. Totodatd, ei sustin Th proportie de 50,7% ca in foarte mare
masura universitatea ar trebui sa promoveze valori si norme necesare pentru
o utilizare responsabila si adecvata a tehnologiei, depasind chiar si familia
(43,6%) Tn ceea ce priveste acest aspect.

Timpul petrecut in fata unui dispozitiv electronic inainte si in timpul
perioadei de izolare sociala.
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Figura nr. 5. Timpul petrecut Tn fata unui dispozitiv electronic Thainte si in
timpul perioadei de distantare sociala

4.4,  Protectie digitala

Dimensiunea ,,Protectie” Tn contextul cercetarii noastre si in acord cu
abordarea dezvoltaté de Curran si Ribble (2017) imbina elementele ,,sanétate
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P41

si stare de bine digitald” si ,,drepturi si obligatii legale Th mediul digital”.
Protectia Th mediul online este un element foarte important al competentelor
de cetatenie digitala, iar modul in care studentii se raporteaza la acest lucru
afecteaza atat siguranta cét si starea lor de bine si a celorlalti.

Analiza releva o atentie scazuta pentru modul in care studentii se raporteaza
fizic atunci cand lucreaza la calculator. Acestia tind mai degraba sa nu aiba
grija cu postura lor la calculator si manifesta comportamente care, Tn timp, le
pot afecta sanatatea, precum lipsa utilizarii scaunelor ergonomice, nerespectarea
distantei fata de ecran sau utilizarea inadecvata a mouse-ului si a tastaturii.
Acesta reprezintd un aspect care ridica ihgrijorari, cu atat mai mult in aceasta
perioada, cand timpul petrecut in fata calculatorului a crescut semnificativ.

Proportia de timp care reprezinta activitati
educationale din timpul petrecut in fata nnui dispozitiv
electronic, dupi declansarea crizei COVID-19.

mai pufin de
20% -

3% intre 20 5i 40%
-12%

peste 80% -
17%

intre 41 5i 60%

i -31%

intre 61 si 80%a -
37%

Figura nr. 6. Procent timp pentru activitati educationale

Dacé Tnainte de criza COVID-19 majoritatea studentilor petreceau intre o
ord si patru ore pe un dispozitiv electronic, pe durata pandemiei acest timp a
crescut exponential, iar cea mai mare parte dintre studenti utilizeaza un
dispozitiv electronic zilnic pentru o durata mai mare de 6 ore. Din acest timp,
82,2% dintre respondenti afirma cd in proportie de peste 40% il alocd activitatilor
educationale. Avand in vedere ponderea mare de timp petrecut pe dispozitive
electronice, starea de bine digitald capata o valenta foarte importantd. Datele
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cercetarii arata o stare de bine care tinde sa fie usor afectata negativ, deoarece
timpul aproape dublu pentru activitati in online din aceasta perioada este resimtit
ca fiind Th mare masura epuizant (43%) si stresant (34%).

Un factor suplimentar care contribuie la diminuarea starii de bine este si
nesiguranta in utilizarea tehnologiei, 0 mare parte dintre studenti considerand
ca alte persoane se descurca mai bine decat ei (46,8%). Tn contextul actual,
o tendintd descendenta a starii de bine este de asteptat, avand in vedere
faptul ca studentii declara ca reusesc, intr-o mare masura, sa mentina un
anumit echilibru, Tntre viata reala si cea virtuald si ca reusesc sa gestioneze
interactiunile n mediul virtual, neavand tendinta de a se compara cu ceilalti,
putdndu-se remarca cu aceasta ocazie 0 premisa pentru consolidarea starii
lor de bine Tn mediul online, o data cu adaptarea la context.

Un alt aspect al dimensiunii protectiei in mediul online, pe care I-am analizat
n cercetarea noastra, este cel legat de drepturi si obligatii legale Th mediul
digital, care vizeaza necesitatea raportarii adecvate la norme pentru a ne
asigura si a facilita celorlalti siguranta si o stare de bine, pozitiva, in mediul
online, Tn raport cu protectia in acest mediu. Conform datelor din studiul
nostru, studentii inteleg intr-un procent semnificativ drepturile si obligatiile
din mediul online, Thsa exista perspective de dezvoltare in aceasta directie.
Un procent de 15,1% dintre studentii afirma ca nu stiu sa faca diferenta
ntre actiunile legale si ilegale din mediul online. De asemenea, un procent
crescut de 32% dintre studenti se afla la mijloc, remarcandu-se astfel o
nevoie de consolidare a cunostintelor in aceasta directie.

Cand aspectele privind drepturile si obligatiile din mediul online sunt tratate
specific, observam ca studentii inteleg Tn mare parte toate aceste aspecte,
dar si modul de operare pentru respectarea drepturilor. Astfel, Tn proportie
de 75,3% stiu ca este ilegal sa impartaseasca informatiile primite confidential
Tn mediul digital, fara sa aiba acordul celui care le-a distribuit. De asemenea,
studentii Tnteleg ntr-o proportie foarte mare (68,3%) ca nu este etic sa
foloseasca continuturile de pe internet ca si cum ar fi personale. Acest aspect
este Tntarit si de faptul ca 63,7% sustin ca stiu cum trebuie citata o sursa
digitala si cd realizeaza acest lucru in activitatile lor.

Avand in vedere datele anterioare, putem genera un rezultat pozitiv in vederea
cunostintelor pe care studentii le detin in legatura cu drepturile si obligatiile
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pe care le au Th mediul digital, Tntrucat o mare parte dintre acestia cunosc
normele de baza si modul in care este necesar sa protejezi atat informatia
externd, cat si modul de a opera cu aceasta, existand totusi perspective de
dezvoltare mai aprofundata in aceasta directie.

Studentii au o baza solida privind dimensiunea protectiei in mediul online,
Tnteleg in mare masura drepturile si obligatiile din mediul online si se raporteaza
relativ sanatos la mediul digital pentru a-si sustine starea de bine. Cu sigurantg,
am observat ca situatia generata de criza COVID-19 a influentat negativ
starea de bine a studentilor, Th special n raport cu timpul prea indelungat
petrecut pe dispozitive, timp care, conform acestora, a devenit epuizant si stresant
ntr-o masura semnificativa, Thsa studentii prezinta clare semne de capacitate de
rezilienta. Tn egald mésura, trebuie s& avem Tn vedere faptul c& respondentii
sunt acei studenti care detin anumite competente digitale si ca au avut
disponibilitatea de a completa un chestionar digital, insa si Tn acest context exista
structuri de competente de cetatenie digitala preexistente care pot fi dezvoltate.

5. Concluzii si recomandari

Rezultatele noastre sugereaza ca atdt cunostintele cat si competentele
atitudinale de cetatenie digitala ale viitorilor profesionisti Tn educatie sunt
relativ bune in multe domenii. Totusi, acestea nu sunt dublate de abilitati de
a actiona in concordanta. Acest lucru se face remarcat cand vorbim de
dimensiunea respectului Tn mediul digital, unde studentii afirma ca pot
recunoaste situatii violente si problematice online (de cyber-bullying, hate
speech, flaming si zoom-bombing), dar nu sunt la fel de siguri cum ar putea
actiona pentru a le opri. O nevoie similara de a dezvolta mai bine abilitatile
de a actiona se remarca si Th domeniul sanatatii si starii de bine digitale
(componenta a protectiei Tn mediul digital). Aici rezultatele cercetarii noastre
arata ca studentii au tendinta de a neglija aspectele de raportare fizica la
tehnologie (pozitie corporald ergonomica etc.). Aceasta tendinta se face
simtita si Tn dimensiunea educatiei digitale unde, de exemplu, studentii nu
detin Tntr-o masura satisfacatoare abilitati de a selecta platforme educationale
adecvate procesului didactic sau de a cauta si identifica informatii online
prin intermediul motoarelor uzuale de cautare (inclusiv celor academice).
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Impactul masurilor de distantare sociala asupra transferarii procesului
educational catre online s-a facut puternic resimtit Tn cadrul esantionului
studiat. Acest lucru se remarca n primul rand in digitalizarea procesului
educational academic — educatia ih mediul digital, de la un fenomen marginal
a devenit o practica curenta si indispensabild. Desi Tn cadrul esantionului
nostru accesul la aceste noi practici cotidiene nu a fost puternic limitat, ne
punem totusi Tntrebarea daca acesta nu este un efect al distorsiunii esantionului.
Digitalizarea brusca si de mare amploare are si un efect negativ, mai ales
raportandu-ne la dimensiunea de protectie in mediul digital. Cu aceasta ocazie,
putem observa faptul ca starea de bine a respondentilor a suferit influente
negative din cauza timpului crescut petrecut Tn fata unui dispozitiv electronic,
studentii resimtind acest lucru ca fiind epuizant si stresant. Digitalizarea brusca
aavut si un impact pozitiv, prin crearea unor competente de cetatenie digitala,
prin Tnvatarea experientiald, datorita timpului petrecut pe platforme
educationale online care a crescut simtitor.

Tn concluzie, viitorii profesionisti Tn educatie au nevoie s&-si dezvolte mai
bine abilitatile de a actiona responsabil si adecvat in mediul online, un lucru
care ar putea fi mai bine Tncorporat in programele de studiu din domeniul
stiintelor educatiei. In acelasi timp, perioada de distantare sociala si transferul
activitatii educationale Tn mediul online pot constitui o experientd formativa
care, pe termen mediu, poate duce la dezvoltarea unei generatii de profesionisti
n educatie cu competente pronuntate de cetatenie digitala.
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Abstract

The new challengesfaced by the future teachers make them assume anew role, that
of reflective practitioner. Therefore, university programs should give future teachers
the opportunity to engagein practical experiencesthat will stimulatetheir reflective
skills and which can help create a strong and authentic teaching career. In this
sense, a series of interventions, at a simulated level, were put into practice by the
students in Pedagogy enrolled in year Il at the University of Bucharest. After
participating in the proposed activities, the students had to write areflective essay.
A series of focus-groups were organised in order to identify the students’ opinion
towards the use of areflective essay as a way of professiona training. The results
show that the reflective essay isatool that playsasignificant rolein building better
and more meaningful learning experiences and helpsin providing evidence-based
methodological decisions.

Keywords: pre-serviceteachers, portfolio, reflective practice, university.

Rezumat

Noile provocari cu care se confrunta viitorii profesori 1i determina sa-si asume un
nou rol, acela de practician reflectiv. De aceea, programele universitare ar trebui
sa le ofere viitoarelor cadre didactice oportunitatea de a se implica in experiente
practice, care le vor stimula abilitatile de reflectie si care pot ajuta la crearea
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unei cariere didactice autentice. Tn acest sens, o serie de interventii, la nivel
simulativ, au fost puse Tn practica de catre studentii Tnscrisi in anul Il la programul
de studiu Pedagogie de la Universitatea din Bucuresti. Dupa participarea la
activitatile propuse, studentii au avut de redactat un eseu reflectiv. O serie de
focus-grupuri au fost realizate cu scopul de a identifica atitudinile si opiniile
studentilor/viitorilor profesori despre utilizarea unui eseu reflectiv ca o modalitate
de formare profesionald. Rezultatele arata ca eseul reflectiv este un instrument care
are un rol semnificativ in construirea unor experiente de Tnvatare mai bune si mai
semnificative si ajuta la furnizarea de decizii metodologice bazate pe dovezi.

Cuvinte-cheie: portofoliu, practica reflectiva, universitate, viitori profesori.

1. Introduction

The international movement to reform teaching and improve the quality of
education started by OECD (OECD, 1989) was based on the John Dewey’s
philosophy that emphasizes reflection as a deliberate and active process. As
Dewey stated, reflection is an ‘active, persistent and careful consideration
of any belief or supposed form of knowledge and further conclusions to
which it leads’ (Dewey, 1933, p. 118). Reflection has been included in initial
teacher training study programmes as part of a mandatory competency in
many universities. In the new education paradigm, reflection is seen as an
important aspect whose aim is to support the transition from a teacher training
system that is based on competence towards a more professionally-oriented
teacher training system.

This change is due to the new challenges that prospective teachers face and
to the need to assume a new role calling for other skills than the subject
matter (Eurydice, 2002). Particularly, these skills target the ability to critically
reflect with an emphasis on the ability to link theory and practice and create
and make use of specific strategies in order to deal with different and
innovative learning situations, as well as develop an *understanding of what
they actually did know and also how the knowledge has been acquired’
(Sultana, 2005, p.14).

Taking into consideration all these shifts that put a greater emphasis on the
professional development of pre-service teachers rather than on their level
of knowing and using information from their subject area, it seems natural to
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focus on developing a cognitive stimulating process based on the use of a
reflective portfolio. The reflective portfolio is seen as a tool which would
allow pre-service teachers to participate in critical reflection and lead to
further learning. In this respect, Klenowski (2000) portrays reflective teachers
as self-directed professionals that have the capacity to question, frame and
resolve dilemmas of classroom practice, while Lyons regards the use of
portfolios in assessment as a move towards a ‘new professionalism’ in
teaching that has the potential to foster ‘collaborative, interpretive
communities of teacher learners who can interrogate critically their practice
and uncover and make public what counts as effective teaching in today’s
complex world of schools and learners’ (Lyons, 1998, p. 20).

2. Reflective learning as a key concept in the teacher
training programme

Even though reflective learning is recognized by lots of professions to be an
important tool for growth and development (Marzano, 2012), there is a lack
of common vision regarding its value and its limitations in the literature. As
presented in Dewey’s work (1933), reflection provides the perfect
background for discovery, argumentation, belief-disclosure, internalization
of principles, all of these which are drawn from their learning experience.
Moreover, Richards and Lockhart (1994) argue that reflective learning aims
at examining the teaching experience as a source for change.

A constructivist view on the initial teacher training system, sees reflective
practices and evidence-based training as an important asset for the 21
century learners. However, reflection, regardless of its form, can produce
change only if it is used in a systematic way, in a cyclical and spiraling
process (Pollard, 2008).

As many educationalists agree, reflection is a process that is directly related
to critical thinking, looking deep at an act or experience from the memory
and trying to remember the details that can be connected to this particular
event. Remembering the event and retrieving all the small details, just as a
guided process, can facilitate the learning process to be more fruitful and
more meaningful (Gough, 2007; Pollard, 2008; Richards & Lockhart, 1994).



160

Due to its multiple use, reflection can be considered vital in the teacher
training programme. As Costa and Kallick (2000) state, reflection can support
teacher learning through: promoting new understanding of their work through
the insights of others; supporting teachers in making commitment to plans
and innovations; documenting learning to provide a wide opportunity for
shared knowledge. Several authors (Brockbank & McGill, 2007; Henderson
etal., 2004; Van Woerkom, 2010) concur that reflective practice strengthens
values such as sustaining a better understanding or the process of deep
learning; enables students to understand their own process of learning; helps
students to development professionalism; helps put an emphasis on the process
of constructing, deconstructing, and reconstructing knowledge based on rich
learning experiences; ensure that the learning process is not restricted to
formal settings only; helps create an authentic learning environment that is
essential for deep learning (lucu & Marin, 2014).

