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Section 1 – EDUCATIONAL POLICIES
“New Education” Policy - An Integrative and Collective Approach to Early School Leavers in Romania

Mariana Iancu (*), 

14, Caporal Uşurelu Ion Street, Bucharest, District 5, Romania

Abstract

The ''New Education'' Policy meant to resolve the problem of early school leaving in Romania by preventing and reducing it is based on different ''actors'' which will act as a group, co-working with human resources, with a large public-NGOs-private partnership. This solution is centred on the needs of the children and their families, by assisting them with material and human resources, with the help of the local community and by respecting the law, this being liable to punishment with considerable fines due to the action of advocacy. The advantages of “New Education” policy are of social, medical, economical, financial etc. nature.

Keywords: early school leavers;  preventing early school leavers; reducing early school leavers;  ''New Education''  Policy; school mediator; NGO-School;  social ''actors''; impact; implementation; budget.

1. Identifying the problem of early school leaving and its size

One of the four educational standards established by the Lisbon strategy, that has to be achieved in the European Union, is to reduce the school abandon - early school leaving rate to a maximum of 10% by the end of 2010. "E.U. benchmark for 2020, the share of early leavers from education and training should be less than 10%"¹.

In 2008, while some U.E. countries reached or even overpassed this benchmark, like, for example, Croatia 3.7%, Poland 5 %, Slovenia 5.1 % , Czech Republic 5.6% and Slovakia 6 %, at the other end of the list are countries like Malta 39%, Portugal 35.4% and Romania 15.9% which displays a slight increase compared to 2007 when the percent was 14.9%.

"With the continued growth of early school leaving rate in primary and lower secondary school, it is still difficult to achieve the target set by the EU for 2010 - reducing the rate of early school leaving to 10%” says the report M.Ed.CT for 2007. 

Referring to the acknowledgement of a child's right to education, Article 28 of the Convention on the Rights of the Child (ratified in Romania by law nr.18/1990) mentions several objectives to be achieved in order to exercise this right "based on equality." These objectives include taking measures to encourage regular school attendance and reduce early school leaving rate. 

''Early school leaving negatively impacts students’ learning opportunities, position and future evolution on the labour market. Chances of getting a job by early school leavers are reduced as they do not possess basic skills and necessary knowledge and this affects their future integration on the labour market. Preventing and reducing the phenomenon will create the necessary conditions for reducing unemployment,  developing the levels of qualification, skills and increasing the competitiveness of  the human capital in Romania.''² mainly accounts for the problem of early school leavers in Romania according to the Human Resources Development County Operational Programme 2007-2013. 

In social terms, school abandoning is often associated with juvenile criminality, drug consumption, and disorganised family life. The main causes of early school leaving are economic, socio-cultural, psychological and pedagogical, religious, thus calling for a government policy based on an integrated solution to the problem of early school leaving in its complexity. Both prevention and control should be in the attention of public policies makers. ''The magnitude of the phenomenon requires a national approach to solve this problem adequately.''³ states the Human Resources Development County Operational Programme 2007 - 2013. 
2. Objectives of the "New Education'' policy

O1 – Preventing early school leaving: reducing the number of notices and decisions of expulsion due to high absenteeism by 147,000 by the end of 2012;

O2 – Reducing early school leaving from 14.9% to 10%, respectively by 141,550 cases by the end of 2012.

3. Identification of possible solutions
3.1. Solution 1 “Non-Governmental School”

The solution “Non-Governmental School” of prevention and recovery of early  school leaving is based on the public-NGOs partnership, by means of which specialized NGOs are assigned to solve the problem of early school leaving – as identified by M.Ed.C.T. – with a view to preventing and reducing early school leaving up to maximum 10% by the end of 2012. These NGOs will receive financial support. This possible solution originates from the experience and positive practice gained through various projects developed by international and national NGOs and their good results, as, for example, the Medical – Christian Philanthropically Association, the branch in Cluj. They have managed to recover 56% of the participating students. 

The programme has two main components in its structure – one aiming at preventing early school leaving and the other targeting the recovery of early school leavers. The two components will be implemented in each county throughout the country and each district in Bucharest within the National Union of all organizations of this kind. The solution has a technical-economic impact concerning the infrastructure and school network as there are no educational non-governmental entities in every county. Relevant are also  the financial aspects and material resources as significantly large funds are necessary for supporting the setup and function of 3,950 Non-Governmental Schools and the functioning of the existing 1050. The implementation of this solution at national level requires an approximate total sum of ~615,293,000 € ; costs / student - ~ 2,132 €. 

The social impact refers to: the impact on students who have already left school prematurely or are at risk of early school leaving, the impact on the employees, the families of those students, community and the impact at EU level.  The impact on the students who have already left school prematurely or are at risk of early school leaving implies: the educational recovery of 26 early school leavers and the prevention of early school leaving for 27 students in each of the two years meant for project development by setting up an after-school programme for those who have been given notices/decisions of expulsion. At national level, approximately 147,000 students at risk of early school leaving will benefit from preventive actions against early school leaving and 141,550 early school leavers need recovering. Such cases of early school leaving or at risk of are solved using the same “recipe” for everybody, without any differentiation, depending on the needs and means of students and their families and by spending additional resources (financial, material, energetic-human, temporal). Other aspects are the development of desirable social behaviour up to the social integration of early school leavers or at risk of, recovery of educational knowledge and skills up to the minimally acceptable educational standards set by the compulsory education, i.e. graduation of the ten compulsory study years, the development of moral principles and conduct up to alleviating anti-devious social tendencies. Students may use such preventive measures during their critical school periods, thus being able to remain enrolled in the full-time educational governmental system and preserve their chances of easily accessing higher education with lower human and psychological costs added to the previously mentioned financial or material expenditures. 

3.2. Solution 2 “The School Mediator”

According to Ministry Decree no 1539 on 19 July 2007 of MECT, several secondary schools are to be identified which require that school mediation services be provided by the school mediator pursuant to enforcing educational, socio-economic and cultural criteria as described in the decree methodology. The criteria target the disadvantaged ethnic groups only, especially Roma people. The profession of school mediator was introduced experimentally in Romania in 1990 by means of NGO projects with the purpose of facilitating the access to education for children coming from disadvantaged groups, especially Roma. The role of the school mediator is to establish the connection between school and community, to instil a positive attitude towards school in young Romani and to prevent the engendering of discriminatory attitudes and behaviours in educational institutions.

This positive experience has been brought about through PHARE RO 0104.02 programmes “Access to education for disadvantaged groups” with special focus on Roma people and PHARE 2003/005-551.01.02 programmes “Access to education for disadvantaged groups”. The profession of the school mediator has been officially acknowledged in Job Classifications in Romania.

As the mediators’ activity has lead to an improved school-community relationship, most schools having enjoyed the mediator’s work have made efforts to ensure the continuity of his/her activity even after the programme ended. Still, considering the three-fold increases of early school leaving rate in primary and lower secondary education in 2006 compared to 2000, according to previously cited statistical data, also shown in the Report on The Status of Education published in October 2007 by the Ministry of Education, Research and Youth, the use of this solution, namely the school mediator, will not contribute to a significant decrease in early school leaving up to 10%, according to Lisbon strategy, without it being a nodal point in a social network with multiple social “actors” specialized in intervening in certain components of the problem and without an integrated global student-centred solution to the problem, be it a case of early school leaving or at risk of. This is also the concern M.Ed.C.T expresses in the above mentioned annual Report for 2007. 

 This solution as well has a technical-economic impact, respectively consequences regarding the infrastructure and school network, consequences regarding financing possibilities and material resources – the annual increase in staff expenditure on mediators’ employment, mobility and equipment, elaboration and mass publication of some materials - school guides and auxiliary materials, informative materials for parents and students, school counselling and orientation. The implementation of this solution at national level requires an approximate total sum of ~ 40,000,000 €; costs / student - ~ 262 €. With a view to this solution to reducing early school leaving, I suggest the following regulations meant to improve the legal framework: validation of all typologies of early school leavers and students with a lot of absences, respectively those who have received notices/decisions of expulsion; employment of mediators, priority being given to disadvantaged groups (ethnic, rural, etc); possible employment of mediators by the Centre of Psychological-Pedagogical Assistance as well.  
This solution has also a social impact, namely the impact on students who have left school too early or are at risk of early school leaving and their parents, on the employees, community and at EU level. 

The social impact on early school leavers or students at risk of early school leaving:
One clear modality of reducing end-of-year failure or early school leaving is to take action at an early and very early age: all social typologies of students who have already left school early or are at risk of are targeted and not only the Roma people; the rate of enrolling in preschool education for Roma people is 4 times as small as the national rate, which means that the inclusion of Roma children in preschool education, or at least in the final year of kindergarten, must be encouraged; the larger number of Roma children who have left school completely or partially or are at risk of early school leaving because of notices/decisions of expulsion. In addition, there are other disadvantaged social categories requiring attention and action: there are more and more students coming from rural areas who do not complete the compulsory ten years of study, children coming from underprivileged families or children with disabilities requiring special education who represent disadvantaged social categories in great need for help. There are significant differences between children and families belonging to various social categories when it comes to insufficient hygiene and food, insufficient access to medical care, especially in disadvantaged areas (rural environment, poor locations, etc). Up to 83,961 children who have left school early or at risk of early school leaving will be able to be recovered by the end of 2012; 204,589 children who have left school early or are at risk of early school leaving will not be able to benefit from this workable public policy of reducing early school leaving up to 10% by the end of 2012. 

3.3. Solution 3 “The New Education”

3.3.1. Substantiating the solution

This last possible solution to early school leaving in the purpose of its prevention and diminishing is based on an integrated and collective answer to this problem which brings a large number of “actors” together in some intervention teams. They collaborate within human networks in a large public – non-governmental – private partnership. This solution to early school leaving is centred on the needs of the children and their families, specialized human and material resources and on the mechanisms available in the local community by complying with all applicable laws. However, these can be amended through advocacy. The intervention teams are mainly made up of form teachers, school managers, school inspectors, mediators, school councillors, psychologists, medical care providers, city hall clerks, representatives of city halls and local councils, the mayor, NGO managers and executives, police, managers and teachers working at the Children’s Palace/ Students’ Club. 

3.3.2. Involvement of social “actors”

How should the social actors of the educational intervention mainly get involved?

The form teacher should file reports for the targeted students and their families on the grounds of observations and information collected during their stay in school, have psychological-pedagogical sessions with their parents, organize extra school activities, devise attractive activities for those students to attend classes and integrate in the class. 

 The school manager functions as the representative when it comes to communication between institutions (for example, statistics of early school leaving cases, notices and decisions of expulsion) and within the institution between form teachers and parents, other teachers, medical care providers in schools, school councillors, etc.
School inspectors guide and supervise the targeted schools, namely those facing early school leaving, high number of absences illustrated in notices/decisions of expulsion, collect relevant statistical data in order to monitor the access to education and keeping children within compulsory education, account for initial and permanent training of teachers and mediators, perform advocacy for amendments to laws, promote the European dimension of education by strengthening tolerance and mutual respect, the importance of class attendance and the role of the school in the community.  

The school mediator is the nodal point of the network of human resources involved due to the following attributions: mediates the dialogue school-family-community, contributes to maintaining and developing the mutual respect and trust between school and community, provides the children who have left school early or are at risk of with a positive attitude towards school, prevents the engendering of discriminatory attitudes and behaviours in educational institutions, monitors the children who should be enrolled in the final year of kindergarten, but aren’t, in the community and supports the child’s family/legal tutors to take the necessary steps for having their child enrolled at least in the final year of kindergarten, monitors children who should be in school, but have never been enrolled, in their assigned territory, supports the development of assistance programmes meant to improve school performance (recovery programmes, programmes of personalized intervention, after school programmes, etc), collect relevant statistical data in order to monitor the access to education and keeping children within compulsory education, informs families on the school role and regulations on children’s participation in education, updates the database of children at risk of early school leaving, monitors their school and extra school activities thereby encouraging their participation in education, provides the school, the Centre of Psychological-Pedagogical Assistance (psychologists, psychological councillors) with all data collected in the community in order to identify the best solutions possible for ensuring children’s access to education and receives information from these social “actors” of the social intervention, helps families to open up to their community and promotes ethno-cultural characteristics in the school environment by getting involved in activities with parents/other community members and cultural activities etc. 

School councillors in Human Resources Centres advise lower secondary school students on their pursuing compulsory secondary education in a theoretical secondary school/vocational school/apprentice school. 

The psychologist/councillor: conducts psychological tests, councils students with problems, suggests the best solutions possible to families and the school management so as to recover the children who have never attended school or those who have left school early and the children with a lot of absences. Through counselling, they encourage children’s access to alternative educational programmes (enrolling in full-time mass education system, part-time courses), to one or several programmes which are logistic components, depending on their needs, support the development of assistance programmes for improving school performance (recovery programmes, programmes of personalized intervention, after school programmes) and council parents. 

 Medical care providers conduct specialized activities of consulting the students who must undergo such medical checkups and who will follow prescribed treatments or will be admitted to hospital if necessary

City hall social workers conduct social investigations, suggest adequate social assistance – social help for families, admissions to a public boarding school/school campus/family home/special school supervised by the General Department of Social Assistance and Child Protection/ non-governmental school, raises parents’ awareness through punishing pecuniary measures (withdrawal of the child’s state allowance/fine/community work for those lacking money) if necessary (they keep their children at home to do house chores or because of parochial mentalities such as “school is no good”, etc), advocacy for amendments to the law.

Local Council and the Mayor are involved, pursuant to Law No 215 of Public Local Administration, in helping families with social problems, raising awareness in the case of irresponsible parents, providing student transportation “from/to home” by school buses in rural areas, advocacy for amendments to the law.
NGO managers, executives and employees provide accommodation, meals, recreational facilities, help with homework for early school leavers who are guided towards their organizations if their parents lack financial means even with the financial help from the city hall, and the community does not have a school campus/boarding school/family home/special school.
The police offer expertise and eliminate some causes of early school leaving/a lot of absences, such as association with the wrong company of people,juvenile delinquency or drug consumption through investigations,filing reports on abusing parents, etc. 

The manager and teachers working at the Children’s Palace/Students’ Club: provide extra school activities, even an alternative education with individualized recovery activities, depending on students’ needs, which are the counterpart of certain subjects studied in lower secondary schools or vocational schools within formal education. 

The coordinator in charge of solving early school leaving by preventing and reducing it through the public policy “New Education” and responsible for implementing strategies and solutions at county level meant to ensure the access to education for disadvantaged groups is the representative of M.Ed.C.T. in counties and in Bucharest, respectively of the County School Inspectorate/School Inspectorate in Bucharest through their delegated inspector. 

The private partner supports the families of early school leavers or students at risk of early school leaving by offering social assistance, facilitating the inclusion of some students in the free educational system or by supporting them in private educational institutions. 

The attributions assigned to social “actors” can be detailed and completed in the job descriptions. 
3.3.3. The impact of the solution

3.3.3.1. Technical-economical impact 

a) consequences on the infrastructure and school network:

● improved institutional framework: equipped rooms on the premises of inspectorates/schools/adjacent educational centres which are necessary for intervention teams gatherings and conduct of activities, renovation of some rooms for that purpose, renovation and design of some rooms for conducting and developing counselling programmes such as “School after school” or “Second chance”, setting up (where it does not exist) a digital network for fast, easy and sustainable communication;

● improved legal framework: with a view to this solution to reducing early school leaving, I suggest the following regulations meant to improve the legal framework: validation of all typologies of early school leavers and students with a lot of absences and also the students who have received notices/decisions of expulsion; employment of mediators, priority being given to disadvantaged groups (ethnic, rural, etc); possible employment of mediators by the Centre of Psychological-Pedagogical Assistance as well. 

b) consequences on financing and material resources:

● annual increase in staff expenditure on school mediators’ employment in order to bring early school leavers or students with a lot of absences back to school and have them included in the educational system;

● the annual increase in expenditure on school mediators’ mobility and equipment, elaboration and mass publication of some materials - school guides and auxiliary materials, informative materials for parents and students, school counselling and orientation.  