3. The importance of the reflective portfolio in the pre-
service teacher training programme

Yasin et al. (2012) show that the portfolio can also give evidence on the
developmental process of each student. Zubizarreta (2004) sees the portfolio
as a reflexive, evidence-based process that merged two important processes
- the reflection and research process and, at the same time, emphasizes the
importance of collaborative analysis of their own learning and their
experiences that are related to a certain topic. More specifically, in pre-
service teacher education programmes, portfolios have multiple purposes
starting with giving pre-service teachers the option to make up their personal
philosophy regarding the teaching process (Hildebrand, 2005); also provides
the chance to document his/her learning experiences (Loughran & Corrigan,
1995); can boost pre-service teachers process of reflection on his/her
individual strengths and weaknesses, leading to personal growth and
development (Klenowski, 2000); encourages pre-service teachers to
document and describe their skills and competence as teachers (Mosely,
2005); promotes student learning, professional development and reflection,
as well as provides evidence for evaluation (Stone, 1998); and last but not
least, it can be seen as a ‘showcase’ document that provides perspective on
the teaching and learning achievements of the pre-service teachers and
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valuable insights for a prospective employer (Andrews et al., 2002). Berrill
and Whalen (2007) see portfolios as a way to support a more focused
reflection, instead of a vaguer thinking about internal learning experiences.
Thus the portfolio becomes an important tool for empowering pre-service
teachers to take control of their own learning process (Marin, 2015). As
seen above, the advantages of using portfolio are wide, but McMullan et al.
(2003) note that while the ‘summative’ aspect of the portfolio undermines
student ownership, pre-service teachers did not give value to the portfolio
unless they were going to get some credit for having completed it.

All in all, we can conclude that portfolios are a tool that students can use in
order to develop reflective practice, especially in their pre-service teacher
training; it provides pre-service teachers with a summative document outlining
their achievements and a means to perceive themselves as future
professionals (Chetcuti, 2007).

4. Methodology
4.1. Methods

The methodology used in this study consists of focus-groups developed at

the end of the university course after pre-service teachers had gone through

a full semester of teaching simulation. The focus-groups were organised

yearly, for 4 years, when the course ended. The focus-group study aims:

* to identify the attitudes and beliefs of pre-service teachers with respect
to the use of the reflective portfolio;

* to find out how relevant the reflective portfolio is for the pre-service
teachers;

* to identify the pre-service teachers’ autonomy during the process of
reflection;

* toidentify the benefits of using reflection activities in their future teaching
career.

The focus-groups lasted approximately 60 minutes each. Then the transcribing
and analyzing process began by using a coding system. The coding system
is based on the theoretical framework developed during the literature review.
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In order to facilitate coding, the Maxqda 11 software was used so all the
respondents’ quotations were introduced and patterns were identified across
different responses. The interviewers are identified by code, from 11 to 156.

4.2. Participants

A group of pre-service teachers (n=56) representing students enrolled in
their 2" year of study and finalizing their compulsory course (i.e., Classroom
management) participated at these focus-groups. The structure of this course
is based on a series of teaching activities that pre-service teachers must
plan in groups, organize into the least details, put into practice and then
evaluate their performance. Every teaching activity is based on the six
dimensions of the classroom management as described by lucu (2006):
ergonomic, psychological, sociological, operational, normative and innovative
classroom dimensions. Apart from planning a teaching activity, students have
the task to write a reflective portfolio where they write their own reflection
on the respective learning activity. On the one hand, we have pre-service
teachers that prepare and implement a teaching activity and, on the other
hand, we have pre-service teachers that observe their colleagues delivering
ateaching activity. This provides pre-service teachers to a unique opportunity
to develop a broader understanding of the process of teaching. The sample
does not reflect the general population or appropriate population of students,
but it is relevant for the institution in which this research was developed.

5. Results

5.1. Pre-service teachers’ attitudes and beliefs about the reflective
portfolio seen as a way to develop understanding through reflection

The aim of the reflective portfolio is to help students make connections to
theories or to their own experiences while emphasizing their attention on
how to use concepts related to the teaching and learning subject. While
interviewing students on the relevance of portfolio as a way to acquire
knowledge, three main aspects arose. The first one is related to the possibility
of helping student to have a better understanding of what they really know
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and helping them to identify possible gaps. Also, another goal was to help
students identify the benefits of the process of writing a reflective portfolio.
First, students were faced with looking introspectively at what they know,
what is the information they lack or the information that is somehow not
deeply understood. One student agrees that:
‘Being a process that spread through an entire semester there was a
lot of time to start writing and putting into words the ideas that |
had, related to the course, but somehow, mostly at the beginning of
the course, | found myself not being able to express my ideas in the
way that | wanted, and this was due to the fact that | lacked content
and was not too familiar with the terminology.” (123)

The process of writing a reflective portfolio is seen as an ongoing process
that helps students to discover their gaps, with an emphasis on constructing
a clear discourse. One interviewer agrees that:
“This inability to use terminology may show a lack of content mastery
and furthermore can make the crucial difference between a
professional in this field of classroom management and an amateur
that expresses an opinion without having any theoretical background
to sustain his/her arguments.’ (18)

Another aspect was related to pre-service teachers’ autonomy in the learning

process that is seen as the ability to keep a high level of motivation. In this

respect, one interview stated that:
‘The writing process of the reflective portfolio was overwhelming, |
began with writing my beliefs which allowed me to express what
teaching means for me, | dont think | had this opportunity before,
and most importantly, it has encouraged me to continue with an
innovative and energetic approach to improve and try to overcome
my current teaching skills.” (18)

Even though the process of improving our own teaching skills is mostly a
personal one, the process of reflecting can have a boost from peer discussions.
Also, it provides with a great opportunity to highlight some strengths and
weaknesses that may interfere in teaching practices. Sustaining the ideas
presented above, students stated that:

“This task went beyond just being a classroom task for which 1 would
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get a grade, for me it meant that | had to reflect on my personal
beliefs and values, as well as my still <under the process> teaching
skills [...] 1 strongly believe that reflective portfolios, though not an
easy task, represent an essential tool that not only can help students
to put in order and to give a clearer picture of what are their strengths
and weaknesses when it comes not only to have a solid knowledge,
but on the process of translating that knowledge into practice, when
you start teaching. Also, | would like to bring into discussion the
fact that the reflective portfolio can go beyond our university learning
and can also be considered an important asset in the ongoing process
of workplace learning and reflection on one’s career.” (132)

If the idea above is more thoroughly explored, it seems that there is a correlation
between the process of reflection and the growth of the school community as a
learning community. The school community, represented mainly by teachers,
have to put pressure on the process of reflection on its own or as a group.

If the process of reflective thinking becomes a routine in the teaching career, it
could be a step forward in the process of constantly improving teaching skills
and also can be a useful tool to showcase the positive aspects and achievements
of the teaching career that can increase job motivation, leading to the closing of
the teacher gap as it is presented in the UNESCO report (UNESCO, 2016).

The third aspect brought into discussion during the focus-groups was the
fact that the portfolio can be used in order to gather evidence that can help
and support a better understanding of what it means to construct a fruitful
teaching career in the 21 century. Having a wide range of reflective portfolios
that focus on different aspects of the teaching career can offer us the
possibility to create a bank of experiences that teacher students go through
and this can be seen as extremely useful in the process of updating and
upgrading the teacher training programmes.

5.2.  The level of autonomy of the pre-service teachers within the
reflective process

The first aspect worth mentioning when talking about the pre-service teacher’s



Revista de Pedagogie/ Journal of Pedagogy ¢ 2020 (1) « LXVIII 165

autonomy level in handling the reflective process is the impact that the
reflective portfolio has on promoting autonomous learning. In this respect,
the process of sitting back and reflecting on the good practices that you can
draw from the experience of observing someone’s teaching or from
evaluating your own teaching experience can have a great impact on the
continuous professional development and growth as a professional in the
educational field. One interviewee replied:
‘The most important thing was realizing that my learning process
depends mostly on myself and, because | am such a critical evaluator,
I found out that sometimes | get stuck on going on and on through
events that influenced my teaching [...] but overall it helped me
consciously create my own educational philosophy.” (113)

But too much autonomy during this process of professional development
can have some negative impact on improving your teaching practices. For
example, having too little direction from the coordinator may lead to a
superficial reflection while writing a portfolio. Thus, the reflective portfolio
will just simply be seen as a report, just as an interviewee observed:
‘At the beginning, |1 wasn’t used to thoroughly go through my learning
process, so it was easier for me to just write the portfolio by describing
that | did this and this and this [...] without having any valuable
comments about what | really focused on, what worked and what
did not, what students actually learn or what they will be able to do
in the future based on what they have learned within this lesson.’
(134)

Moreover, having the autonomy to decide about the management of writing
the reflective portfolio triggered some time management issues for these
students. For them, the process of writing a reflective portfolio was somehow
difficult due to the fact that they could not find the proper words to start
writing and this information is supported by an interviewee who agrees that:
‘The portfolio took many hours of preparation and searching, but
mostly it took a lot of courage to start writing because | have the
feeling that nothing special happened during the teaching process’
(151) or ‘For me, the starting of the writing process was so painful
because | would start writing, but after reading what | had written 1
immediately found it irrelevant and somehow feeling embarrassed



166

of what | had written [...] maybe the presence of a tutor that asked
for our pieces of writing to look over them and give us feedback
more often could have helped me overcome this insecurity’. (147)

5.3. Possible benefits from using this tool in future teaching career

The teaching career has and always will be an increasingly important aspect,
as Europe constantly tries to address its educational, social and economic
challenges. As pointed out in the Teaching Careers in Europe: Access,
Progression and Support Report launched by the European Commission
in 2018, teaching today focuses on lifelong career development, while adapting
to new challenges, and collaborating with peers and does not forget the
importance of using new technologies in the learning process. The teaching
career is constantly changing and teachers ‘need policy reforms in order to
be able to respond proactively to the new requests’ (European Commission,
2018). But in order to have strong and relevant policy reforms we have to
deeply understand the dimensions of the teaching career. And what a better
way to do this than by reflection. That is why we asked the participants of
this study to think and evaluate the possible benefits that a reflective portfolio
can bring in terms of their future teaching career. One of the main things
which stands out is that this tool can help future teachers have a clearer and
more objective perspective on their professional pathway:

‘This tool enabled me to be very objective and to honestly think at

the idea if this career is really for me, if |1 see myself doing this for

the next 10 or more years on.” (131)

Meanwhile, other respondents emphasized the experience of writing a
reflective portfolio as a meaningful yet difficult process by:
‘... critically evaluate myself as a future teacher but as I thought
more about what works and what doesn’t, for me as a teacher, |
began to relax a little bit and allow myself to learn from my own
mistakes; it was a hard period, of admitting that being good in one
field does not necessary mean that you can teach that subject.” (19)

Still, other interviewed students started this reflection journey from a positive
perspective, showcasing the advantages and focusing on the process of
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learning and discovering the mysterious pathways into the teaching career:
‘Reflecting back and forth was actually the most rewarding and
helpful process because it enabled me to question what | was really
doing, something that most teachers have insufficient time to do.’
(113)

Maybe one of the most important ideas that was identified by the interviewed
students was the fact that it is not only important to reflect critically on
personal and professional experiences, but also explore how these
experiences can be translated into methodological decisions, further reflection
that can be the activator of starting to build a community of practice amongst
other teacher colleagues.

Conclusions

In this article we explored pre-service teachers’ perspective regarding the
importance of the process of writing a reflective portfolio. One main aspect
that comes into light when talking about the use of a reflective portfolio is
related to the opportunities that the students may have to identify their tacit
knowledge and at the same time to identify the gaps in that knowledge,
while being faced to look introspectively at what they know, what are the
information they lack or the information that is somehow not deeply
understood. Being able to reflect on your own level of understanding a subject
can help you as a future teacher by supporting others to discover and better
understand their own learning process. In other words, the results confirm
previous studies that showed that being able to engage in a true and authentic
reflection process can have an immediate impact on current and future
classroom practices, sustaining the improvement of developing new practices
(Russell, 1999).

Also, within this study, another relevant result focused on bringing into
discussion the fact that the portfolio can be used in order to gather evidence
that can help and support a better understanding of what it means to be a
teacher-researcher, just as various researchers (Girod & Pardales, 2001;
Mills, 2000) revealed in their studies. Moreover, looking at the impact on the
class and effects on the positive educational change that this practice of
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reflective portfolio use can bring, the results correlate with the findings that
several authors declared in their studies (Mertler & Charles, 2008; Wink,
2018) showing that having a critical perspective on your work does not only
give you a clear image of your achievements, but it can also help you develop
a better understanding of your learning process.

In terms of level of autonomy of the pre-service teachers that engaged in
writing a reflective portfolio, it is believed that the process of sitting back
and reflect on the good practices that you can draw from the experience of
observing someone’s teaching or from evaluating your own teaching
experience can have a great impact on the continuous professional
development. Other studies (Hariprasetya, 2017; Vangrieken, 2017) showed
that the process of writing a reflective portfolio promotes growth as a
professional in the educational field by enabling pre-service teacher’s
autonomy and collaborative attitude.

From a systematic point of view, the portfolio can be seen as a tool to gather
evidence that can help and support a better understanding of what it means
and what are the key elements which sustain the development of a fruitful
teaching career in the 21% century. Using the data that prove the importance
of reflective portfolios, teacher training programmes can open the possibility
to create a bank of experiences that teacher students go through and this
can be seen as extremely useful in the process of updating and upgrading
the existing teacher training programmes.

In conclusion, we strongly rely on the idea that it is not only important to
critically reflect on personal and professional experiences, but also to explore
how this experiences can be translated into methodological decisions, further
reflection that can be the activator of starting to build a community of practice
among the school community (Fry & Venneman, 2018; Wang, 2018).
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Abstract

The socio-economical background of the family influences the school efficiency,
but beside this, many other factors have outstanding effect on pupils’ results. Most
of these factors can be found outside of the educational ingtitutions. The studies
which focus on the performance of schooling highlight the ideathat extracurricular
activities have enormous benefits on the school performance as well as on the
overcoming of school failure and abandonment. Our research is focusing on the
extracurricular and extraschool activitiesaswell astheir effect on the development
of competencies. We would like to find out how the extracurricular/ extraschool
activities influence the results of competence measurements. We created our
background questionnaires, that analyse the effects of influencing factors, since
there aren’t such questionnaires in the national assesments in Romania. Our study
is based on the analysis of the KOV-ET-OM-2017 database (N = 1054), which
contains the results of the competency assesment of the 4th grade students belonging
of theHungarian minority from Covasna county and i nformation rel ated to contextual
factorsfrom the background questionnaires. The outcome of the research highlights
the fact that the extracurricular activities have beneficial effect on the development
of the school competences. Among the activities organized by the schools, the
camps and the activities supporting the prodigies seem to be the most effective.

Keywords: afterschool, extracurricular activities, extraschool activities, school
performance.
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Rezumat

Situatia socio-economica a familiei influenteaza foarte mult performanta scolara,
nsa si alti factori au efecte asupra rezultatelor scolare. Studiile evidentiaza ca
activitatile extrascolare si extracurriculare au beneficii asupra performantei
scolare, precum si asupra depasirii esecului si a abandonului scolar. Cercetarea
noastra se concentreaza pe studierea efectelor activitatilor extracurriculare si
extrascolare asupra rezultatelor de la evaluarile nationale de la clasa a 4-a.
Intrucat evaluarile nationale nu sunt nsotite de chestionare informative, nu
cunoastem impactul factorilor contextuali asupra rezultatelor elevilor. De aceea,
am creat un chestionar care sa ne ajute Tn identificarea factorilor ce influenteaza
performanta scolara a elevilor. Tn acest studiu ne concentram pe analiza bazei de
date KOV-ET-OM-2017, care contine rezultatele evaluarii competentelor elevilor
din clasa a 4-a cu predare in limba minoritatilor maghiare (N=1054) din judeful
Covasna si informatii legate de factorii contextuali. Rezultatele cercetarii
evidentiaza faptul ca activitatile extrascolare au efect benefic asupra dezvoltarii
competentelor scolare. Dintre activitatile extracurriculare organizate de scoala
se observa efectul pozitiv al taberelor si activitdtilor de dezvoltare.