3.3.3.2. Social impact 
The social impact is the impact on students who have left school too early or are at risk of early school leaving and their parents, on the employees, community and at EU level. 
The social impact on early school leavers or students at risk of early school leaving:

● 288,550 students will benefit from implementing this public policy, 147,000 of whom are at risk of early school leaving and 141,550 are early school leavers; they will receive personalized help individually so as to further attend classes or to catch up with school;   
● the larger number of Roma children or children coming from rural areas who have left school early completely or partially or are at risk of early school leaving because of notices/decisions of expulsion;
● the rate of enrolling in preschool education for Roma people is 4 times as small as the national rate;

● the percentage of end-of-year failures in primary education and the rate of early school leaving in the last years have high values compared to those in other EU states;

● one clear modality of reducing end-of-year failure or early school leaving is to take action at an early and very early age;

● children receive adequate treatment according to their psychological and physical potential, skills, likes and needs;

● improved relationship between children and socializing skills;

● there are significant differences between children and families belonging to various social categories when it comes to insufficient hygiene and food, insufficient access to medical care, especially in disadvantaged areas.

3.3.3.3. Environmental impact

Compared to the previous two solutions, the solution based on “New Education” has an environmental impact as well.  With the help of medical care providers, children who have left school early or are at risk of early school leaving may cure health problems/improve their health and the death rate is on the decrease. Therefore, a healthier and less contagious environment for living is created.    

4. Identification of the solution to be implemented. Arguments

The solution to be implemented is solution number 3 “New Education” as it is the best one on the following grounds:  

a. the solution to early school leaving is centred on the students and their families’ needs and means, several cases being able to be solved in n adequate manner;

b. it involves teams and networks of specialists based on the principle “the right person in the right place”, each member contributing in a professional way and working in a team in order to prevent and reduce early school leaving and, thus, ensuring greater chances of success;

c. multiple ways of solving the identified problem are turned to good account as a large number of already existing social “actors” in the educational, health and social assistance system are used;

d. by assigning the cases of early school leaving or at risk of according to individual needs and means, the problem is solved faster and more adequately with smaller expenses;

e. already existing public, private and non-governmental institutions are used, without additional financial funds being necessary for setting up some of these institutions. Also, the necessary time intervals for solving the problem are shortened;   

f. using the already existing institutions in the Romanian society means saving financial funds, otherwise necessary for setting up new institutions and new organizations, such as, for example, saving financial state funds for supporting the setup of specialized NGOs in all counties according to solution 1; 

g. raising awareness of families and society, thus boosting their development and evolution;

h. socializing skills are intensified, contributing thus to the development of the persons involved with a view to an integrated and collective solution to occurring problems;

i. the solution is a complex approach targeting several domains of activity (education, social protection, health, local administration, household, etc);

j. the problem of preventing and reducing early school leaving is solved globally, attention being paid to all its aspects;

k. it aims at children of all social typologies from the targeted group, not only the disadvantaged groups, especially of Roma origin, as the decree M.Ed.C.T.no 1539-19 July 2007 emphasises, namely:

· students from rural areas, of Roma origin and those having a low level of their school performance;

· persons who have left school early and their families¹ 

· AIDS positive students or with disabilities, etc;
l. contributions will be made to increasing the competitiveness on the labour market, decreasing the juvenile delinquency, the death rate and infantile death in the community;

m. best responses to the objective of reducing early school leaving mentioned by the Lisbon Agenda of the European Union, Romania being an engaged and signing country;

n. complies with the objectives of the Human Resources Development County Operational Programme 2007-2013 in Romania, Priority Axis 2: “Life-long learning correlation with the labour market”, the intervention area “2.2 Prevention and correction of early school leaving” adopted  through the Decision of the European Commission C(2007) 5811/22.11.2007;

o. the solution complies with: “The POS DRU Approach to early school leaving includes both prevention actions and corrective ones in an integrated approach  (for ex., delivery of counselling activities, corrective education, programmes like “second chance”, raising awareness campaigns, financial support). Early interventions will support the increased access to education and counselling services for students at risk of early school leaving and their families.”²
p. better responses to the creation of an informational society, digital based knowledge in compliance with EU demands; 

q. has numerous beneficiaries: direct – M.Ed.C.T., County School Inspectorates, lower secondary schools providing compulsory education, Children’s Palace/Students’ Club, Centre of Psychological-Pedagogical Assistance, Local Council, City Hall, County Police, NGOs and employees, a total of  6,472 direct beneficiaries who are involved in this public policy; indirect (target audience) – 288,550 students, ~288,550 parents;

r. superior efficiency – quality and in a shorter time period than as in solution 2 by fully using available resources in an efficient and concentrated manner with lower financial costs.  

____________________________________________________________
¹,²    http://www.fseromania.ro Romanian Government, Ministry of Labour, Family and Equal Opportunities, Human Resources Development County 
Operational Programme 2007 - 2013, adopted through the European Commission Decision C (2007) 5811/22.11.2007, pages 86

5. Expected results and monitoring-assessment parameters of the “New Education” policy 

Just like any other public policy, “New Education” expects certain results, as, for example, decreased number of notices and decisions of expulsion because of absences by 65,327 (44%) in the first school year and by 81,673 (55,56 %) in the second school year – result parameter; reduction of early school leaving by 141,550 cases, 58,248 (41,15%) of which in the first year and  83.302 (58,85%) cases in the second school year – result parameter; it also provides for monitoring-performance parameters, such as: ~ 16,350 students in the 7th and 8th year will be counselled with regard to their future educational and professional orientation – achievement parameter,  this contributing to a more adequate and better professionalization and increased competitiveness on the labour market – impact parameter; ~300 children and young persons will benefit from the programme “Second Chance” by attending part time courses within compulsory education provided by the organising school in each county/Bucharest – achievement parameter; ~288,550 families of children who have left school early or are at risk of early school leaving will benefit from the programme “Helping families and raising awareness” as they will receive psychological counselling and material assistance in order to keep their children in school or by undergoing punishing measures for various abuses -  achievement parameter; etc.

6. Implementation scheme for the “New Education” Policy

The implementation scheme provides for activities (A), prevention and reduction programmes (Table 1)  of early school leaving which will unfold during a period of 24 months (M) (Figure 1). 
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Figure 1 Gantt Chart

The thirteen activities included in the implementation scheme are: 

A1 – setting up the educational intervention teams at each county/Bucharest level. The teams are made up of the social “actors” mentioned in the brief description of the solution in a variable number depending on the needs in each county/Bucharest -responsible person: project coordinator; 2 months;

A2 – updated data collection with regard to early school leaving and its risk for the school year 2009-2010: responsible person -a school inspector with territorial assignments; 1 month;

A3 – training / counselling of the intervention teams: responsible person – assistant project coordinator; 1 month 

A4 – devising the strategy and integrated intervention plan at each county level: assignments, resources, deadlines; responsible persons: project coordinator – responsible for activities; 2 months;

A5 – requalification courses for the profession of school mediator and training of new school mediators; responsible person – a school inspector for continuous training; 17.5 months;

A6 – monitoring the students who have left school early or at risk of early school leaving and their families; responsible person -an executive mediator; 15.5 months;

A7 – identification of the students who have left school early or at risk of early school leaving and of the triggering factors; responsible person – a school manager; 15.5 months;

A8 – individual guidance of each student has left school early or at risk of early school leaving towards integrated services of educational intervention and delivery of such services (participation in one or more of the listed programmes); responsible person -psychologist/councillor; 18.5 months;

A9 – social assistance provided to families and raising awareness; responsible person – social work manager; 15.5 months;

A10 – advocacy for class attendance, tolerance, non-discrimination, non-delinquency, social protection, etc which are vital for reducing early school leaving and its risk; responsible person – inspector specialized in Roma communities; 24 months;

A11 – coordinating the implementation of the identified solution and early school leaving prevention and reduction programmes; responsible person – project coordinator; one responsible person for each undergone prevention and reduction early school leaving programme; 24 months;

A12 – monitoring and assessing the implementation of the identified solution and early school leaving prevention and reduction programmes; responsible person – a school inspector with territorial assignments; 24 months;

A13 – drafting regular reports on the implementation stage of the identified solution; all responsible persons for all other activities account for their own area of expertise; in turns, each of them will draft the periodical global synthetic report for all activities undertaken; R 1 – 1 month; R 2 – 1 month; R 3 – 1 month; R 4 – 1 month; R 5 – 1 month; R 6 – 1 month.

7. The “New Education” policy budget 

Estimated total budget: 55,626,369.04 €.
Finances: EU financing from the European Social Fund - 85% - 47,282,413.69 €; M.Ed.C.T - 10% - 5,562,636.90 € - co financing; 4% - 2,225,054.76 € co financing of local administration - ; 1% - 556,263.69 € - contribution of private partners.

Cost-benefit analysis for solution 3 “New Education” 

 ~ 193 € (costs/student): at least 1000 € - minimum net salary per economy in more than ~ 10 years; hence, the allocated budget/student will be recovered from their first salary and what follows will be their earnings as employees. 

Cost-efficiency analysis 

Costs / student according to solution 1 “Non-governmental School”: ~ 2132 €;

Costs / student according to solution 2 “School Mediator”: ~ 262 €; 

Costs / student according to solution 3 “New Education”: ~ 193 €, 28.95 € of which is Romanian contribution. 

	Objective
	No. crt.
	Programmes
	Approximate Allocated Sum / programme
	Total

	O1 - Prevention of early school leaving
	1.
	● “School after School”- assisted learning and remedial learning;
	€ 272,,221.95 - input
	€ 26,993,119.02 - Input 


	
	2.
	●  “Healthy Mind in A Healthy Body”
	€ 1,088,888.78 - input
	

	
	3.
	● “No Juvenile Delinquency”
	€ 258,610.73 – input
	

	
	4.
	● “By School Bus in front of The House” 
	€ 15,491.840 - input
	

	
	5.
	● “Helping Families and raising Awareness”
	€ 2.177,777.56 - input
	

	
	6.
	● “School Mediator”
	€ 7,703,780 - input
	

	O2 - Reducing early school leaving from  14,9% to 10%
	1.
	● “Second Chances”
	€ 102,240  - input
	€ 28,633,250.02 - Input 


	
	2.
	● “Healthy Mind in A Healthy Body”
	€ 980,000 - input
	

	
	3.
	● “We Live on The School Campus/Boarding School/Family Home/Special School” 
	€ 5,172,221.95 - input
	

	
	4.
	● “Non-Governmental School” 
	€ 618,107.56  - input
	

	
	5.
	● “Socializing and Teaching Children at the Children’s Palace/Club” 
	€ 5,444.39 – Input
	

	
	6.
	● “Helping Families and Raising Awareness”
	€ 3,615,110.76 - input
	

	
	7.
	● “By School Bus in front of The House”
	€ 11,730,381.95 - input
	

	
	8.
	● “School after School”- assisted learning and remedial learning
	€ 299,444.39 - input
	

	
	9.
	● “School Mediator”
	€ 5,470,577.56 - input
	

	
	10.
	● “No Juvenile Delinquency”
	€ 258,610.73 - input
	

	
	11.
	● "Coordinating Unit for Implementing The Identified Solution.
	€ 381,110.73 - input
	


Table 1: The “New Education” Policy Budget

8. Conclusions.

Early school leaving is a problematic socio-human phenomenon occurring in Romania as well as in other EU countries, requiring adequate strategies and policies in order to prevent early school leaving and bring early school leavers back to school. The measures aim at ensuring the access to quality education for everybody and basic skill acquisition which should sustain the integration of vulnerable groups in society and on the labour market. The most important ones are the educational programmes “Second Chance”, “School after School” or “The Non-Governmental School”. In this purpose, it is essential that special attention be given to young persons emerging from disadvantaged social categories such as the Roma community, young persons leaving the child protection public system, persons with disabilities, underprivileged population, persons with special educational needs, persons coming from rural areas, etc. by means of a more careful guidance, multidisciplinary support and adjusted measures, but it is also essential that intervention teams be brought in and local communities, school inspectorate, schools and parents get involved at a deeper level. 

The proposal put forward by the “New Education” public policy (solution 3) – an integrated and collective approach to early school leaving in Romania targets the accomplishment of the objectives regarding the prevention of early school leaving and its reduction from 14.9% to 10% by the end of 2012 by using a budget with EU structural funds-85% and co financing-15% for the implementation of an action plan, useful and attractive “personalized” programmes by intervention teams made up of numerous “social” actors – specialists in their domain and local representatives. This is the best solution compared to solution 1 “Non-Governmental School” and solution 2 “The School Mediator” previously presented in this paper due to its efficiency and efficacy. By preventing and reducing early school leaving, the benefits for the children in the target group and their chances of having a job in the future increase because they will acquire the basic skills and necessary knowledge ad this will help integrate on the labour market. “Thus, the prevention and reduction of this phenomenon will provide for decreased unemployment on the one hand, and, on the other hand, will contribute to the improvement of work qualification and, consequently, of the competitiveness of the human capital in Romania.”¹
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Abstract

This paper explores music undergraduates’ conceptions of learning as depicted in their narratives of studying an instrument. Transcripts of voice-recorded interviews taken with music undergraduates from a Romanian university are subjected to an analysis that takes the Cultural Historical Activity Theory as its theoretical framework and main methodological tool for exploring how students question, author responses and position themselves in the activity of learning whilst situating it in different periods in their history of learning to play the musical instrument. This work was supported by CNCSIS-UEFISCSU, project number PN II-RU 21/2010 
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1. From ‘concept’ to ‘conception’ of learning 

Entwistle & Peterson (2003) studied the relationship between students' understandings of learning and their approaches to learning and proposed  a shift  from the notion of 'concept' to the one of 'conception' of learning in an attempt to capture within the new term the variety of meanings, the flexibility of meaning making processes and the affective component attached to the notion of learning. Conceptions can develop from naïve, experiential forms to more 'scientifically accurate' (Vosniadou & Kollias, 2007), can co-exist and are contextually related Halldén (2003). In this paper the same type of shift (from concept to conception) is proposed with reference to the notions of ‘learning’ and 'teaching'. As a result of his explorations, Entwistle & Peterson (2003) produced research instruments helping to diagnose and differentiate between respondents’ preferences for three distinct approaches to study: a) deep learning approach:  indicates the respondent’s tendency towards an approach to learning focusing on seeking the meanings of what is learned, on seeking connections between the different aspects of learning, actively seeking arguments to sustain proposed ideas (by oneself or the others), an interest for ideas and monitoring the efficiency of actions pursued in the space of the learning activity; the strategic learning approach: indicates   the respondent’s orientation towards an approach to learning focusing on a tendency to organize the learning, to manage the time resources, a focus on academic results and performance and a high responsiveness to learning contexts where individual assessment is stressed upon; the superficial learning  approach: indicates the respondent’s focus on memorizing the learning contents (without making connections or significantly link the memorized sequences of contents memorized), the absence of developmental goals correlated to the learning on long term, confinement to the prescriptions of the syllabus and the teachers requirements and fear of failure. Hardly spaces of undisturbed co-existence for all discursive instances' conceptions of teaching, school-based educational programs need to acknowledge and validate the importance of each and propose resourceful approaches to learning for their students. 

The socio-cultural activity theory emphasises (through distinct strands of research) on the importance of both collision and co-existence of multiple discourses and conceptions for (learning. Edwards (2005) distinguishes and discusses differences between the cultural psychology following Vygotsky, where the emphasis is on how society or the collective is incorporated into self) and the interactionist and dialogic concerns of the adaptable self found in North America. Learning - defined as ' a change in state, which alters how we act on the world and in turn change it by our actions' (Edwards, 2005) needs to be understood, approached and assessed in formal education settings as more than learning how to become a member of a community; interest in 'how we might transform our worlds through our increasingly informed actions on them' (Edwards, 2005)  is crucial. Simply regarding learning as elicited by allowing someone access to a community of practice may not take us further than accepting that naïve conceptions (of knowledge and practice) may as well coexist with the ones prevailed by the community affording the access; focus needs to be shifted (as Edwards argues) from how the system enables its participants to what happens with the participants themselves, how and what is it that they learn.   The metaphor of learning by participating reveals, thus, a new meaning: it is not simply about fixing our analytic lenses on the structuring environment and how it produces or allows certain ways of participating and the construction of particular identities (Lave & Wenger, 1991), as it is about how do individual learners come to shape their actions and tools in the world and change it by their very participation in it. 