Cuvinte-cheie: activitati extracurriculare, activitati extrascolare, afterschool,
performanta scolara.

1. Introduction

International measurements of PISA, PIRLS or TIMSS highlight the strong
influence of family background and the fact that Romanian students perform
more below average (Singer, 2013). In schools where the proportion of
disadvantaged pupils is high, teachers make parents responsible for their
child’s failure at school (Fehérvari, 2015; Széll, 2015). Students with a poorer
socio-economic background often perform poorly. In many places, however,
the school would increase the differences from the social background
(Fehérvari, 2015; Széll, 2015). In educational contexts where the parent is
unable to help the child prepare for the afternoon, the school has an important
role to play in increasing student achievement. Positive effects of teachers’
well-functioning professional relationships and cooperation can be
demonstrated in examining student performance (Bacskai, 2015). In addition
to the appropriate teacher attitude, preparedness and quality of classroom
activities, extracurricular activities can make a major contribution to academic
achievement (Pusztai, 2015), the prevention of early school leaving (MEN-
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MB, 2015%) and more successful further education (Széll, 2015).

The use of the results of national competency assessments raises many
questions. Although national measurements are taken at the end of grades 2
and 6, feedback is used for individual assessment and is designed to improve
student performance and should be used to develop individual learning plans
based on the type and amount of defective or unresolved tasks. It is beneficial
because it can be motivating for the learner as he/she receives a personalized
assessment. But it has little informativeness (Buda, 2011). The most important
goal of competency measurement at the end of fourth grade is to evaluate
lower-level education - “benchmark student performance against curriculum
requirements, measure individual student performance against national
average, determine performance improvement attributable to preparatory
class introduction, and comparing it with the results of international
measurements” (Szanto, 2015, p. 2). It should be mentioned that, while in
the international measurements background factors play a central role in the
analysis, in Romania there is no background questionnaire focusing on the
influencing factors.

In our study, we investigate the relationship between extracurricular,
extraschool activities and the result of competence measurements.

There are many definitions in the scientific literature that define activities
beyond the boundaries of the curriculum. Thus, in extracurricular activities,
we can meet the concepts like all-day school, full-day school, after school,
second school, shadow education, which very often overlap or complement
each other.

Extracurricular and extraschool activities can produce many positive effects.
Part of them are correction, catch-up, compensatory programs, which are
used to fill gaps in classroom and overcome social handicaps, the other part
is aimed at developing sports activities, physical education, the third type is
music literacy, the fourth type is participation in school life, the fifth type is
religious or charitable education. The positive impact of extracurricular and
extraschool activities in sport, art and science can be directly demonstrated
by improved academic performance and successful admission examinations
(Pusztai, 2009).
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Extracurricular activities organized in schools are characterized by organized
circumstances, multiple purposes and supervision by teachers. They can be
nationally sponsored, local initiatives or even organized by schools.
Extraschool activities can be varied in their added pedagogical value.
Countries that implement systematic school-based programs based on
research results can really benefit from these (F(iz, 2017). There are studies
that show that the extracurricular effect is particularly evident in
underperforming students who need correction and compensation (Imre,
2015).

However, we must not forget the fact that coaching, pre-admission, special
clubs, camps, excursions, cultural programs are increasingly found in shadow
education more than in the extracurricular field within educational institutions.

1.1. Extracurricular activities

Bathory (1997) identifies the learning outside school and within school walls
as arenas of learning. Within the school, he distinguishes between the
curriculum and the extracurricular. The former focuses on curricular learning
and the latter refers to learning outside the classroom but within the school
walls. It emphasizes the importance of the extracurricular, as it is a proven
fact that motivation to learning is not achieved through classroom learning
alone. Classroom learning can be completed with other forms and spaces
like libraries, laboratories, workshops. In Hungary, the introduction of optional
activities has allowed the removal of rigid boundaries and has enabled
students, at their choice, to deepen, supplement or even explore new areas
of study.

Similar activities can be organized within the framework curriculum hours,
which appear as an optional (‘optional”) subject as part of the local curriculum
(Foris-Ferenczi, 2008; Péter, 2012). In the international research there is a
field of specialization that can be regarded as an enrichment program
supporting middle-class students rather than as an extracurricular form of
training for outstanding students (Gordon Gydri, 1998). An important feature
of talented pupils’ development activities is that students can meet peers
with similar interests and abilities. These can help them to judge their abilities
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more realistically (Paskuné Kiss, 2014). At the same time, we emphasize
that specialization, corrective / compensatory activities and talent development
activities help to enhance learning motivation and student performance. In
Hungary, religious and community building, sports activities are predominant
in church-maintained schools. For those working in these educational
institutions, this is a task that requires more preparation and volunteering.
Public education focuses mainly on school-related programs. Weekend
programs and day trips are much more common in church institutions (Pusztai,
2009).

However, their impact on social skills is only significant if extracurricular
activities are regular, lasting, and involve students in collaborative tasks (F(z,
2018).

1.2.  Theall-day school

The social changes of the last 30 years have confronted educational institutions
with new challenges. Increased involvement of parents in the labor market
has created a situation in which those who work spend a significant part of
their day at work; the number of parents who are unemployed is constantly
increasing; the multi-generational, collaborative family model disappears.
Globally, it has become necessary to develop and operate a new type of
parenting model, integrating and synthesizing the efforts previously pursued
by educational institutions and families. In several countries initiatives taken
to improve efficiency include the introduction of a all-day school. The all-
day school aims to achieve equal opportunities so that all children have access
to services, some of which can be found in profit-oriented shadow education.
Its characteristics distinguish it from programs organized after other classes,
as they offer more than one activity (for example, homework solving, art,
sports, leisure activities). By merely supplementing what is learned at school,
if the activity is purely homework, its beneficial effects are diminished or
even eliminated (Darvas & Kende, 2010; Imre et al., 2015).

The all-day school focuses on making the school with quality classroom and
leisure content more efficient. It is part of the development of the education
system, but without other pedagogical and infrastructural improvements, it
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alone cannot provide a solution. In most cases, initiatives to extend time
frames are not just learning time, school tasks and roles are also often
transformed and the relationship between the school and its environment is
also reconsidered (Imre et al., 2015). Teacher cooperation is more common
in disadvantaged schools where teachers spend more time developing and
catching up in order to develop individual students (Bacskai, 2015). It should
also be noted that the individual’s use of personalized methods (Mihaly, 2004)
is highly attributed to the effectiveness of teacher work.

Extending teaching time serves a variety of purposes: it can serve to strengthen
socialization, increase school performance, and compensate for drawbacks
stemming from disadvantage (Imre et al., 2015). The all-day school can be
an important institution in overcoming disadvantages and increasing equal
opportunities if its content, quality and standard are appropriate (Darvas &
Kende, 2009).

In Romania, the methodology for organizing the *School after school” program
provides the legal framework for organizing the programs. In 2017,
methodological changes and additions were made to this methodology.
Accordingly, the ‘School after School’ program is a supplementary
compulsory education program aimed at: prevention of early school leaving,
increasing school performance, recovery, accelerating the learning process
through various learning, educational and recreational activities, personal
development, promoting social inclusion; organizing the students’ afternoon
program in a secure space. The program is open to children in primary and
secondary schools, with special attention to vulnerable children. The program
is organized by educational institutions in the form of a project based on an
assessment of the needs of stakeholders (students, parents, teachers, local
community and partner organizations/foundations). Each educational
institution must have developed the Operating Regulations for the “School
after school’ program?. Education and leisure activities are aimed at personal
development and social inclusion. However, educational institutions are not
obliged to organize an after-school program after school, but in many cases
schools do so. The school can do it with parental support, sponsorship, own
income, various applications. In schools with a low socio-economic status,
county and local governments, foundations and associations support the
‘School after School” program.
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In Covasna County this works with the support of the county local
government, through applications and sponsored by parents. In order to help
children from disadvantaged families, municipalities also provide lunch to
students in need. Qualified educators help with the afternoon activities:
students solve their homework, participate in teambuilding games and group
activities (https://www.kvmt.ro/index.php). Research results show that where
there is a possibility to participate in other extra activities throughout the day
(special clubs, sports activities, cultural and artistic activities, correction and
compensation programs), there is a clear positive effect as opposed to simply
preparing for the next day (Darvas & Kende, 2010; Imre et al., 2015; Pusztai,
2015).

1.3. The extraschool activities and the shadow education

Today, there is a worldwide expansion of shadow education. Many people
attribute this to the decline in the quality of formal education worldwide and
the economic austerity in education. Others, however, explain that the rigid
education systems of our accelerated world are not able to respond flexibly
to the needs of those involved in education. As the services available in the
field of shadow education are not accessible to all due to different socio-
economic backgrounds, Mihaly (2004) concludes that shadow education
further increases the chances of differences between students from different
social background.

According to Stevenson and Baker (1992), shadow education is a non-
formal, private education that facilitates the advancement and success of
students in the educational system through the effect of coaching,
compensating and/or talent gains. They attribute the most prominent
development role in talent management to this type of education. Participation
in private lessons is usually the result of parental decisions, as every parent
tries to choose the best activities for his or her child (Pasku & Minnich,
2000). Private lessons are additional enriching activities for the development
of successful students.

Bray (2010) emphasizes the role of extracurricular activities as a remedy;,
corrective and repetitive of school learning. However, in underfunded
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educational institutions facing financial difficulties, many extracurricular
activities have become optional. In many cases it can be observed that these
activities have disappeared completely from school life and can be found in
the field of shadow education (Pusztai, 2015).

Worldwide, most of the commercially available out-of-school education and
training services, also referred to as ‘second schools’, operate in the “for-
profit’ sector as a private enterprise, but many nonprofit organizations run
similar programs (Pasku & Munnich, 2000). While in the past there was
one-on-one training or preparation for exams and competitions, this sector
has now reached enormous proportions. Nowadays, during the holidays,
programs for similar topics are organized for larger groups. Programs in
mathematics, mother tongue and foreign languages have the highest proportion
(Bray, 1999).

The main feature of shadow education is that it is complementary to mass
education and is intended to increase the student’s performance, but has not
(yet) created a comprehensive education system. These effects can increase
the gap between those with weak and better socio - economic status, even
during school breaks, leading to an increase in performance differences
(Gordon Gy6ri, 2008).

In Romania, there are institutions within the education system that make
access to extraschool activities available to everyone free of charge. These
institutions, under the name of Children’s Palace/ clubs, offer a number of
nonformal activities with qualified instructors that would be less feasible
within the school walls. The institutions have legal personality and specialize
in extracurricular activities that allow them to deepen and enrich children’s
knowledge. The operation of these institutions is regulated by the 2011
Education Law and the Ministry of Education Decree 4624/2015. Children’s
palaces and clubs are state educational units, with legal personality,
specialized in extracurricular activities, within which specific instructive-
educational actions are carried out, through which knowledge is deepened
and diversified, formed, where competencies are developed and practiced
according to the children’s vocation and option and that capitalize the
children’s free time by involving them in educational projects. The Education
Law considers that non-formal learning is integrated and has learning
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objectives but does not explicitly follow a curriculum and may vary in duration.
The activities take place in different organizational frameworks: there may
be special clubs, but workshops, laboratories, gyms, sports fields, and camps
can also host the programs.

In the field of shadow education, there is even a plethora of programs initiated
by associations, museums, foundations, and libraries. In many cases, student
participation in extraschool and extracurricular activities appears to be an
effective investment in both social and cultural capital (Bourdieu, 1999; Pusztai,
2009).

2. Methodology
2.1. Research questions, hypothesis

In our research, we are examining the correlation between participation in
extracurricular and extraschool activities and the results of competency
measurements in national assessment.

Our hypothesis: It is supposed that there is a correlation between the
participation in development activities, talent development activities, and other
school-based leisure activities and the competency performance (Bathory,
1997; Darvas & Kende, 2010, Imre et al., 2015; Pusztai, 2015). We also
supposed that there is a correlation between the students’ participation in
extraschool activities (private classes, out-of-school camps, extraschool
activities) and high-performance of the national competence measurements
(Bray, 1999; Gordon Gydri, 2008; Imre et al., 2015; Pasku & Miinnich, 2000;
Pusztai, 2015).

2.2. Research methodology

Our research sample consisted of students from the Hungarian 4th graders
in Covasna County (N=1054). No background guestionnaires are collected
during the Romanian national competence measurements. Introducing a
background questionnaire as part of the Grade 4 assessment will help to
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better understand the impact of contextual factors on student learning.

In order to explore the factors influencing the results of the competence
measurements, we used a self-prepared background questionnaire. The
questionnaire contains 19 questions about the student’s school life, study
situation, extracurricular and extraschool activities, reading habits, parents’
education. The results of the competence measurement (the codes) were
also filled in the table attached to the questionnaire. The survey was carried
out in May 2017 during national measurements. We created our database
from the results of the questionnaire and competency measurements. Based
on our database (KOV-ET-OM-2017 Database), we analyze the relationship
between participation in extracurricular, extraschool, after-lesson activities
and the school performance. School performance is interpreted in terms of
the results of national assessments. Our research is based on comprehensive
data collection, so we cannot speak of a representative sample, but it does
provide very useful information for drawing many lessons and shaping the
educational strategy.

3. Results of the research

The national assessments are only coded, score values are assigned to the
codes to allow statistical analysis of the results. Based on the scores, we
divided students into three categories: low, medium and high performing.

Based on the results, 29.5% of the students were classified as high-performing
from Hungarian competency test results (their mother tongue), 25.9% from
Romanian competency test results and 24.1% from mathematics test results.
In the case of medium performance, 46.2% were classified from
mathematics, 40.2% from Romanian, and 35% from Hungarian. On the
other hand, almost one third of the sample can be classified into the low-
performing category: 35.5% from Hungarian, 33.9% from Romanian and
29.7% from mathematics fall into low performance categories.
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Table no. 1. Results of competency measurements

Hungarian Romanian Maths

L ow performance 355% 33.9% 29.7%
M edium performance 35.0% 40.2% 46.2 %
High perfor mance . 295% @ 259% @ 241%

Source: KOV-ET-OM-2017 database

3.1. Relationships between extracurricular school activities and school
performance

First, we mapped the effects of extracurricular activities within the school.
We wanted to find out whether there is a correlation between the participation
in development activities, talent development activities, and other school-
based leisure activities and the competency measurement results. The analysis
revealed that the majority of students do not participate in extracurricular
activities. There is a low participation rate in talent development activities,
with 20.2% attending these activities. 70.3% of the students do not participate
in leisure activities organized by the school. However, the lowest rate is
participation in coaching/development activities, with only 14.2% of the sample
being involved in such activities.