Work still needs to be done in raising the level of understanding about not only how society or the collective is incorporated into self – e.g. how the systems afford individuals participation and shape their identities - but also on how participants shape their world through 'an increasingly informed action' on it (Edwards, 2005).From this very perspective, it becomes important to follow a research inquiry attempting at understanding how  different conceptions and approaches to learning come to shape and are being shaped in the course of actions bridging in enacted discourses the outer and the inner in the learning activity, in a reciprocal interchange of actions and reactions that come to continuously shape them both.  In pursuing possible insights into this research field of inquiry, in this study the focus is on music undergraduates’ conceptions of learning as reflected in their narratives of studying an instrument. Particular interest is being paid to a field – that of music performance teaching and learning – that has been scarcely shown interest in the research literature to date. As  Bautista, Pérez Echeveria & Pozo (2010) also notice, there has been little research into the conceptions music performance teachers have about learning and instruction, by either psychological and educational researchers. Studies exploring learners’ conceptions of learning and teaching and the relationship between them and the manner in which they are shaped by and come to shape the activity of learning they’re participants in are even less available. 

2. Method 

This paper introduces an exploratory initiative to understanding how students question, author responses and position themselves in the activity of learning whilst situating it in different periods in their history of learning to play the musical instrument. The analysis employs theoretical instruments inspired by the Cultural Historical Activity Theory (CHAT).

 Data subjected to analysis in this study has been generated in audio-taped interviews with undergraduate music students. Six students – two males and four females -  accepted to participate in this study and attended one hour interview sessions at the university  where they pursued a bachelor degree in music. All participants major in instrument interpretation, are aged  19 to 20 and are in their junior year the university. The interviews aimed at entailing  Mishler’s  model of planning and conducting  the interview situation, that is relying on the principles of:  1) considering the interview an event of communication; 2) with both participants involved in co-constructing the discourse of the interview encounter; 3) analyzing and interpreting on the grounds of a discourse and meaning theory ; 4) re-thinking the meaning of the questions and answers in relation to the contexts in which they emerged (1986, p.ix). Coding the textual data considered Rampton’s [2007] conversation analysis coding specifications. 

Analyzing the data generated in interviews with the music undergraduates employs theoretical instruments inspired by the Cultural Historical Activity Theory. The CHAT framework used to analyze the data generated in this study is based on six interdependent elements: 1)Object – activity is purposeful; objects need to be considered in both their material properties, as well as carrying socially (and culturally) defined properties; 2)Subject - a person or group engaged in the activities; subjects work on activity objects operation with mediation tools  (artifacts); internalization  is a key psychological mechanism and was defined by Vygotsky as  internal reconstruction of an external operation; 3)Community - the social context; 4) Tools - the artifacts (or concepts) used by subjects to accomplish tasks. Tools shape the way human beings interact with reality and reflect the experiences of other people who have tried to solve similar problems. Tools are created and transformed during the development of the activity itself and carry with them a particular culture. The use of tools is a means for the accumulation and transmission of social knowledge. It influences the nature, not only of external behavior, but also of the mental functioning of individuals; 5) Division of labor - social strata, hierarchical structure of activity, the balance of activities among different people and artifacts in the system; 6)  Rules - conventions, the code and guidelines for activities and behaviors in the system

Echoing throughout generations of research, Vygostky's  (1920's) idea of cultural mediation of actions has inspired over the years  various attempts to theorizing learning and activity. Amongst most representative, the cultural-historical activity theory (CHAT) knows nowadays it's third generation of thought and research proposing an inter-systemic representation of the learning activity by 'taking two interacting activity systems as its minimal unit of analysis' (Engeström, 2001). One  of the CHAT’s third generation of representatives in contemporary research on learning, Engeström  takes further Leont'ev's (a representative of the second generation of CHAT)  dyad of interaction within activities (subject vs object) and adds it a third analytical perspective: the community. In doing this, CHAT distinguishes itself from other inter-subjective approaches to development and learning and builds an argumentative stance for itself that relies on the inference that  the social determination of activity does not have the same meaning as Mead's symbolic interactionism reliance on social, interactive construction of physical objects through symbols (originating in gestures given to both human and animals).The construction of objects is above all sensuous; communication and symbolization are seen as derivative, though organically intertwined aspects to the construction of objects. Knowledge stops being public and impersonal; Mead's 'generalized other' is seen as a 'general other' (in a post-Mead sense – Morss, 1988), knowledge  is interpersonal and situational, as well as culturally and historically determined and determinative.  

Engeström (2001) proposes understanding learning as systemic expansion  a concept the author explains by starting from understanding learning as an activity system within which the actions of the participant subjects (agents) on the activity object (also called the problem space) are ever mediated by the use of the tools (cultural artifacts, collective in nature through their continuous development throughout the system's history) available in the system and constantly informed and conditioned by the system's rules and existent division of labour announcing the close interdependence of the system with the community within which it exists. In Engeström's view, the activity systems are a locus of multiple discourses (of traditions, stances, interests, knowledge and expertise incorporated in the available artifacts, etc), have specific histories and are perceived as transformative entities for which contradictions are the main source for change. The systemic expansion is understood as reconceptualization of the object of activity so that it thus open a horizon of actions significantly larger than the one previously accessible to the system's functionality (2001).  Learning as expansion requires the system's double movement: one in a vertical plane of every day concepts rowing into scientific ones and scientific concepts growing in every day understandings, and another in an horizontal plane  of exploring the new meanings (tools) in a variety of  practical contexts, thus forcing the semantic and experiential enrichment of the learning process through its exposure to diverse forms of contradictions emerging in various spaces of action.  

In this study the concept of learning - central to all of the narratives explored here – employs Stenning et al’s (2002) constitutive actions of problematizing, authoring and positioning. Problematizing  implies identification of an argument or an interrogation in the learning setting for which participants in the learning activity have to find solutions or answers at in order to solve what Il’enkov (in Engeström, 2007) named a pressing internal contradiction  and Piaget identifies  in the need to re-establish a state of internal equilibrium.  For Engeström  (2007) the contradictions play a central role for the learning activity as they are sources of change and development. Identifying a problem sets the ground for unraveling a new  object of activity or for exploring the object that participants to the learning activity are already engaged with.  Authoring  is understood as learners’ interventions in the conversation, so that their voices are heard; their assertions may be argumentative, exploratory or explanatory or any other type of phrasing that imply exploring alternatives of action relevant for the problem space opened for inquiry. Positioning  -  the third component of the learning as conceptualized by Stenning et al (2002) – represents the learner’s action of holding a personal stance in reference to the subject of study, object of activity or other participants to the learning activity (teachers, colleagues, etc) either present or evoked in the context of activity in the moment of positioning. Recognizable in the language in “I”– statements, positioning becomes the sign of acknowledging the space (position, freedom, authority) of one’s own agency in the system of activity and of identity  in the context.   

Learning is also conceptualized in this study as dialogical reasoning (Edwards,2005) Emerging out of the notions of dialogic inquiry (Wells, 1999) and exploratory talk  (Mercer, 2004), the concept of dialogic reasoning underlines the public (dialogical) substance of the thinking - a feature visible in language in the manner of structuring interrogative, argumentative and counter-argumentative talk – for which internalizing (Vygotsky, 1987)  the dialogues with others becomes an essential constitutive mechanism. Understanding learning in this manner is especially important in this study. Conceived as exploration and dialogue, reasoning escapes the privatism and seclusion of the individual mind and reveals itself in the language – a space where multiple voices engage in disputative, cumulative or exploratory talk (Mercer, 2004) in reference to the alternatives of action in response to a certain problem space. Engaging in dialogue and exploration (searching for arguments to support alternative responses and actions) is considered a form of participation which confirms both the existence of an activity and the presence (the identity and agency) of  participant subjects to the system(s) of activity.

3. Findings

One of Vygotsky’s great contributions to understanding the learning activity was how he overcame the separation of mind and world in his emphasis on mediation means which arguably over-ride notions of boundary between mind and world (Edwards, 2005). By focusing on the functional aspects of consciousness, Vygotsky made consciousness itself the object of study and opened up new ways of understanding the space between the material and the mental where consciousness could be found (Davydov & Radzikhovskii, 1985 apud. Edwards,  2005). 

Data generated in this study shows that early on in their history of learning, student musicians evoke a sense of togetherness, of belonging to a collective that is defined by its use of a particular type of a cultural artifact - the musical instrument. This tool becomes an object integrated in one’s identity and central to the activity of learning. This may come to support from the very beginning the idea that when attempting to explore what learning was like in the early stages of their development as musicians, students of musical instruments performance use the musical instrument itself as a mean for self-identification.  The artifact central to the activity of learning to play a musical instrument at the schools of music or in students’ encounters with the teachers of music exceeds its material confines  and links the inner concept of who the narrator of the learning tale is to the outer systemic world made of pre-existent rules  of action (e.g. clefs to play an instrument in, keys etc) and determinant available tools (e.g. the musical instruments). Learning happens in the presence of a community (e.g, that of players of violin) the state of learning is hard to define in the absence of the possibility of linking the individual learner to pre-existent community.   In Mihaela’s – a female student, 20 years old, studying viola -  case, an attempt to explain to the interviewer how she experienced at age 14 a transition from studying violin to studying viola, after seven years of practice and study in violin represents an occasion for her to express a sense of remembering belonging to the violinists community. Excerpt I presents a small fragment of the transcription made of Mihaela’s voice-recorded  speech: 

Excerpt I : Mihaela’s manner of self-identification by means of naming the  actions, rules and tools of a relevant collective to claim links to

Mihaela: I had this lady teacher in viola who was a bit older and had this gift to teach me a lot in the least amout of time abd then I had this young teacher 

Researcher: tell me more about the first teacher of viola 

Mihaela: she wasn’t very patient but stimulated me to ask more of myself. Then there was another teacher who came... well I was in her first generation of pupils and she tried to impose herself , ‘cause us students think an older lady is more experienced and we don’t mind younger [teachers] as much, I mean we’re not giving the same seriousness’ but for me it wasn’t like that ‘cause she was still a teacher 

In her exploratory take on what differentiates teachers in their approaches to teaching Mihaela identifies herself by a linkage to the group of students to whom the supposed resemblance in reasoning about what to expect in terms of teachers’ behavior is source for self-positioning (e.g. ‘cause us students think an older lady is more experienced and we don’t mind younger [teachers] as much, I mean we’re not giving the same seriousness’).   

A variety of activity systems interplay in the course of learning. In Lucian’s case – male student, majoring in playing oboe, 20 years of age, who started playing a music instrument  early on when he was eight years old - learning as he explores it in his narrative of the beginning of studying music and playing an instrument is an activity for which  contradictions are the driving force of change. Data extracted from the interview with Lucian - is relevant for the manner in which this student conceives of learning: as what one does. Excerpt II presents a fragment from Lucian’s interview in which he describes what he perceived as a problem in the course of studying a new instrument – the oboe – at a later stage in his history of learning music, around the age of 13: 

Excerpt II: Lucian exploring a problem in his experience of learning

Lucian: after seventh grade my teacher retired and they haven’t given him any classes. There came a problem out of this: I, well our class was of three [students]; we had to go to::: there were three teachers of oboe in the school: mine who retired, one who wasn’t, well he’s a bit, a bit a-musical , he’s not ...neither as pedagogue nor as instrument player I realized it later by his students and ...well details 

Researcher: tell me more about those details

Lucian: well if...I later learned that he took the exam at the opera [orchestra] and he got a four. So he’s not a very good interpreter if he got this grade at his age ’cause he was forty or fourty-five already and his students who graduated weren’t going further to the conservatory; most of them would go and study something else ’cause he didn’t have the gift to get the child to like the instrument so that they’d go further, they’d study it for pleasure. The third teacher is one with many accomplishments; well in his students; everyone can see  ’cause he’s students are all over Europe in philharmonics and opera houses all over Europe and in the country.  There I realized what is good and what is not, I’ve made the difference and I’ve seen. They’ve placed me with this teacher who wasn’t so good. It was a really bad experience for me I wasn’t attending classes I wasn’t studying  in a word I was a pain, I admit this and I know my level then and I know my level now. And I couldn’t take it no more. I saw how this other teacher’s students were playing and I said to myself I have to transfer 

The episode presented in Excerpt II is a rich one in phrasing that elicits meaning about the manner in which the student musician manifests agentic in locating problems and exploring the relations between them, albeit in the outer space of the system of activity located in the school of music where he is a student (e.g. the school having only three teachers for oboe) or in the inner plane of assessing his level of performance and being fully aware of his desired level of performance. The student proves very askew when it comes to understanding and proving full knowledge of performance criteria relevant for systemic levels that exceed the space of a classroom; in attempting to tackle ‘the problem’ of having to work with what he had perceived as an un-resourceful  teacher he goes on from analyzing the schools’ limited resources (only three teachers of oboe, one of them retired, another a poor pedagogue and instrument interpreter) to the relationship between this first plane of reference to the larger out-of-the school community (by importing the philharmonic orchestra’s criteria for admittance as criteria  to assess a teacher’s level of performance in instrument interpretation) and then to the manner in which these two planes are closely connected to the quality of the actions and movements in the student-teacher interactions (‘it was a really inappropriate experience for me. I wasn’t attending classes, I wasn’t studying I was a pain and I admit it’). The episode is also a relevant depiction of Stenning et al’s (2002) understanding of learning in the terms of learners problematizing, authoring and positioning in the problem space. It is Lucian who identifies the problem (‘there was a problem there’) and then explores (authors) his arguments to support the idea that there was a problem;  the various aspects he’s pointing out he approaches in an exploratory fashion using constantly a phrasing that introduces (with the help of adverbs such as because) supporting evidence to the judgments he passes; the speech is also reflecting a preoccupation for referring to the  commonly known, the truths collectively  agreed upon (‘everyone can see this’); arguments and reasoning are therefore indicative of an identity that is definable in relation to the collective; this relation is not however one of submission to the language and practices of the collective (as Lave & Wenger’s understanding of learning may suggest) as the learner is clearly making a point of positioning in the realm of what is done and said in the school and the larger community of musicians (‘there I realized what is good and what is not, I’ve made the difference and I’ve seen’). 

Lucian’s discourse is an example of verbalized reasoning indicative of the manner in which learning takes the shape of a double movement: one in a vertical plane of  every day concepts growing into scientific ones and scientific concepts growing in every day understandings – visible in Lucian’s understanding of the problem generated by being appointed to a teacher he had not valued as a pedagogue or as musician  -  as well as another in an horizontal plane of exploring the new meanings  in a variety of  practical contexts, thus forcing the semantic and experiential enrichment of the learning process through its exposure to diverse forms of contradictions emerging in various spaces of action – for which exemplary is Lucian’s movement between all the different spaces of reference to help him re-construct he’s notion of an ‘a-musical teacher’; in making the journey between all these systems of reference – other students’ performances and aspirations, the philharmonic’s and opera’s assessment criteria. – Lucian’s own understanding of the initial problem expands, as he is able to create a map of interrelated aspects of the same problem space in the web of which it is eventually relatively easy for him to position (‘I was a pain, I admit this and I know my level then and I know my level now. And I couldn’t take it no more. I saw how this other teacher’s students were playing and I said to myself I have to transfer’). 

Learning is visible in reasoning that is dialogical (Edwards, 2005; Wells, 1999) and language that is exploratory (Mercer, 2004). For Mihaela an attempt to explain what made a certain teacher she worked with in the early stages of studying viola to qualify for the status of ‘a very good viola interpreter’ led to the reasoning exemplified in Excerpt III. 