Table no. 2. Percentage of participation in extracurricular activities

Freetime Talent developing  Coaching, developing

activities activities activities
Takepart 29.7% 20.2% 14.2%
Do not take part 70.3% 79.8% 85.8%

Source: KOV-ET-OM-2017 database

No significant correlation was found between the results of the national
assessments and the coaching/development and leisure activities organized
within the school in any of the competencies.

However, when looking at the relationship between the school afternoon program
and effectiveness, we find that only 18.6% of our sample require school after
school activities. No significant correlation was found between the results of
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competency measurements and the participation in coaching/development and
leisure activities organized within the school in any of the competencies.

This can be explained by the fact that many institutions in the county have
not yet implemented the ‘School after School’ program. In many cases, it is
not feasible due to funding problems, while in other situations, it is not
undertaken by teachers, complaining about the fact that they are overloaded
with work. According to our research results, of the pupils attending the
after school programe only 25.4% are successful at Hungarian competency
test, 23.7% at Romanians competency test and 22.9% at mathematics
competency test. Of the children who take part in after school activities,
40.5% fall into low category at Hungarian, 40.3% at Romanian and 35.1%
at mathematics in competency test results.

Table no. 3. The relationship between after-school activities and the results of
the national assessments

Hungarian Romanian Maths
low medium high low medium high low medium high
Parents, 31.8% 38.0% 303%  312%  426%  262%  260%  489%  251%
grandparents
After school  40.5% 34.1% 254%  403%  360%  23.7%  351%  420%  22.9%
'St"f('j‘)’/'d“a' 37.3% 29.8% 329%  332% 383%  285%  30.7%  444%  24.9%

NHungarian: 989, P=0,006, adj. resid>2 NRomanian: 1003, P=0,048, adj. resid>2 Nmaths:
1011, P=0,007, adj. resid>3
(In the table, we underlined the data of the cells that had more randomly distributed cells.

We also examined the effect of talent management activities and found a
strong significant correlation (p=0.000) between the results of participation
in talent management activities and the result of each of the three competence
areas. Of those who take part in the school-organized talent-promotion
activities, 41.7% at Hungarian, 39.4% at Romanian and 34.3% at
mathematics fall into high performance categories, while those who do not
attend the above activities 26.3 % at Hungarian, at Romanian 22.5% and at
Mathematics 21.7% fall into high performance categories. Even in the
average successful group, those who participate in talent development are
more likely to perform than those who do not. The results of the study
confirm that the enrichment activity can become an effective complement
to classroom instruction (Paskuné Kiss, 2014).
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Tabel no. 4. Relationships between participating in talent development and
the results of the national assessments

Hungarian Romanian Maths
low medium high low medium high low medium high
Takespart  19.4% 38.8% 247%  207% 39.9% 394%  17.9% 47.8% 34.3%
Does not 39.5% 34.2% 263% 3% 40.5% 225%  324% 45.9% 21.7%

take part

NHungarian: 984, NRomanian:999, Nmaths: 1006, Sig.***, Adj.resid>3
(In the table, we underlined the data of the cells that had more randomly distributed cells.)

We found a significant correlation between student performance and
participation in school camps (p=0.000). In all three areas of competence,
the benefits of attending a school camp can be demonstrated. Of the children
who have taken part in school camps, 35% at Hungarian, 29.6% at Romanian
and 29.2% at maths fall into high performance category, while 20.1% at
Hungarian, 19.8% at Romanian and 16% at maths achieve high performance
category from the non-participants. In terms of average performance, there
is no significant difference between those who attend and do not attend
school camps.

For all three areas of national assessment, we find that those who do not
participate in the above mentioned and analysed activities are more likely to
fall into the low performance category. In the context of increasing academic
performance and extracurricular activities, it can be stated that “especially
for students away from school culture, integration into the school normative
system must first be promoted through inter- and intrageneration building
relationships and building trust” (Pusztai, 2015, p. 36). A very good opportunity
is provided by such activities.

Most interesting is the correlation between school-organized camps and the
mother tongue competence measurements results. Here, too, it is noticeable
that the average performance is less different between participants and
non-participants. 35% of those who participate in camps achieve high results,
while those who do not participate make up 20.1% of this category. There is
also a striking difference between participants and non-participants: 45.7%
of those who do not participate are among the low achievers, and only 29.6%
of those who participate fall into this category.
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Table no. 5. Relationships between Hungarian/ mother tongue performance
and participation in school-organized camps

Hungarian/M other tongue perfor mance

Low performance Medium performance High performance
% 29.6% 35.4% 35%
Takespart i resid 5.0 4 48
Does not % 45.7% 34.2% 20.1%
take part Adj.resid 5.0 A4 -4.8
N=942, Sig.***

3.1.  Therelationships between shadow education/extraschool
activities and school performance

The effect of camps organized outside the school on performance is similar
to that of school camps (p=0.000). From the participants, 35.7% at Hungarian,
31.2% at Romanian and 34.4% at maths achieved high performance. We
can also state that 42.9% of non-participants at Hungarian, 38.8% at Romanian
and 34.9% at mathematics are in the low performance group. With respect
to average performance, it can be noted that, with the exception of mathematics,
students enrolled in out-of-school camps have a higher proportion in the middle
category than those who do not attend out-of-school camps).

Table no. 6. Relationships between participation in camps outside the school
and the results of the national assessments

Hungarian Romanian Maths
low medium high low medium high low medium high
;’:ﬁ& 26.4% 37.9% 35.7% 28.1% 40.7% 31.2% 21.7% 43.9% 34.4%
Does
not take  42.9% 32.3% 24.8% 38.8% 38.8% 22.3% 34.9% 48.1% 17.0%
part

Nmaths: 946, NHungarian: 925, NRomanian: 940, Sig.***, Adj.resid>3
(In the table, we underlined data for cells that have more random distribution)

Examining the effects of private lessons, we found that our results did not
show a significant correlation between mathematics lessons and competency
measurement.
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Table no.7. Relationships of participation in sports, foreign language and
music in private lessons and the results of the national assessments

Hungarian Romanian Maths
low medium high low medium high low medium high
Sports :;:ri;es 21.7% 39.1% 39.1% 19.6% 48.8% 31.5% 14.2% 44.6% 41.2%
Does
Pa?(te 40.2% 33.7% 26.1% 38.8% 37.3% 24.0% 35.0% 46.7% 18.2%
part
Music ;:r‘;% 130%  390%  480%  190%  430%  380%  109%  455%  436%
Does
P;(te 38.0% 34.7% 27.4% 35.5% 39.9% 24.6% 31L.7% 46.3% 22.0%
part
Il;?’]r geL!ngge -’I)—aarlies 18.2% 41.8% 40.0% 20.7% 49.5% 29.7% 12.5% 50.0% 37.5%
Does
not 37.7% 34.2% 28.1% 35.4% 39.1% 25.4% 31.8% 45.7% 22.5%

take
part

NHungarian: 984, NRomanian: 999, Nmaths: 1006, Sig.***, Adj.resid>3. (In the chart, we
underlined data for cells where more than the random distribution is located)

A strong significant correlation (p=0.000) was found between foreign
language, music and sports activities out of school and performance. The
sports, art, academic activities outside the classroom have a positive effect
on performance (Pusztai, 2015). About 41.2% of the participants registered
in sports activities fall into the high performance zone and only 14.2% into
the low performance category. While only 18.2% of those who do not
participate can be classified as high achievers. There is a slight difference in
average performance between those who attend (44.6%) and those who do
not attend sports (46.7%). There is a strong correlation between attending
music and competence measurements results. Those who do not attend
private music classes are more likely to fall into the low category in all three
measurement areas. The impact of a foreign language is also very
pronounced: 40% of those who take private lessons in a foreign language
are included in the high performance category for native speakers. In the
Romanian language area, 29.7% are classified as high-performing. Analyzing
the impact of sports, foreign language and music private lessons, we can
conclude that the benefits of participating in these activities are evident in all
three areas of competence. The sports, music and foreign language
extracurricular activities seem to be effective extracurricular investments,
as their positive effect is confirmed in mathematical and linguistic outcomes
(Pusztai, 2015). Our results are in unison with the outcomes of other similar
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researches which show that supplementary private education may apply to
educational content/areas such as mathematics that every student must
master at a certain level, but can also target other areas such as music
education, art education, and various sports (Gordon Gyéri, 2008).

Positive effects of out-of-school clubs are also evident in the study. Significant
correlation can be found between out-of-school visits and competency
assessment results. Those who participate in such activities are much more
likely to be classified in the high performance group than those who do not
attend extracurricular activities.

Table no. 8. Relationships between extracurricular activities and the results of
the national assessments

Hungarian Romanian Maths
low medium high low medium high low medium high
;;‘:‘15 221% 34.8% 43.1% 25.3% 39.7% 35.0% 15.4% 47.1% 37.5%
Does not 42.3% 35.3% 22.4% 38.2% 405% 21.4% 36.8% 45.9% 17.3%
take part

NHungarian: 984, NRomanian: 999, Nmaths: 1006, Sig.***, Adj.resid>3.
(In the table, we underlined the data of the cells that had more randomly distributed cells)

The highest rate can be observed in the field of Hungarian competency
measurement results: 43.1% of the participants in the professional groups
are in the high performance group, compared to 35% in Romanian and 37.5%
in mathematics. Regarding low efficiency, 42.3% at Hungarian, 38.2% at
Romanian, and 36.8% at maths have poor results. There is no significant
difference in medium scores between those who attend and those who do
not attend extracurricular activities. Strong significance (p=0.000) can be
detected if parents’ educational level and participation in extracurricular
activities and camps are examined. Similarly, there is a strong correlation
(p=0.000) between participation in activities in these areas of shadow education
and the labor market situation of parents. The children of parents with higher
education and regular employment are more involved in these activities.

4. Discussion

In our analysis, we focused on the effects of extracurricular activities
organized by the school and extraschool activities/shadow education. Our
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results show that there is no significant correlation in terms of performance
and the participation in extracurricular activities, except of talent management
activities and school camps. We found a weak significant relationship between
afternoon school activity and effectiveness. A school-after-school program
would be important in overcoming disadvantages and increasing equal
opportunities if content and quality are appropriate. However, pushing time
frames alone will not lead to increased efficiency. The proportion of
participants in the coaching/development and leisure activities is very low,
but the results of the national competency assessment show that there is a
great need for such programs and activities. If out-of-class activities are
being incorporated into an all-day school program, the benefits of these
activities could be manifested within appropriate organizational frameworks,
implemented with quality content. If we look at the mother tongue results, in
line with Pletl’s (2012) research, we find that the proportion of high-
performing individuals decreases and the average layer’s performance slips
below the 50% performance range. This draws attention to the fact that
students with low levels of reading literacy in primary education are no
longer able to catch up. Therefore, greater involvement of students in appropriate
corrective, development and/or compensatory activities is essential.

The benefits of extraschool activities, music, foreign language and sports,
private lessons/activities, and the various camps are clearly demonstrated in
all three areas of competences. Our research results show a significant
correlation between performance and attendance of extraschool activities. The
beneficial effects of activities in different areas of shadow education are evident,
but in many cases parents have to pay, which is almost impossible for
disadvantaged families. In addition to the beneficial effects of shadow education,
it should also be mentioned that it greatly enhances educational inequalities.

The right content and quality are essential for successful development
activities and preparation for school afternoons. In order to compensate for
the disadvantages, schools should pay particular attention to integrating
students into the school standard system, offering a wealth of community-
building extracurricular activities and successfully implementing the after-
school program. By spending time on preparing for the day ahead, together
with well-organized, quality leisure content and personality development
activities, in the gap between those with different socio-economic status
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can be reduced and school performance increased.

NOTES

1

MEN and WB (2015), Strategy on reducing early school leaving, Bucharest,
available at http://www.edu.ro/sites/default/files/_fi%C8%99iere/l nvatamant-
Preuniversitar/2015/Strategie-PTS/Strategia-PT S-2015.pdf.

ORDER for the modification and completion of the M ethodology for organizing
the *School after school’ Program, approved by Order of the Minister of Education,
Research, Youth and Sportsno. 5349/2011 in accordance with Government Decision
no. 26/2017.

References

Bacskai, K. (2015). | skol &k a tarsadalom peremén. Belvedere Meridional e Kft.
Béthory, Z. (1997). Tanul 6k, iskolak, kilonbségek. Okker Kiadd.

Bray, M. (1999). The Shadow Education System: Private Tutoring and its
Implications or Planners. Fundamentals of Educational Planning No. 61.
UNESCO International Institutefor Educational Planning.

Bray, M. (2010). Researching Shadow Education: methodological challenges
and directions. Asia Pacific Education Review, 11, 3-13.
https://doi.org/10.1007/s12564-009-9056-6

Bourdieu, P. (1999). Gazdasigi tdke, kulturalistbke, tarsadalmi téke. InR. Angelusz
(Ed.), Atarsadalmi rétegzidés komponense (pp. 156-178). Uj Mandatum Kiado.
Buda, A. (2011). Ertékelési filozofiak és pedagdgiai mérés. Debreceni Egyetem
Tudoméanyegyetemi Karok.

Darvas, A., & Kende, A. (2009). Az egész naposiskola nemzetkdz tapasztal atai,
hazai lehetdségei. Esély.
http://mww.esely.org/kiadvanyok/2010_3/02darvaskende.indd. pdf

Fehérvari, A. (2015). A hatranyos helyzet( tanulok oktatasanak valtozasa 2006—
2014. In A. Fehérvari & G Tomasz (Eds.), Kudarcok és megoldasok. Iskolai
hatranyok, lemorzsolédas, problémakezelés (pp. 32-52). Oktataskutatd és
Fejlesztd Intézet.

Féris-Ferenczi, R. (2008). Atervezéstdl az értékelésig. Tanterv- ésértékelésamélet.
Abel Kiadd, Kolozsvér.

Flz, N. (2017). Iskolan kivili szinterek az dtalanosiskolai oktatasbhan. Magyar
Pedagdgia, 117(2), 197-220.

F0z, N. (2018). Az iskolan kivli tanérék hatékonysaganak megitél ése dltal anos
iskolés diakok és pedagdgusok korében. Iskolakultira, 28(8-9), 38-53.



Revista de Pedagogie/ Journal of Pedagogy ¢ 2020 (1) « LXVIII 191

Gordon Gy®ri, J. (1998). Mitdl hatékony még ajapan oktatas? Magyar Pedagdgia,
4(98),273-317.

Gordon Gy®ri, J. (2008). Tomegoktatés éskiegészitd maganoktatas-ipar. Educatio,
2,263-274.

Imre, A. (2016). L ehetdségek és akadalyok atandran kivili tanuldsban: délutani
foglalkozasok és pedagdgusi munkaterhek. In M. Szemerszki (Ed.), Hatranyos
helyzet ésiskolai eredményesség (pp. 75-100). Oktataskutato és Fejlesztd Intézet.
Imre, A. (2015). Eredményesség éstarsadalmi beagyazottsag. Oktataskutat6 és
Fejlesztd Intézet.

Imre, A. et . (2015). Az iskolai tanulds (idd) kereteink és hatérainak kérdései
nemzetk®zi tapasztal atok tikrében. InA. Imre (Ed.), Eredményesség éstarsadalmi
beagyazottsag (pp. 37-50). Oktataskutato és Fejlesztd Intézet.
http://mww.edu.ro/sites/default/filesfi%C8%99iere/l nvatamant-Preuniversitar/
2015/Strategie-PT S/Strategia-PT S-2015. pdf

Mihaly, I. (2004). Tanulas ,,arnyékban™, avagy a tanigyi masodik gazdasag
mikodése. Uj Pedagdgiai Szemle.

Paskuné Kiss, J. (2014). Tanéran kivili iskolai ésiskolan kivilli programok a
tehetséggondozasban. Magyar Tehetségsegitd Szervezetek Szbvetsége.
Pasku, J., & Minnich, A. (2000). Az extrakurrikul &ris oktatas nem specifikus
hatésai. Magyar Pedag6gia, 100(1), 59-77.

Péter, L. (2012). Reform és visszhangok. A kbzoktatas reform fogadtatédsa
romaniai magyar pedagdgusok korében. Kolozsvari Egyetemi Kiadd, Kolozsvér.
Pletl, R. (2012). Helyzetjdlentésazerdélyi magyar diakok olvasas ésszovegértés
képességének szinvonalardl. Abel Kiadd, Kolozsvér.

Pusztai, G. (2009). A tarsadalmi tbke és az iskola. Kapcsolati erdforrasok
hatésa az iskolai palyafutasra. Uj Mandatum K ényvkiado.

Pusztai, G. (2015). Az eredményesseg kapcsolati beagyazottsagi hattere. In A.
Imre (Ed.), Eredményesség és tarsadalmi beagyazottsag (pp. 23-36).
Oktataskutato és Fejlesztd Intézet.

Szénté, B. (2015). A I V. osztalyos tanul 6k anyanyelvi szbvegértésének szintje a
2013/2014-es orszagos felmérések tikrében. PedActa, 5(1), 1-10.
http://padi.psiedu.ubbcluj.ro/pedacta/article 5 1 1.pdf

Stevenson, D. L., & Baker, D. P. (1992). Shadow education and allocation in
formal schooling: Transition to university in Japan. American Journal of
Sociology, 97(6), 1639-1657.

Széll, K. (2015). Szegregéacid és hatranykompenzacio — Pedagdgusattitidok. In
A. Fehérvéri & G Tomasz (Eds.), Kudarcok és megoldasok. Iskolai hatranyok,
|emorzsol 6das, problémakezel és (pp. 53-72). Oktataskutatd és Fejlesztd Intézet.
Singer, F. M. (2013). Romanian Research in Education: Where to?. Revista de
Politica Stiintei si Scientometrie, 2(4), 286-302.



192

The online version of this article can be found at:
http://revped.ise.ro/category/2020-en/

Thiswork islicensed under the Creative Commons
Attribution-NonCommercial-ShareAlike 4.0
International License.

To view a copy of this license, visit
http://creativecommons.or g/licenses/by-nc-sa/4.0/
or send a letter to Creative Commons,

PO Box 1866, Mountain View, CA 94042, USA.

Versiunea online a acestui articol poate fi gasita la:
http://revped.ise.ro/category/2020-ro/

Aceasta lucrare este licentiata sub Creative
Commons Attribution-NonCommer cial-ShareAlike
4.0 International License.

Pentru a vedea o copie a acestei licente, vizitati
http://creativecommons.or g/licenses/by-nc-sa/4.0/
sau trimiteti o scrisoare catre Creative Commons,

PO Box 1866, Mountain View, CA 94042, SUA.




Revista de Pedagogie/ Journal of Pedagogy 2020 (1) « LXVIII 193

Revista de Pedagogie - Journal of Pedagogy, 2020 (1),193 - 212
https://doi.org/10.26755/RevPed/2020.1/193

ACADEMIC SKILLS SELF-EFFICACY AND
COLLEGE-GOING OUTCOME EXPECTATIONS
AS PREDICTORS OF UNDERGRADUATES’
SATISFACTION WITH THEIR CHOSEN AREA
OF STUDY AND DROPOUT INTENTIONS

Raluca Livinti*
Dragos lliescu**

University of Bucharest,
Faculty of Psychology and Educational Sciences,
Bucharest, Romania
raluca_livinti@yahoo.com, dragos.iliescu@fpse.unibuc.ro

Abstract

Building on the integrative model from the Social Cognitive Career Theory, the
present study investigates in a longitudinal approach the association between
students’ academic skills self-efficacy, college-going outcome expectations, and
intention to drop out of their academic studies, as mediated by satisfaction with
their chosen area of study. It also investigates whether vocational fit/congruence
adds an increment to the aforementioned variables in explaining the intention to
drop out of university. The sampleincluded 167 freshmen studentsin various areas
of study who filled in questionnaires of self-efficacy, outcome expectations, and
vocational fit in the first weeks at university. In the second semester, six months
later, they filled in instruments that measure satisfaction with the chosen area of
study and dropout intentions. The results showed that the best fit was that of a model
inwhich satisfaction with theareaof study isafull mediator of therelationship between
sdlf-efficacy and dropout intentions and between outcome expectations and dropout
intentions. Thelachan and Zener-Schnuellefit indices alonewere apredictor of dropout
intentions. However, itsaddition to the model does not bring an explanatory increment
but rather leads to a poorer fit of the model. Implications are discussed.
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Rezumat

Avand drept cadru teoretic modelul integrativ din Teoria social-cognitiva a
carierei, studiul de fata investigheaza intr-o abordare longitudinala relatia dintre
autoeficacitatea cu privire la deprinderile academice, asteptarile pozitive legate
de calitatea de absolvent al unei facultati si intentia de a renunta la facultate,
avand ca mediator satisfactia cu profilul ales. Studiul investigheaza, de asemenea,
daca potrivirea/congruenta vocationald aduce un increment peste variabilele
mentionate anterior in explicarea intentiei de a renunta la facultate. Esantionul
a fost format din 167 de studenti Tnscrisi Tn primul an in domenii diverse, care au
completat instrumente de masurare a autoeficientei, a asteptarilor si a potrivirii/
congruentei vocationale n primele saptdmani ale anului universitar. Tn al doilea
semestru, sase luni mai tarziu, au completat instrumente de masurare a satisfactiei
fata de profilul ales si a intentiei de a renunta la facultate. Rezultatele au aratat
ca cea mai buna potrivire o are un model in care satisfactia fata de profilul ales
este un mediator total in relatia dintre autoeficienta si intentia de a renunta la
facultate si in relatia dintre asteptari si intentia de a renunta la facultate. Indicii
de potrivire lachan si Zener-Schnuelle au prezis intentia de a renunta la facultate.
Cu toate acestea, adaugarea lor la model nu aduce un increment explicativ, ci din
contra, conduce la o potrivire mai mica a modelului. Sunt discutate implicatiile.

Cuvinte cheie: abandon universitar, autoeficientd cu privire la deprinderi
academice, asteptari pozitive legate de calitatea de absolvent al unei facultati,
indicele de congruenta Holland, Teoria social cognitiva a carierei.

1. Introduction

University dropout is an important topic in educational research, due to its
economically, socially, and psychologically important implications. The social
and economic importance of completing tertiary education has been
acknowledged in the Europe 2020 strategy of the European Commission
(European Commission, 2010), which proposed as target the growth of the
population aged 30-34 that finished tertiary education from 31% to at least
40% by 2020. For 2018, the European average was 40.7%, while the average
in Romania was much lower, at 24.6% (European Commission, 2019). The
same study showed the impact of tertiary level education on the employment
rate. For Romania, the employment rate for an ISCED 5-8 educational level
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is 88.9%, while for an ISCED 3-4 educational level the employment rate is
much lower, at 67.7% (European Commission, 2019). Dropout has a
significant economic effect, in the US people with college degrees earning
an average hourly wage that is 65% higher than college dropouts (Gould,
2019). A synthesis of the statistical analyses conducted on the Romanian
population regarding the beneficial effect of education on both occupation
rate and salary can be found in Varly, losifescu, Fartusnic, Andrei and Herteliu
(2015). Also, dropout has important psychological effects on self-esteem
(Hoeschler & Backes-Gellner, 2017). We did not identify studies reporting
on the psychological effects of dropout in Romania.

The statistical results regarding educational dropout in Romania inform the
interest for this line of research, in order to limit its expansion and effects.
For example, Eurostat shows that Romania was in 2018 in the third place in
the European Union regarding early leavers from education and training
between 18 and 24 years old, with 15.1% (Eurostat, 2020). Although lower
than in the previous years (for example, 18.5% for Romania in 2016), this
level is still much higher than the average of the European Union (10.2% in
2019).

Although the Romanian universities compute statistics regarding student
dropout, those are seldom available publicly. Rare published examples are
statistics presented in ANOSR (2014) and Stdiculescu and Richiteanu-
Nastase (2018). ANOSR (2014) reported that university dropout was as
high as 40% for the graduating year 2012-2013, based on data from 20 state
universities, bachelor degree studies. The results suggest that out of those
40% dropouts, 48% of students drop out in the freshman year, and 40% in
the senior year. Staiculescu and Richiteanu-Nastase (2018) reported statistics
for the freshman year at the Bucharest University of Economic Studies
(ASE), the biggest university with an economics profile in Romania, with
more than 20000 students. For the academic years between 2013 and 2017,
the lowest dropout rate was in the 2015-2016 academic year (14.32%),
while the highest was in the 2013-2014 academic year (16.28%).

The psychological mechanisms of the dropout process have been under
scrutiny especially due to the rise of the studies conducted in the Social
Cogpnitive Career Theory (SCCT; Lent, Brown & Hackett, 1994) framework.
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The present study contributes to the literature by reporting on research
focused on academic dropout, conducted through the lens of SCCT and
Holland’s vocational interest theory.

1.1 University dropout

Dropout is defined in many alternative ways (Lee & Choi, 2011; Rodriguez-
Gdmez et al., 2015). In its most common meaning, university dropout focuses
on students leaving university studies before earning a degree (Heublein,
2014); this is the definition that is habitually used in most studies. It has,
however, a number of limitations, most notably an inherent difficulty in
distinguishing between dropout and different forms of mobility (Heublein,
2014). For example, students may choose to transfer to another local or
international university, give up their current enlistment in order to pursue a
different area of study, finish university without the final exam, dissertation
or thesis defense, or leave temporarily and come back later to graduate. In
Romania, there is also a separate category of students who were declared
accepted in the summer admission session, but whom, for various reasons
(usually, because they have been admitted to several universities), do not
confirm and sign the study contract in October and are officially declared
dropouts by withdrawal. Other categories of officially reported dropouts are
students who got expelled because they did not get the credits necessary to
pass the undergraduate academic year or because they did not pay their
fees — some of whom, to complicate matters even more, do not attend their
exams and do not pay their fees as an implicit form of giving up on their
studies.

The two models that were traditionally used in university dropout research
are the Student Integration Model (Tinto, 1975) and Bean and Metzner’s
model of student dropout (1985).

Tinto’s model states that student dropout is caused by a lack of congruency
between themselves and the academic institution. Student motivation,
academic achievement, and intellectual ability, along with social interaction
with peers and the institution are postulated in this model to lead to goal and
institutional commitment. Dropout occurs when goal commitment is present,
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but institutional commitment is absent. According to Bean and Metzner’s
model, several categories of factors, such as academic variables (the student’s
approach to study), academic outcomes (GPA), and environmental variables
(such as finances and family context) lead to psychological outcomes (utility,
satisfaction, goal commitment, and stress), to attitudes (that then lead to
intention to leave) and finally to dropout behavior. The two models have
their merits, especially by emphasizing the joint role of social and
environmental factors and of academic factors in shaping dropout/persistence
decisions. They also show a major limitation, in that that they both fail to
consider intrinsic factors as predictors of college dropout (Cabrera et al.,
1993).

Some individual factors have long been demonstrated to be positively related
to the intention to withdraw from the university. Among them, there are
factors such as gender (with male students being more prone to dropping
out than female students), high school GPA, SAT scores, academic-related
skills, and other numerous predictors (see Robbins et al., 2004). Studies also
show that a key period for dropout is the second semester of study (Grau-
Valldosera & Minguillon, 2014).

1.2.  The SCCT and persistence intentions

The SCCT is a vocational psychology theory that has been intensely
researched in the past 25 years. It consists of several models that explain
interest formation, career decision making, and performance (interest, choice
action, performance, work and academic satisfaction models, and career
management model) (Lent etal., 1994; Lent & Brown, 2006; Lent & Brown,
2013). The SCCT focuses on key concepts such as self-efficacy (domain-
specific confidence about successfully engaging in an activity/task), outcome
expectations (positive expectations from engaging in an activity), interestin
specific activities, goals, and choice actions (e.g., pursuing a certain career,
dropping out of college, etc.).

Social-cognitive factors play a central role in studies conducted in recent
years and they prove to be good predictors for university persistence. Lent
et al. (2013) suggested a combination of some of the paths in the other
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SCCT models and worked towards an integrative model, with academic
persistence as a final outcome. Satisfaction with the pursued area of study,
although initially not a part of the various SCCT models, began thus to be
studied in relation with other SCCT variables, such as self-efficacy, outcome
expectations, academic satisfaction, environmental supports and barriers,
formed interests, personality features, and affective disposition.

A number of studies explored and supported the paths of this model. Self-
efficacy has been found to be a predictor of academic satisfaction (Flores
etal., 2014; Morris & Lent, 2019; Mujicaet al., 2019), as well as of academic
persistence intentions, in cross-sectional designs (Garriott et al., 2017; Mujica
etal., 2019) in longitudinal designs (Lent et al., 2015; Navarro et al., 2014),
and in meta-analyses (Robbins et al., 2004), and it has also turned out to be
a predictor of actual persistence four undergraduate semesters later (Lent
et al., 2016). Academic satisfaction turned out to be an antecedent of
intentions to persist (Lent et al., 2015; Lent et al., 2016; Morris & Lent,
2019; Navarro et al., 2014). Satisfaction with major emerged as a mediator
in the relation between the social-cognitive factors and intention to persist in
the chosen major (Lent et al., 2016). Outcome expectations emerged as an
antecedent of academic satisfaction and persistence in some of these studies,
but not in all of them (Truong & Miller, 2018).

However, all these studies conducted in the SCCT framework focused on
persistence. To our knowledge, there are no studies focusing on actual
dropout. At first sight, the two are conceptually opposed, persistence focusing
on remaining enrolled in achosen major until graduation —hence, not dropping
out. Depending on the educational system and area of study, the focus can
be on one of the two concepts. Studying persistence makes more sense for
the US academic system, where not persisting may imply changing majors,
but most of the time remaining with the same university or department. In
Romania, where the educational system does not imply majors and minors,
not persisting in one area of study is equivalent to dropping out, and therefore
has more implications: students lose all of their credits, they lose their
government-subsidized spots (if they had one); pursuing another area of
study implies another entrance process/exam at another department or
university, generating significant costs in terms of time and money for those
students who decide to follow this route. Previous studies rarely involved
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other majors/areas of study than Engineering and while diverse ethnic samples
have been studied (Hispanic, African American, and Asian American) (Flores
etal., 2014; Navarro et al., 2014; Truong & Miller, 2018), few studies were
conducted outside of the US (Mujicaetal., 2019). Additional studies should
be conducted in other cultures and countries, and our study aims at filling
this gap in research by using a Romanian sample, with conclusions that
could both add validation data to the SCCT models and have practical
implications for the Romanian practices in preventing university dropout.