Excerpt III – Dialogic reasoning in Mihaela’s example of a good viola interpreter

Mihaela:  the viola teacher was younger ....I got it because I was in the ninth grade and I understood her because she was very young and she wanted to make her point but by this manner of promoting herself she really put a very big barier between teacher and students I guess without realizing it more that all the other teachers . But she was very good interpreter of viola  and she was showing me and that was very different from the older teachers (...) with this teacher I eventually graduated but she left for a while and in between that and her return I had another teacher and::::I saw the difference between her a:::nd 

Researcher: when you said very good what do you mean by that 

Mihaela:   I mean when she picked the instrument in her hand I could’ve seen it ....how it sounds...how she read at firts sight and I saw this, I mean I made the difference between her and the teacher I worked with before’

One cannot hear the voices in the dialogue Mihaela seems to evoke as an action prior to deciding what it takes to qualify as a good viola interpreter. Still, the sounds of the viola’s played by two different interpreters for Mihaela’s years clearly formed different musical languages for the student musician’s years and mind as she’s very quick in locating the criterias that make the comparative and dialogical episode visible (’how it sounds...how she read at firts sight and I saw this, I mean I made the difference between her and the teacher I worked with before’) 

In the CHAT approach tools, albeit material or conceptual, are key elements to understanding learning and identity. In developing an understanding of learning Engeström (2001) suggests starting from understanding learning as an activity system within which the actions of the participant subjects (agents) on the activity object (also called the problem space) are ever mediated by the use of the tools (cultural artifacts, collective in nature through their continuous development throughout the system's history) available in the system and constantly informed and conditioned by the system's rules and existent division of labour announcing the close interdependence of the system with the community within which it exists. For Alexandra – female, age 20, a student of music since the age of seven – a major pivot for what could constitute relevant teaching meant, in a certain episode of her recollection of studying to play the piano, the introduction of an atypical instrument for learning – a notebook where her instrument teacher would write explanations of various theoretical aspects even. Excerpt IV reveals the fragment in Alexandra’s interview when she explores the benefits of this extraordinary tool: 

Excerpt IV – Alexandra exploring the learning elicited by a notebook

Alexandra: my first teacher in high school helped me very much because we weren’t just doing the instrument, I mean only what the instrument is or techniques for the instrument, she also helped me with theory. I had this notebook I remember I had a notebook that got very thick because we would keep gluing new sheets to it and she would write in it every hour definitions what is a key   what is a sound or all of that and this helped me a lot in Theory, in the class ‘cause I was almost all the time ahead of other students and this really helped a lot. My grades were better and I’d understand something differently if I’d knew already of it and it was a lot easier to understand it, easier than it was for others who maybe had to ask twice or three times if they didn’t get it. 

Explaining how the teacher’s support was set up, Alexandra does a very good job in presenting the centrality of the notebook in her definition of what could help in terms of students of musical instruments interpretation understanding music. However the fashion in which the activity system of learning is structured in her presentation introduces the analyst to a rather limited vision of how tools are employed in learning that is shaped as something other than expansive learning (Engeström, 2001). The system Alexandra speaks of appears to be one in which learning contents are organized on disciplines of study and thus the presence of a notebook in the instrument class is atypical. Although sensitive to some aspects of learning –mainly recognized by the speaker in the rapidity of responses to stimuli (e.g. the theory teacher introducing a new concept) in the classroom by comparison to other peers’ reactions – this manner of employing new tools in the activity of learning isn’t yet comprehensive of what the author of the notion of expansive learning meant by tools capacity to elicit contradictions that would eventually lead to re-conceptualizations of the object of activity so that it thus open a horizon of actions significantly larger than the one previously accessible to the system's functionality (2001).  

A rather different kind of a tool – a conceptual one – is employed in the episode of learning another student is speaking of. Iulian – male music undergraduate studying violin, 20 years of age -  speaks in Excerpt V of his break-trough in learning and identifying himself as a musician: 

Excerpt V: Iulian – listening to recordings as a break-through in learning

Iulian: up until the fifth grade what I learned was more technical; pretty well ’cause the keys we went though it really seriously and after that I had an easiness in learning new songs and even now I feel that for me reading at first sight is easier than for others. But what I think he should have showed me, when he gave me a new [musical] sheet he should have also given me a recording so that I listen to it and realize that in fact I have to make music out of it and that essential is not to play everything without mistake to play everything metronomic and...that’s why I didn’t like it ’cause I when I’ve learned to listen to recordings and to... well initially I was imitating...and to have my own vision  then I can say I was not to part with my violin (.) unfortunately this happened pretty late  

Iulian’s reflections on his earlier experiences of learning drive him to point out the importance that owning solid basic knowledge of certain key musical aspects (the musical keys having been studied ’seriously’ are conducive of an easiness in leaning new songs) holds for the learner’s sense of who he is as a student musician. Configuring this sense of self takes – yet again – identifying a collective to which claim belonging to (the sense of personal competence is gained  by reference to fellow colleagues in studying music at the university). Even more informative in the episode presented in Excerpt VI is the passage in which Iulian explores what should have been done and hasn’t in the teaching and learning located in the early stages of his musical studies. The ’listening of recordings’ is basically presented as a tool-in-use in the repertoire of the more mature learner who placed in the position of reflecting on what learning music was like throughout the stages of he’s development as a musician, clearly locates a break-trough moment in his personal history in the putting into use the tool of listening to recordings. The learning that had occurred once this new instrument for learning (a procedural step in the appropriation of a new musical sheets) was introduced is genuinely presented as expansive, as making (‘I was supposed to make music out of it’)and understanding (‘I also started to have my own vision’)  intertwine and afford new horizons of action, previously unavailable – as the learner in this case is fully aware of (‘then I can say I was not to part with my violin’).  

Subjected to a cultural historical activity theory analysis, the data presented is indicative of a learning activity that places the learner in a rather empowering place. Agency and identity are inextricably linked and are visible in language and actions linking the inner (e.g. a change in mind) and outer (a change in practice) of the system of learning.

4. Conclusion 

When applying his historical - cultural activity theory to the learning activity, Engeström divides between school-based and professional learning, stating that in “the activity of school-going, certain learning actions are cultivated systematically. But as a whole, school-going is a far cry from learning activity. Pupils remain subjects of separate learning actions, not of a whole system of learning activity. The essential difference is to be found in the object […] the object of learning activity cannot be reduced to text. Such a reduction normally leads to the minimization of the productivity of learning (text as a dead object), and even in the best case to the narrowing down of productivity into intellectualism (production of text only)” (1997). 

Looking at how learning is being conceptualized by the music students in their recollections of personal histories of studying to perform a musical instrument, what could be noticed is that although the general structure of the curriculum for music education in Romania is one shaped as contents delivery, performance focused approach to teaching, learning and assessing music and music interpretation, the activity of learning as reflected in student musicians conceptions takes the shape of a system in which located as full participants, students problematize, author, explore and position in active interactions employing in increasingly informed initiatives the available tools (mediating means) expanding over the confines of the actions located in the school-based context. The way is toward an increased sense of one’s own expanding agency and identity as students appropriate the object of the activity – learning to play the musical instrument – and make their mark in shaping the context of their learning by externalizing the results of the actions they took with the tools they engaged with in the course of learning (e.g. Iulian’s increased affection and dedication to studying after deciding what constitutes a good method in his study of violin; Lucian’s decision to ask for a transfer after internalizing multiple public means to assess performance in musical interpretation – opera’s examinations, other student’s performances, etc).    