Building on previous research that shows that the paths of the integrative
model work for the prediction of persistence in other cultures and area of
study, we expect that the longitudinal data collected in Romania will support
the hypotheses below:
H1. Academic self-efficacy is a predictor of (and is negatively related
to) the dropout intentions, and this effect is mediated by satisfaction with
the chosen area of study.
H2. Academic outcome expectations are a predictor of (and are
negatively related to) the dropout intentions, and this effect is mediated
by satisfaction with the chosen area of study.

1.3. Holland’s theory and vocational fit/congruence

Holland’s theory is an exponent of the larger realm of person-environment
fit theories and postulates that there are 6 types of vocational interests/
personality traits that may be characteristic both for individuals and
environments; these 6 form a hexagonal structure (the RIASEC hexagon):
realistic (R), investigative (l), artistic (A), social (S), enterprising (E), and
conventional (C) (Holland et al., 1994). This career theory suggests that
vocational congruence (fit) occurs when there is a match between one’s
interests and those required by different environments (e.g., work, study).
When there is a match, the individual will be more satisfied and more inclined
to persist in a job, educational environment, or field of study. Several types
of vocational congruence indices were proposed to this effect and can be
readily computed: hexagonal, lachan, and Zener-Schnuelle (Holland et al.,
1994).
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While in work environments vocational fit has been shown to be a predictor
of important outcomes (lliescu et al., 2015), the literature is split regarding
the utility of vocational fit in academic contexts. Some results show that
vocational congruence is associated with satisfaction and persistence in
academic contexts (Nye et al., 2012; Tracey & Robbins, 2006; Tsabari et
al., 2005), while others show that it is not (Fu et al., 2019). To our knowledge,
no published study investigated the utility of using SCCT and vocational
congruence together. Given the split opinion about the utility of the congruence
indices and the fact that the SCCT seems to explain well the persistence
intention, we will investigate the following research question:

Research question: Do vocational fit indices bring an increment over social

cognitive variables in explaining the intention to drop out of university?

2. Method

2.1. Participants and procedure

The sample consisted of 167 university students enlisted in a variety of
programs, with ages between 17 and 32 (M = 19.09, SD = 1.73), among
them 26 males (15.60%). The inclusion criterion was that the participants
were first-year first-time university students.

The participants filled in instruments that measure self-efficacy and outcome
expectations in the first weeks of enrollment in the university. Six months
later, they filled out a measure of satisfaction with the chosen area of study
and assessed their dropout intentions.

The instructions emphasized that the study investigated the opinion of first-
year first-time university students about university life and psychological
factors in decision making and that they should answer with their own opinions
at the moment of testing, in relation to the area of study they were enrolled in.

2.2. Measures

Academic skills self-efficacy. Self-efficacy was measured with the revised
form of the Academic Behavioral Confidence (the ABC scale; Sander &
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Sanders, 2009). In this scale, respondents assess how confident they feel
about performing a series of 17 academic activities, for example: “Give a
presentation to a small group of fellow students”. Answers are coded on a
range from 1 (not at all confident) to 5 (very confident). The Cronbach
alpha coefficient for this study was .92.

College-going outcome expectations. Outcome expectations were
assessed using the Student Outcome Expectation Scale (SOES; Landry,
2003). The SOES consists of 13 items pertaining to the potential positive
outcomes of attending university, with answers coded on a range from 1
(strongly disagree) to 4 (strongly agree). An example of an item is: “Getting
my undergraduate degree also means | will do better with the rest of my
life”. The Cronbach alpha coefficient for the present study was .79.

Vocational fit (congruence). Vocational fit/congruence with the study
program was measured with the 3 types of congruence indices recommended
by Holland et al. (1994): Hexagonal, lachan, and Zener-Schnuelle. The indices
were computed from the participants’ responses to the 66 items Activities
section of the Self-Directed Search (SDS; Holland et al., 1994) and were
based on two letters Holland codes. We used the official Romanian version
of the SDS, with the permission of the publisher. The psychometric properties
of the Romanian version of SDS are largely documented in Holland et al.
(2010). The method of computation of the indices is described in detail in the
technical manual for the SDS.

Satisfaction with the area of study. Satisfaction with the area of study was
measured with the Academic Major Satisfaction Scale (AMSS; Nauta, 2007).
This scale consists of 6 items assessing general satisfaction with the area of
study on a scale ranging between 1 (strongly disagree) and 5 (strongly agree).
One example of an item is “I feel good about the major I’ve selected”. The
Cronbach alpha coefficient for this study was .90. For the Romanian version,
we replaced the word “major™ in the items, because it does not have a
correspondent in the Romanian educational system, with “profil/specializare”.

Intention to drop out of the university. Dropout intentions were measured
with the item “l intend to drop out this faculty”, scaled between 1 (strongly
disagree) and 7 (strongly agree).
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The translation and adaptation process of the ABC scale, the SOES, and the
AMSS was conducted according to the guidelines for translation and adapting
tests published by the International Test Commission (2017). Specifically,
we employed a process of guided forward translation. Each of the authors
of the present paper translated individually each item. In the process, in
order to ensure the quality of the Romanian adaptation, we also used for
each of the items the Item Translation and Adaptation Review Form proposed
by Hambleton and Zenisky (2011). This is a 25-item checklist that assesses
the translation of the items on several dimensions, such as General, Item
format, Grammar and phrasing, and Culture. After the individual translation, the
team reunited and analyzed the results and reached a final version of the items.

3. Results

Means, standard deviations, reliabilities, and correlations among variables
were computed with IBM SPSS Statistics 22 (IBM Corp, 2013). The results
are shown in Table no. 1. Mediation analysis was performed using both the
Process macro in SPSS (Hayes, 2013) and Mplus7 (Muthén & Muthén,
1998-2012). Full models were tested with Mplus.

Table no. 1. Means, standard deviations, reliabilities, and
correlations among variables

Correlations

Variable M o) Alpha 1 2 3 4 5 6 7
1 | Self-efficacy 92.34| 16.50 .92 -
2 | Outcome expectations 41.32| 4.68 .79 33+ -
3 | Satisfaction with area of 2414 asa .90 .30** .35%*

study
4 | Dropout intentions 149 | 1.02 - -17* -.30%* -.68** -
5 | lachan index 16.54| 851 - .16* .01 .20% -.26%* -
6 | Hexagonal index 3.05 | 0.90 - .06 -.08 12 -13 67 -
7 | Zener-Schnuelle index 344 | 280 - A7 -.01 .16* -.20%* .90** 54r*

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

First, because the significant correlations conditions were met, we performed
the mediation analyses to test H1 and H2 (Figures 1 and 2). Self-efficacy alone
is related with satisfaction with area of study, b = 0.09, t(165) = 4.07, p <.001.
Self-efficacy alone is related with dropout intentions, b =-0.01, t(165) = -2.16,
p <.05. Satisfaction with area of study alone is related with dropout intentions,
b=-0.15, t(165) =-11.43, p < .001. The direct effect of self-efficacy on dropout
intentions becomes statistically insignificant once we consider satisfaction with
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area of study. The Sobel test in this case supports mediation (z = -3.82, p <
.001). For H2, outcome expectations alone are related with satisfaction with
area of study, b =0.36, t(165) = 4.81, p < 001. Outcome expectations alone are
related with dropout intentions, b = -.07, t(165) = -4.04, p < 001. Satisfaction
with area of study alone is related with dropout intentions, b =-.14, t(165) =
-10.63, p <.001. The direct effect of outcome expectations on dropout intentions
becomes statistically insignificant once we consider satisfaction with area of
study. The Sobel test in this case supports mediation (z = -4.37, p <.001). In
conclusion, the results presented above show that in both cases, satisfaction
with area of study is a full mediator and H1 and H2 are supported by the data.

[Satisfaclion with are:

of study
OGQ EE L]

Acodemic;skills sela )f Dropout intentions
efficacy J l P

-0.01* (0.00)

4

Note: * p<.05, *** p<.001

Figure no. 1. Results of the mediation analysis, with satisfaction with area of
study as a mediator between academic skills self-efficacy and dropout intentions

Satisfaction with area
of study

036*** '0.14***

Co”ﬁgc‘gl‘iﬂs 1 >[ Dropout intentions ]
outcome expectations J L
-0.07%*%* (-.02)

Note: *** p<.001

Figure no. 2. Results of the mediation analysis, with satisfaction with area of
study as a mediator between college-going outcome expectations and
dropout intentions
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Furthermore, we tested different models in Mplus, in order to explore if
vocational congruence has an incremental value over the social-cognitive
factors in the prediction of dropout intentions. We used the lachan and Zener-
Schnuelle indices (the Hexagonal index was not used, because it was not
related to the other variables).

In the first model (M1), we included the two mediations described above.
Additionally, we included a path from self-efficacy to outcome expectations,
which has been consistently supported in the literature (Lent & Brown,
2019). In the second and third models (M2 and M3, respectively), in addition
to M1, we included a path from vocational congruence (lachan and Zener-
Schnuelle, respectively) to satisfaction with area of study, because Holland’s
theory postulates that vocational congruence is a predictor for academic/job
satisfaction. In the fourth and fifth models (M4 and M5), we also added a
path from vocational congruence (lachan and Zener-Schnuelle, respectively)
to dropout intentions. For all models, we used latent variables. The fit indices
for the 5 models are presented in Table no. 2. The results show that M1 has
the best fit. M2 is not well fitted. In M3 and M5, although the fit indices are
almost adequate, the paths from the Zener-Schnuelle congruence index are
not significant. In M4, the paths from the lachan congruence index are
borderline significant (p <.05). In conclusion, the best fitting model based
on our data is M1, while models including congruence indices do not bring
an increment in the prediction of dropout intentions. The visual representation
of this model is shown in Figure no. 3.

Table no. 2. The goodness of fit statistics for the five variants of models of
prediction of dropout intentions

2

Df CHI TLI RMSEA SRMR WRMR
M1 118.260* 6 0.999 0.998 0.013 (0.000-0.154) 0.020 0.319
M2 145.634* 9 0.966 0.925 0.083 (0.000-0.160) 0.032 0.500
M3 142.723* 9 0.980 0.955 0.063 (0.000-0.144) 0.028 0.477
M4 145.634* 9 0.994 0.983 0.040 (0.000-0.142) 0.021 0.345
M5 142.723* 9 0.993 0.979 0.044 (0.000-0.144) 0.024 0.400

Note. * p < .0001
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Figure no. 3. Structural path coefficients for M1

4. Discussion

The present study investigated the mediating effect of the satisfaction with
the area of study in the relationships between self-efficacy and dropout
intentions and between outcome expectations and dropout intentions; we
also investigated whether Holland’s congruence indices could be added to
these models, for a better prediction of dropout intentions.

Both mediation hypotheses were supported by our data. This is in line with
previous studies that investigated the SCCT integrative model (Lent et al.,
2015; Lent et al., 2016). Those studies did not explore as outcome dropout
intentions, but rather persistence intentions in the chosen area of study.
Exploring dropout rather than persistence as an outcome makes more sense
in Romania, because of the particularities of this context.

There are two specific features in our results that need to be discussed. In
studies by Lent et al. (2013), Lent et al. (2015), and Lent et al. (2016),
academic satisfaction was a partial mediator, while in our study it is a full
mediator. All the effect of self-efficacy and outcome expectations is indirect,
going through satisfaction with the area of study. While in previous studies
self-efficacy emerged as the strongest predictor of intended persistence,
for the Romanian sample, the strongest predictor is satisfaction with the
area of study. This could be explained by the methodological design because
self-efficacy and outcome expectations were assessed at the beginning of
the freshman year, while satisfaction with the area of study and dropout
intentions were assessed both at the same moment, after 6 months.
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Second, in previous studies, self-efficacy turned out to be the best predictor
for academic satisfaction and persistence. In some studies, especially in
longitudinal ones (Lent et al., 2016; Morris & Lent, 2019), outcome
expectations were not even a significant predictor. One interesting fact is
that for our sample, outcome expectations are stronger predictors than self-
efficacy for satisfaction with area of study (r2=.12) and intention to dropout
(r?=.09). This explanatory power is even more relevant as it is obtained in
a longitudinal design. This means that the satisfaction of students with their
area of study comes less out of the feeling of capability, but rather out of
working towards a goal (i.e., the expectation of things to happen after
graduation). Future studies should investigate this characteristic in more
depth. Cultural differences may play a part in this. For example, in common
language in Romania, everybody asks: “what will you become after graduating
from this faculty?” and not “what will you know/what will your competence
be after graduating?”.

The Holland congruence index is a predictor of dropout intentions in the
form of lachan and Zener-Schnuelle indices; the Hexagonal index is not a
predictor of dropout intentions. The explanation could lie in the computation
method for the 3 indices, with only 2 letter codes being computed for the
lachan and Zener-Schnuelle indices. Our results show that the only model
in which there are significant paths from the Holland congruence indices to
criteria is M5 — from the lachan index to satisfaction with area of study and
intention to drop out. However, the fit indices of the model are not better
than those without the lachan index, so our conclusion is that the congruence
index does not bring an increment over social cognitive variables in explaining
dropout intentions so that a model comprised only of social cognitive variables
is explanatory enough.

4.1.  Theoretical and practical implications

To our knowledge, this is the first study using the SCCT academic integrative
model for the Romanian population. The study adds to the SCCT literature
and validation studies by replicating the paths between the social-cognitive
variables in a new culture. Also, although the model has been used in
predicting persistence, this is the first longitudinal study that addresses dropout
intentions.
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Recent literature recommends combining the SCCT with other theories in
explaining vocational behavior (Brown & Lent, 2019). In our study, we
combined the SCCT with Holland’s theory. The results show that although
they are both very valid and well-studied theories in explaining human decision
making, they are not useful when used together, at least for our criterion: the
SCCT does a well enough job on its own in explaining dropout intentions.

The practical implications of this study are important, because of the need to
devise interventions that decrease university dropout. The present
investigation focused on socio-cognitive variables provides some answers in
this respect. Our results show that academic self-efficacy and especially
outcome expectations predict satisfaction with the area of study, which in
turn predicts intentions to drop out. Consequently, the practical implication is
that one way for universities to decrease students’ intentions to drop out is
to build their self-efficacy and outcome expectations in the first semester of
the freshman year. A screening testing regarding these variables could be
conducted in the first weeks at the university, as part of an “integration
month” type of program. Group activities should be organized, in which
students should be made systematically aware of the positive outcomes
generated by graduating from university in general and from their specific
area of study in particular. In these activities, academic staff should describe
the opportunities awaiting after graduation, present possible jobs, organize
conferences with the university alumni, etc., all with the goal of making
students aware of the fact that they are in the right place that can help them
to build their desired future. For those students scoring low on self-efficacy
and outcome expectations, individual career counseling programs could be
implemented. All these activities could be organized by the Career counseling
and guidance centers available in universities.

One problem that should be addressed is the funding of these activities. The
Ministerial document that governs the functioning of the career counseling
and guidance centers (H.G. 650/2014) states a minimum ratio of a counselor/
psychologist per 2000 students. In practice, this number is reached by very
few of the higher education career counseling centers. Another approach
recommended in the literature is computing the return of investment for
these activities (Johnson, 2000). They are legitimate, economically speaking,
only if the amount of money lost from student dropout is higher than the
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amount spent on dropout interventions. Other sources of funding could be
used for these types of activities.

4.2. Limitations and future studies

Several limitations should be mentioned. First, we studied intentions rather
than actual drop out. There is no way of knowing how many of the
participants will actually drop out. SCCT studies often mention as a limitation
the fact that intention/goals are studied intensively, but few studies investigate
the actual actions/implementation of career actions (Lent & Brown, 2019).
Stronger designs are also warranted, e.g. studies should investigate
longitudinally one entire generation from a university area of study and explore
retrospectively what combination of social-cognitive factors better predict
academic dropout. However, this might prove to be challenging, because as
the students become less and less involved in academic activities, they are
also less prone to take part in psychological studies organized by the university.
Another limitation is the small number of participants. Third, we draw attention
to the sex distribution of our sample, containing many more female than
male students; this may be a significant insofar as we know that there are
differences between men and women with regard to types of preferred
interests (Holland et al., 1994). Fourth, we used congruence indices based
on two-letter Holland codes for the lachan and Zener-Schnuelle indices,
which might restrict the range of possible scores for these indices. It was
not the case for the Hexagonal index, which is based only on the first letter.
We did this because we compared individual codes with those of the possible
qualifications offered by different areas of study, which can be very diverse
with respect to secondary interest influences. More extended studies could
use 3 letter indices.

The present study establishes a good replication of the most important
relationships in the SCCT academic integrative model in a longitudinal design
for a Romanian sample of freshmen students. It should be the base for
further investigation into other variables from this model, such as
environmental supports and barriers and personality traits. The results also
inform future efforts by universities to build outcome expectations and self-
efficacy in order to prevent dropout.
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Rezumat

Impunerea si controlul actului de Tnvatare fac uz de emotiile auto-reflexive de rusine
si vinovatie ale scolarului mic, acestea generand simptomatologie, comportamente
si atitudini asociate anxietatii (frica de evaluare, frauda — ca forma a fricii de esec,
teama de a vorbi Tn fata clasei, teama de a adresa intrebari etc.).

Tulburarile de anxietate tind sd Inceapa devreme Tn viata si dau nastere unei cascade
de consecinte negative pe termen lung. O meta-analiza a varstei de debut pentru
tulburdrile de anxietate arata ca anxietatea de separare si fobia specifica au o varsta
de debut de la 10 la 11 ani si indica faptul ca anii de scoald primara ar putea fi o faza
de risc semnificativa pentru dezvoltarea tulburdrilor de anxietate.

Cercetarea a fost condusa in perioada ianuarie 2018 - mai 2019 in 10 localitati urbane
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Personalului Didactic, Universitatea Spiru Haret, Bucuresti, Romania.



214

si rurale, in randul a 341 de copii din 20 de institutii de Tnvatamant din Romania, dar
si a parintilor acestora si a cadrelor didactice (23 de respondenti), utilizand ancheta
pe baza de chestionar omnibus, pentru masurarea nivelului corelatiilor dintre rusine,
vinovatie si simptomele clinice asociate anxietatii la scolari.

Un obiectiv al cercetérii a fost verificarea masurii In care anxietatea este observabild
n familie si in sistemul educational. Analiza datelor a relevat o corelatie Tntre rusine
si vinovdtie si comportamentele marcate de anxietate. Totodatd, s-a constatat ca nu
exista diferente de manifestare a simptomelor anxioase Tntre mediul scolar si cel
familial si ca — Tn general — parintii si cadrele didactice pot observa caracteristicile
comportamentale si atitudinale ce semnaleaza prezenta anxietatii.

Cuvinte-cheie; anxietate, mediu educational, rusine, vinovatie.

Abstract

Imposing and controlling learning actions which use the self-reflective emotions
of shame and guilt of the school students, generate symptoms, behaviors and
attitudes associated with anxiety (fear of evaluation, fraud — generated by fear of
failure, fear of speaking in front of the classroom, fear of asking questions, etc.).

Anxiety disorders tend to start early in life and give rise to long-term negative
consequences. A meta-analysis of the onset age for anxiety disorders shows that
separation anxiety and specific phobia have an onset 10 to 11 years of age and
indicates that elementary school years could be a significant risk phase for the
development of the anxiety disorders.

The research was conducted between January 2018 and May 2019 in 10 urban
and rural communities in Romania. 341 school children aged between 5 and 12
years old, from 20 Romanian educational institutions, participated together with
their parents and teachers (23 respondents), using an omnibus questionnaire
which measures the level of correlations between shame, guilt and clinical
symptoms associated with anxiety in children.

One of theresearch objectiveswasto verify the extent to which anxiety isobservable
in the school and family environment. The results revealed a correlation between
shame, guilt and anxiety. At the sametime, it wasfound that there wereno differences
between school and family environment in terms of anxiety symptoms, and that - in
general - parents and teachers could observe the behavioral and attitudinal
characteristics that signal the presence of anxiety.

Keywords: anxiety, educational environment, guilt, shame.
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1. Studii si cercetari cu privire la rusine si vinovatie

Rusinea si vinovatia ajuta oamenii sa evite sa faca greseli? Este intrebarea
cu care Tncepe raportul unui studiu din 2015 cu privire la inclinatia copiilor
pentru rusine si vinovatie ca predictor in comportamente riscante si ilegale
la véarsta adultd (Stuewig et al., 2015). Stuewig, Tangney si Dearing au studiat
rusinea si vinovatia pe parcursul a mai multe decenii si au aratat ca persoanele
care au tendinta de a simti rusine in exces au adesea o stima de sine scazuta
(ceea ce Tnseamnd, deopotriva, cd stima de sine crescuta poate proteja
persoana de sentimentele de rusine excesive). Tangney si Dearing (2002)
sunt printre autorii care au descoperit ca predispozitia la a resimti rusine in
exces poate creste si riscul pentru alte probleme psihologice.

Cercetdri empirice si teoretice recente au facilitat crearea unor distinctii
conceptuale puternice intre rusine si vinovatie. Anterior ultimelor decenii,
rusinea si vinovétia au fost utilizate in mod substantial nediferentiat, acum
fiind recunoscute ca emotii distincte ce promoveaza tendinte de actiune sau
motivatii diferite. Nerespectarea comportamentului considerat social dezirabil
si adecvat, precum si tensiunea acumulatd Tn anticiparea acestor emotii,
poate predispune o persoana sa simtd vinovatia sau rusinea (Ferguson et al.,
2000). Desi contin caracteristici de baza similare, autorii sunt de obicei de
acord ca rusinea si vinovatia sunt emotii diferite, descriu propriile relatii,
antecedente si consecinte in sdndtatea mintala (Tangney et al., 2007).

O perspectiva clara asupra acestor distinctii a permis dezvoltarea unei
literaturi de specialitate care vizeaza evaluarea asocierilor diferentiale dintre
rusine si vinovatie, cu simptome anxioase si depresive. Tntr-un studiu din
2009, au fost analizate Th mod special efectele predispozitiei la rusine asupra
simptomelor depresive la preadolescenti si adolescenti. Proiectul a cuprins
aproximativ 140 de voluntari cu varste cuprinse intre 11 i 16 ani si a descoperit
ca adolescentii care au prezentat o mai mare predispozitie de a resimti rusine
aveau, de asemenea, mai multe sanse sa aiba simptome de depresie (De
Rubeis & Hollenstein, 2009). Este evidentiatd, de asemenea, o legaturd intre
predispozitia de a resimti rusine si anxietate, tulburarea de anxietate sociald
si tulburarea de anxietate generalizata (Fergus et al., 2010). Rusinea excesiva
este asociata cu probleme de anxietate sociald, ruminatie, depresie (Ferguson
etal., 1999).
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Pentrua experimenta rusinea si vinovatia este necesar un nivel de constiinta
de sine si deci de reflectare asupra sinelui, intelegerea de norme si valori,
precum si responsabilitatea de a le respecta (Kim et al., 2011; Tracy, Robins
& Tangney, 2007). Asadar, rusinea si vinovatia sunt asezate in categoria
»ematiilor auto-reflexive” (Tangney, 1990). Fata de emotiile de baza sau
primare, cum ar fi furia, mania, bucuria si fericirea, emotiile auto-reflexive
implica mai multd complexitate cognitiva si, prin urmare, sunt experimentate
mai tarziu in dezvoltare (Kimetal., 2011). Emotiile auto-reflexive presupun
dezvoltarea constiintei de sine, a reprezentarii de sine si Tntelegerea
standardelor utilizate in comparatia sociala cu alti cameni, aparand mult mai
tarziu decat emotiile primare sau de baza (de exemplu, frica — opt-zece luni;
furie — patru-sase luni; bucurie — trei luni) (Stanculescu, 2011).

Unele emotii auto-reflexive Tncep a se dezvolta in cel de-al doilea an de
viatd, dar majoritatea, inclusiv vinovatia, apar in cursul celui de-al treilea an
(Stanculescu, 2011).

Sentimentele de vinovatie semnaleaza un comportament inacceptabil sau
indezirabil social si motiveaza actiuni reparatorii pentru a usura tensiunea
creata (Lewis, 1971; Tangney etal., 2007). Vinovatia este recunoscuta pentru
aconsolida legaturile sociale si atasamentul, trezind dorinta pentru apropierea
de ceilalti (Baumeister et al., 1994; Ferguson et al., 1991).

Aceasta emotie apare ontogenetic dupa varsta de doi ani, cand copilul este
capabil sa inteleaga ca se afla intr-o stare de dependenta de ceilalti (parinti),
de sprijinul si iubirea lor. Atunci cand intensitatea vinovatiei este
disproportionatd, este posibil sa se transforme ntr-o experienta coplesitoare.
Capacitatea de a simti culpabilitatea, la un nivel adecvat gravitatii situatiei
care provoacad emotiile de vinovatie, reflecta inceputul maturitatii afective si
capacitatea de a realiza relatii interpersonale sanatoase (Stanculescu, 2011).
Alte studii aratd ca vinovatia a fost asociata cu mijloace constructive de
combatere a furiei (Tangney & Dearing, 2002; Tangney, Wagner, Hill-Barlow,
Marschall & Gramzow, 1996), cu comportamentul prosocial (Menesini &
Camodeca, 2008; Olthof, 2012) si niveluri scazute de agresiune (Roos et al.,
2011; Roos et al., 2014; Tangney et al., 1992; Tangney et al., 1996). O lipsa
cronica de vinovatie este un semn distinctiv al unei tinereti extrem de agresive
(Frick & White, 2008).
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Asadar, experienta vinovatiei este adesea insotita de un sentiment de tensiune,
de remuscare si de regret pentru actiunile care au incalcat normele si, in loc
sa provoace raspunsurile defensive si de represalii care sunt caracteristicile
rusinii, acest sentiment de tensiune si regret tinde sa motiveze actiunea
reparatorie, ca de exemplu, marturisirea, scuzarea, reparatia (De Hooge et
al., 2007; Ketelaar & Au, 2003, Lewis, 1971; Sheikh & Janoff-Bulman,
2010; Tangney, Miller, Flicker & Barlow, 1996; Tangney et al., 1996).

Unii autori considera ca este posibil ca sentimentele de vinovétie sa fie mai
predispuse la schimbari constructive ale comportamentului viitor, deoarece ceea
ce este n discutie nu este un sine defectuos, ci un comportament defectuos.

Privitor la sentimentele de rusine, cei mai multi autori sunt de acord ca sunt
generate de evaluarea negativa a sinelui. Aceasta implica confruntarea cu
ceea ce ei numesc ,,identitate nedoritd” (Olthof et al., 2000) si teama pentru
evaluarile sinelui nedorit de céatre ceilalti. Sentimentele de rusine implica o
concentrare dureroasa asupra sinelui, iar experienta rusinii este adesea insoftita
de un sentiment de lipsa de valoare, neputinta, micsorare si expunere (Tangney
etal., 1992).

Deoarece rusinea este greu tolerabild, oamenii aflati th mijlocul unei experiente
rusinoase recurg adesea la oricare dintre o serie de modalitati defensive,
precum cautarea de a ascunde faptele sau pe sine, sau incercarea de a
scapa de sentimentul rusinos negand responsabilitatea (Lewis, 1971; Lindsay-
Hartz et al., 1995; Tangney et al., 1996). Un alt comportament frecvent in
situatia rusinii coplesitoare este cel de externalizare a vinovatiei si de aimplica
pe ceilalti ca fiind responsabili de actiunea care de fapt le apartine (Stuewig
etal., 1996; Stuewig et al., 2010). Asocierea cu comportamentele agresive
este si ea bine documentatd, indicand ca rusinea excesiva conduce la
comportamente de furie, actiuni irationale in care Ti implica pe altii si care
pot ajunge uneori la actiuni excesiv de agresive si distructive (Tangney et
al., 1996).

Unii autori sugereaza (Stuewig et al., 2010) ca rusinea ar trebui sa fie pozitiv
legata de agresiune, in timp ce vinovatia poate servi drept factor de protectie,
Cu toate ca aici autorii considera ca sunt necesare studii mai aprofundate
pentru clarificari.
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Cercetarile au mai aratat ca tendinta de a experimenta rusinea este asociata
Ccu o varietate de probleme psihologice: anxietate, depresie, comportamente
obsesiv-compulsive, psihotism, precum si tulburare de stres posttraumatica
(Ferguson et al., 2000; Orth et al., 2006; Tangney et al., 1992).

Un studiu obtinut din meta-analiza a 108 cercetdri care au angajat 22.411
participanti (Kimet al., 2011) s-a concentrat pe a rezuma cantitativ amploarea
asocierilor rusinii si vinovatiei cu simptomele depresive. Astfel, au fost
nregistrate asocieri semnificativ mai slabe ale vinovatiei decét ale rusinii, cu
simptomele depresive. Pe de alta parte, asocierea vinovatiei cu simptomele
de depresie a fost nediferentiata statistic de asocierea a doua variante
inadaptative ale vinovatiei: vinovatia contextual-inadaptativa, implicand
responsabilitatea exagerata pentru evenimente incontrolabile, si vinovatia
generalizatd, care inunda, implicand vinovatia separata de contextele concrete.

Tn general Insd, se pare cé rusinea este adesea emotia mai distructiva. Putem
afirma, asadar, ca parintii si profesorii, precum si toti cei implicati in cresterea
si educatia copiilor, ce doresc sa Thcurajeze un comportament de raspuns
constructiv al copiilor, ar fi bine sa evite utilizarea metodelor de interactiune
(Tn cadrul procesului didactic si al parentajului) care conduc la rusine si
vinovatie, alegand tn schimb s& 1i ajute pe copii sa inteleaga efectele actiunilor
lor asupra celorlalti si sa produca actiuni reparatorii si auto-corective.

Donald L. Nathanson (D.L. Nathanson, interviu, 8 Septembrie 2003), un
autor consacrat al domeniului de studiu privind rusinea si vinovétia, creator
al modelului teoretic denumit ,,Busolarusinii”, in interviul privind rolul afectelor
n Tnvatare, respectiv modul cum rusinea exacerbeaza dificultatile de citire,
face o observatie pertinenta: cand ne gandim la educatie - spune el - si la
procesul de educatie, deseori actionam ca si cum educatia este doar despre

felul in care un copil primeste informatii si le prelucreaza.

Spre surprinderea majoritdtii oamenilor, educatia se refera si la emotie, spune
autorul. Momentul rusinii 7i face pe copii sa nu poatd gandi clar. Nathanson
numeste acest moment ,,soc cognitiv” si Tl pozitioneaza intr-un tablou de
mecanisme fiziologice. Socul cognitiv produce reflectarea asupra si a altor
experiente pe care copilul le-a avut legat de aceasta rusine. Experiente de
ineficienta, inadecvare, nepregatire inunda si, dintr-odata, mentalul nu mai
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este focalizat asupra materialului tiparit pe pagina sau asupra sarcinii, ci este
confruntat cu o multime de experiente similare legate de rusine si care au
de-a face cu acel sine indezirabil, cel mai rau sine posibil.

Tntr-o situatie de Tnvatare Tn clasd, acel moment de rusine poate deveni
coplesitor pentru copilul care se poate simti expus. Situatia difera atunci
cand Tnvatarea are loc ,,unul-la-unul” acasa, alaturi de persoane care ofera
siguranta si sustinere, momentul de rusine nefiind atét de toxic. Dar cand
este la scoald si invatarea are loc in clasa, pentru copil exista riscul constant
de rusine, greselile sale sunt subiectul discutiei intre colegi, al corectiei aspre
sau inferiorizante, rezultatul cu valoare scazuté deseori fiind identificat cu
persoana copilului. Pentru copilul care este n proces de Tnvétare a citirii, 0
performanta slaba poate duce la teama de a nu fi asimilat si redus la ea.

Cu cat un copil are mai multe probleme de citire intr-o situatie de clasa,
continua Nathanson, cu atat este mai probabil ca acesta s& experimenteze
rusine si sa afecteze interesul normal pentru activitatea de lectura. Retragerea
ca raspuns la rusine este una din cele mai frecvente atitudini. Mai mult,
rusinea experimentata frecvent adanceste incapacitatea: cu cat mai des
copilul experimenteaza Tntreruperea de la exersarea lecturii, pe care 0
realizeaza ocupandu-se cu sentimentele de rusine, cu atat mai putin sau mai
lent va evolua in Tnvatare. Nathanson arata ca raspunsul normal la rusine
este accentuarea ambiguitatii si a confuziei.

Experientele legate de rusine ofera copilului raspunsuri despre cine este el si
are consecinte uriase asupra modului n care se vede in raport cu ceilalti; ca
urmare, spune Nathanson, 7l obliga la a se apara de acest sentiment negativ
intr-o serie de moduri pe care le numeste ,,Busola rusinii” (Compass of
Shame). Cei patru poli ai Busolei rusinii sunt: retragerea, atac asupra
sinelui, evitarea si atac asupra celuilalt. Destul de curand, copilul invata
toti cei patru poli. Rolul lecturii Tn acest context este destul de important,
considera autorul Busolei, pentru cad este experienta majora pe care 0 au
copiii cand intra in procesul de educatie si, daca se confrunta cu esecul si nu
pot citi, atunci ei sunt expusi unei cantitati inutile de experienta legatad de
rusine, pe care trebuie sa o depaseasca, atunci cand ei sunt cel mai putin
priceputi la a gestiona sentimentul complex care este rusinea.



220

Societatea oferda multe modalitdti de a repara situatiile care provoaca vinovatie,
inclusiv scuze, plata unor penalitéti financiare si executarea unor pedepse; in
acelasi sens, ritualurile religioase, cum ar fi confesiunea, spovedania, pot ajuta,
de asemenea, sa ne confruntam cu vinovatia, de aceea copingul legat de vinovétie
este adesea mai facil decét depasirea rusinii. Rusinea are o persistenta mult mai
daunatoare pentru ca pare ca este mult mai usoara acceptarea unor
comportamente daunatoare sau indezirabile decat acceptarea de sine.

2. Studiu asupra emotiilor auto-reflexive de rusine si
vinovatie ale scolarului mic Tn mediul scolar si familial:
relatia cu dezvoltarea simptomatologiei, comportamentelor
si atitudinilor asociate anxietatii

2.1. Obiective

Acest studiu a urmarit verificarea existentei unei corelatii intre nivelul rusinii si
vinovatiei si comportamentele / atitudinile marcate de anxietate la copiii scolari,
verificarea masurii in care anxietatea este observabila Tn familie si Tn mediul
educational, iar pe de alta parte, verificarea existentei unor diferente de
manifestare a simptomelor anxioase la copil in mediul scolar fata de cel familial.

2.2. Caracteristicile lotului de respondenti

Avand Tn vedere ca cercetarea a implicat copii, parinti si cadre didactice, a
fost urmarita respectarea confidentialitatii, prin reducerea datelor de
identificare consemnate (de exemplu, pentru copii s-au solicitat doar initialele
numelui si varsta), si prin solicitarea facuta respondentilor parinti, de asigila
n plic chestionarele autoadministrate.

Lotul de cercetare este compus din 341 copii, precum si parintii acestora
(341) si 23 de cadre didactice (invatatori si diriginti). Respondentii sunt copii
scolari cu varste cuprinse intre 5 si 12 ani, Tnrolati in clasele 1-5, provenind
din mediul urban si rural. Cercetarea a fost condusa in scoli din judetele
Prahova, Arges, Teleorman, llIfov, Dambovita, Giurgiu si Bucuresti, lotul de
respondenti copii fiind compus din 162 de fete (reprezentand un procent de
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47,5% din totalul participantilor) si 179 de badieti (reprezentand un procent
de 52,5%), cu 0 medie de varsta de 9,35 ani (std. dev: 1,643).

2.3. Metoda de cercetare

Studiul a utilizat 0 metoda cantitativa, respectiv ancheta pe baza de chestionar
administrat (copiilor scolari) si autoadministrat (pentru cadrele didactice si
parinti), astfel:

- unchestionar de tip omnibus administrat de catre operatorii de interviu
copiilor, contindnd: date factuale (genul, varsta, clasa), chestionarul Brief
Shame Guilt Questionnaire for Children (BSGQ-C — tradus si adaptat
dupa Novin si Rieffe, 2015, cu acordul autorilor), chestionarul Revised
Children’s Anxiety and Depression Scale (RCADS-25 for Children —
tradus si adaptat dupa Chorpita, Ebesutani si Spence, 2015, cu acordul
autorilor). Chestionarul BSGQ-C este compus din 6 itemi pentru
dimensiunea ,,Rusine” si 6 itemi pentru dimensiunea ,,Vinovatie”, in timp
ce chestionarul RCADS-25 for Children este compus din 25 de itemi
care masoara nivelul anxietatii si al depresiei la copii;

- chestionarul Revised Children’s Anxiety and Depression Scale for
Caregiver autoadministrat de catre parinti si cadrele didactice (RCADS-
25 for Caregiver —tradus si adaptat dupa Chorpita, Ebesutani si Spence,
2015, cu acordul autorilor). Chestionarul RCADS-25 for Caregiver este
compus din 25 de itemi care masoara nivelul anxietatii si al depresiei la
copii, evaluarea facandu-se prin intermediul parintilor si/sau cadrelor
didactice.

Atat instrumentul BSGQ-C, cat si RCADS-25 for Children si RCADS-25
for Caregiver, au inregistrat 0 buna consistentd interna dupa traducerea si
adaptarea n limba roméana (BSGQ-C: 4=.779; RCADS-25-Children 4= .864,
RCADS-25-Caregiver: a=.866).

2.4, Rezultate

Analiza datelor aratad ca rusinea nu coreleaza cu varsta, ceea ce Tnseamna
ca nivelul rusinii nu creste, ci tinde sa raméana constant in functie de varsta.
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Elementele de maturizare nu produc diferente, competentele crescute
provenite din evolutia Tn varsta nu arata si cresterea competentelor de
gestionare a raspunsurilor bazate pe rusine, in contextul situatiilor de viata.
Studiul arata ca, pana la varsta de 12 ani, copilul scolar nu are in mod

independent, fard indrumare specifica, capacitatea de a diminua raspunsurile
bazate pe rusine, atunci cand ele sunt disfunctionale.

Pe de alta parte, vinovatia coreleaza slab pozitiv, cu diferente semnificative, cu
varsta (r=.144, p=.008), copiii mai mari resimtind mai des sentimente de vinovétie.

Studiul a urmarit sa verifice masura in care anxietatea este observabild in
familie si Tn sistemul educational. Scorurile Tnregistrate de copii pentru
RCADS-25 (simptomele de depresie si de anxietate) au corelat mediu
semnificativ cu raspunsurile parintilor (r=.430, p=.000) si slab pozitiv, cu
diferente semnificative, cu cele ale cadrelor didactice (r=.245, p=.000). Totusi,
pentru 159 de copii din cei 341, rata mare a non-raspunsurilor din partea
cadrelor didactice, anularea unor chestionare pentru raspunsuri inconsistente,
precum si corelatiile de mai sus, arata o reticentd fie Tn exprimarea
raspunsurilor, fie in aprecierea situatiilor.

Studiul a urmarit, de asemenea, masura in care rusinea si vinovatia coreleaza
cu simptomele anxioase. Datele au aratat ca rusinea si vinovatia la copiii
scolari cu varsta pana in 12 ani coreleaza slab pozitiv, cu diferente
semnificative (rusine: r=.123, p=.023 si vinovatie: r=.256, p=.008), cu
simptomele anxioase si depresive (RCADS-25).

Totodatd, s-a constatat ca nu exista diferente de manifestare a simptomelor
anxioase intre mediul scolar si cel familial si ca — in general — parintii si
cadrele didactice pot observa caracteristicile comportamentale si atitudinale
ce semnaleaza prezenta anxietatii. Scorurile RCADS-25 pentru parinti si
pentru cadre didactice au corelat slab pozitiv, cu diferente semnificative
(r=.254, p=.000).

3. Concluzii, discutii si recomandari

O limita intalnita in evaludrile parinte — copil, care trebuie luata in discutie si
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n cercetarea de fatd, este datd de starea de moment a parintelui, atunci
cand acesta relateaza anumite comportamente si simptome (Friedberg et
al., 2013). Cu alte cuvinte, corelatia slab pozitiva dintre raspunsurile date de
copil si cele date de parinte poate fi generata si de dispozitia acestuia din
urma. Diferentele de evaluare copii — parinti — profesori sunt date de motivatiile
si obiectivele diferite: parintii pot privi evaluarea ca pe un proces de
identificare a problemelor, copiii pot avea ca scop minimizarea problemelor
etc. Totodata, autorii au mai aratat ca, in timp ce parintii privesc copilul ca
fiind sursa problemei respective, copilul priveste problema ca tinand de un
alt context; alte studii au aratat ca parintii tind sa evalueze mai corect
comportamentele si problemele de externalizare, in timp ce copiii pot relata
cu acuratete propriile trairi emotionale (Friedberg et al., 2013).

Cu toate acestea, se recomanda n evaluarea clinica a copiilor cu privire la
manifestarile anxioase si utilizarea relatarilor parintilor. Prin identificarea
punctelor de convergenta si divergenta, autorii (Friedberg et al., 2013) au
aratat cum apar factori noi de luat in calcul pentru o interventie, cum ar fi:
masura in care parintii tind sa minimalizeze sau sa amplifice simptomatologia
copilului, precum si masura in care copilul poate sa-si observe propriile
comportamente si trairi. Tn plus, atunci cand atat parintele, cat si copilul au
scoruri asemanatoare pentru un anumit item, aceasta constituie o dovada
clard ca acea problema este relevanta pentru studiu.

Comparativ cu studiile mentionate, lucrarea de fata include si cadrele
didactice. Desi prezinta limitari precum cele arédtate mai sus, datele studiului
sunt consistente Tn legatura cu posibilitatea parintilor si a cadrelor didactice
de a observa tabloul manifestarilor anxioase la copil. Cu toate acestea,
raspunsurile cadrelor didactice au corelat mai slab cu raspunsurile copiilor
decét cele ale parintilor. Rata mare a non-raspunsurilor din partea cadrelor
didactice, anularea unor chestionare pentru raspunsuri inconsistente, precum
si corelatiile din analiza, sprijina concluziile noastre conform carora este
necesara sustinerea cadrelor didactice prin oferte de educatie psihologica
aplicata.

De asemenea, datele aratd ca nu exista diferente de manifestare a

sd manifeste aceleasi comportamente la scoala ca si acasa. Ca urmare, in
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ambele medii ei pot fi identificati timpuriu in legatura cu predispozitiile catre
anxietate si pot fi dezvoltate metode de preventie. De asemenea, 0 buna
comunicare i un parteneriat autentic intre scoala si familie ar putea confirma
observatiile ambelor parti sau aduce date noi.

Atat parintii cat si cadrele didactice au nevoie sa cunoasca importanta
emotiilor autoreflexive in procesele de Tnvatare, sa fie antrenati Th metode
de diminuare a comportamentelor de aparare negative ca raspuns la rusine
si vinovatie, cum ar fi retragerea, abandonul sarcinilor, izolarea, raspunsurile
agresive sau ostile.

Studiul a obtinut date care sustin perspectiva conform cdreia rusinea si
vinovatia la copiii cu varste cuprinse intre 5 si 12 ani pot fi asociate cu
simptomele anxioase si depresive, ca urmare discutiile care se deschid aici
pot fi conduse Th mai multe directii.

Utilizarea n exces de catre adultii responsabili de educatie a metodelor de
interactiune care predispun copilul la raspunsuri de rusine si vinovatie pare
sa facé parte dintr-o convingere traditionala ca rusinea si vinovatia sunt mai
degraba benefice dezvoltarii. Studiul de fata sprijina perspectiva in care
modalitatile de interactiune cu copilul in educatie sunt bazate pe identificarea
practicilor scolare, a actiunilor profesorilor si a interactiunilor dintre elevi
care genereaza rusinea, considerand ca acesta este primul pas n a face din
scoald un loc mai bun pentru tnvatare si dezvoltare. Urmatorul pas este
cautarea si promovarea strategiilor pedagogice alternative, care reduc sau
elimina raspunsurile marcate de rusine la copii (Monroe, 2009).

Facilitatori ai raspunsurilor marcate de rusine identificati Tn scoala includ
competitia academica, cultivata in detrimentul cooperarii, gruparea pe abilitati
si performanta, tehnici necorespunzatoare de managementul clasei,
ridiculizarea si intimidarea practicata intre colegi, dezinteresul, insensibilitatea
sau ostilitatea cadrelor didactice. La acestea se adauga atitudinea cadrelor
didactice, dar si a colectivului de elevi, fata de esecul academic. Se impune
aici, mai intéi, cultivarea la copii a unei cu totul alte perspective fata de ,,a
gresi” ca parte componenta a tnvatdrii.
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Tn aceasta perspectivé nu dorim s& diminudm raspunderea; copiilor ar trebui
sa li se solicite asumarea responsabilitatii pentru actiunile lor; totusi, asa cum
afirma Tangney si Dearing (2002, p. 184), ,,se pune accent pe comportament
Si nu pe persoana”. Mai concret, se recomanda evitarea tehnicilor de
disciplinare si de interactiune care se bazeaza pe ridiculizarea copilului,
criticarea cu sensul diminuarii si inducerii rusinii in conditii publice pentru a
controla comportamentul elevilor. Raspunderea pentru consecintele faptelor
este, de asemenea, un obiectiv al educatiei bazate pe dezvoltare, iar rusinea

si vinovatia Tn exces stimuleaza mai degraba comportamente contrare.
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