The findings in this study confirm Engeström’s observation that learning is much more likely to emerge in activity-related settings such as: work, research or art creation, schools. This however raises an important question to some systems’ of education (and the Romanian one fully makes to cut to this category) rigidity in maintaining the curriculum for general education as a sum of ‘closed in castles’  - if it is to use Somekh‘s (1994) metaphor to define the teaching and learning confined to disciplines of study with little or no sensitivity to the principle that gaining mastery of the whole work activity means to move from actions to activity; the actions themselves are objectively transformed. “Moreover [...] the subjects must become aware of the contradictory nature of their present work activity and relate it to a future form of the work activity 'that realizes a broader, more general life relation that includes the given, concrete activity' (Engeström, 1997). In other words, learning is not only determined solely by past collective experiences with tools and actions, but by future object motives related to the present activity too, a feature to which the current structure of the general curriculum in the national system of education is simply resisting to, despite its obvious relevance for the manner in which learners come to understand learning and tend to shape this activity for themselves
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Abstract

The present paper focuses on some of the main (linguistic and organizational) problems posed by the implementation of the educational schemes aiming at providing that major ethnic minority group in Romania with appropriate teaching in their own language. It is generally acknowledged that the Romani / Romany communities (or Gypsies / Gipsies) represent an ethnic minority faced with a number of multifaceted challenges. The main problems they have to cope with regard their identity (both cultural, and historical), but also their social and economic status, conditions and standards. They form a huge minority spread all over the continent – not only in this country, where they seem to be the second largest ethnic group. On the other hand,  their ethnic identity seems, in today’s modern world, to go counter integration – which actually meant, more often than not, in the history of the modern world, assimilation (in the first place, linguistic and cultural assimilation). Moreover, the Roma do have problems of statistical identification and official recording. The question of the usefulness (and the use – in point of area, signification, etc.) of Romany / Romanes in the Romanian public system of education assumes several key aspects, the most significant being: the manner in which many of the Romanian Roma assume their ethnic (and, implicitly, their linguistic) identity; the extent to which they use their idiom effectively; the extent to which learning it in school is useful and relevant, both as an instrument and an “identity token”, and an instrument of communication and information – although Romani is far from being unitary; it is felt as being a “cryptic idiom / code”, used by “antisocial”, more or less organized groups; it is debatable whether its vocabulary and grammar are sufficiently rich, comprehensive, nuanced and well-configured, relevant to abstraction, and its dialectal unity satisfactory for it to appropriately function as a modern cultural instrument. Differences will certainly be marked between the primary cycle and the secondary cycle, when the sound bases are laid for scientific knowledge proper. The social and psychological dimensions of the issue are also paramount. Such questions are to be dealt with as: which will be the majority population’s attitude towards such an initiative? (Anyway, Romanians are – and have always proved – naturally tolerant to the minority co-inhabitants of their country). On the other hand, could this initiative be possibly perceived as (yet) another attempt at creating ethnically-based separatism / autonomism, a perception (and fear) which is already felt by the majority Romanians? Could the initiative hopefully generate the “internationalization” of the ethnic and cultural consciousness of the Roma / Gypsy population (cf. the pride of being a “significant” minority group member – as in Wales, the Basque Provinces, the Flemish area, etc.). Could this entail a new, improved self-consciousness? (That would be in complete contradistinction to the prevalently negative perception of Roma / Gypsies everywhere in the Balkans and Eastern Europe; in Romanian, for instance, the words related to ţigan have a substantial associative stylistic paradigm, made up of numerous connotative meanings and phraseological units – for which the speakers of Romanian can be made answerable only in an incidental, or else marginal and anecdotal manner). The initiative should by no means give way to interpretations that could place it within the scope of belittling or derisive attitudes. (Very much as in other places – v. the “social-cultural assimilation” of American natives, or of the Aborigines in Australasia, etc. – one can clearly detect the bases of the tendency of identifying the process of assimilation / “Roumanization” with a melioration of the Roma’s social, cultural, human status – so, with the very notion of civilization). But, more importantly, what are some of the long-term (social, economic, maybe even political) advantages of the intended Romani teaching educational scheme? 

Keywords: Romani teaching scheme,  Romani / Romany communities or Gypsies / Gipsies, linguistic problems, educational policies.

Introduction

The focus of the present paper is on a number principal problems (mainly linguistic and organizational) linked to the implementation of the educational schemes which aim at providing the (allegedly) most important ethnic minority group in Romania with appropriate teaching in their own language. 

1. The general scope of the problem. Establishing and recognizing ethnic identity

It is generally acknoweldged that the Romani / Romany communities (or Gypsies / Gipsies) represent an ethnic minority faced with a number of multifaceted challenges. The main problems they have to cope with regard their identity (be it cultural, or historical identity), but also, and more significantly, their social and economic status and conditions. The main fact that is unanimously considered in assessing their needs as highly significant in today’s Romania (and Europe) is their forming a huge minority spread all over the continent – not only in this country, where they seem to be the second largest ethnic group (they presumably make up the largest trans-national, old, historical minority in Europe – at least in point of percentage).

On the other hand, one should consider the added reality that their ethnic identity – which the Romas have zealously and efficiently defended and preserved for centuries, and to which they are fully entitled as human beings – seems, in today’s modern world, to go counter integration, which actually meant, more often than not, in the history of the modern world, assimilation (in the first place, linguistic and cultural assimilation) – suffice it to remember the great historic colonial experiments conducted by the European nations that colonized the two American subcontinents, Australia, Siberia and Central Asia. Moreover, the Romas do have problems of statistical identification and official recording; lots of them do not even declare their ethnic belonging, a right consecrated by the country’s constitution. Some of them simply refuse to admit they are Romas / Gypsies, they say they are Romanians – which is, as a matter of principle, true, if one thinks of their human contribution all through Romania’s history, marking a cohabitation (which, incidentally, has to a certain extent eroded the “ethnic and linguistic mark” characterizing part of the group, generating the assimilated Romas, or “Roumanized Gypsies”). When it comes to the percentage of those who declare themselves Romas, even statistics are not in full accord.

The very identification, size and historical evolution of the Roma population are still debated. They seem to be a people of Indian origin, who left India some 1,000 years ago. Populations such as Roma, Sinti, Kale and all other ethnic groups in Europe who speak or spoke their specific Indic, or Indo-Aryan language, are collectively called “Gypsies” – a term that has come to be mostly used in a derogatory sense. Most sources cite figures ranging between 5 and 8 million Roma people living in Europe and the USA. Today Romani is spoken by small groups in 42 European countries. As to the speakers of Romani / Romanes in the main European countries (with the added figure standing for the percentage of those who declare they actually use the language), the above-mentioned sources indicate the following situation: Albania 90,000 (95%). Austria 20,000 (80%), Belarus 27,000 (95%), Belgium 10,000 (80%), Bosnia and Herzegovina 40,000 (90%), Bulgaria 600,000 (80%), Croatia 28,000 (80%), Czech Republic 140,000 (50%), Denmark 1,500 (90%), Estonia 1,100 (90%), Finland 3,000 (90%), France 215,000 (70%), Germany 85,000 (70%), Greece 160,000 (90%), Hungary 260,000 (50%), Italy 42,000 (90%), Latvia 18,500 (90%), Lithuania 4,000 (90%), Republic of Macedonia 215,000 (90%), Moldova 56,000 (90%), Montenegro 30,000 (90%), Netherlands 3,000 (90%), Poland 4,000 (90%), Romania 433,000 (80%), Russia 405,000 (80%), Serbia 350,000 (85%), Slovakia 300,000 (60%), Slovenia 8,000 (90%), Spain 1,000 (1%), Sweden 9,500 (90%), Turkey 280,000 (70%), Ukraine 113,000 (90%), United Kingdom 1,000 (0.5%). Realistic or not, the figures are there to be reckoned with. On the other hand, some independent estimates indicate that around 2.5 million Roma people live in Romania, 700,000-800,000 in Bulgaria, 500,000 in Slovakia, around 250,000 in the Former Yugoslav Republic of Macedonia (i.e. up to 10% of the total populations of the respective countries), 550,000-600,000 in Hungary, and 250,000-300,000 in the Czech Republic. In Romania, it amounts to 2.5% of the total population. Turkey’s Roma population is estimated at 300,000 to 500,000. Large concentrations of Roma are to be found in such Western European countries as Spain, 700,000-800,000, France, 300,000, Greece, 160,000-200,000, and Italy, 100,000. Part of the Central Indo-Aryan (Indic) languages, the Romani Language is an Indian-based language, formed outside of India.. The name generally attributed to the language the Roma / Gypsies speak is Romani (or Romanes). The term Romani is derived from the adjective in the phrase Romani čhib “Roma-tongue, Roma-language” (cf. such names belonging to the same group, that of the New-Indo-Aryan languages, to whom Romani is genetically affiliated, ending in -i: Assami, Bengali, Gujarati, Hindi, Maharathi, Panjabi). The latter term, Romani (often spelled Romany in English), which is used internationally, is derived from an adverb: Džanes romanes? (cf. Romanian Vorbesti tiganeste?). Sometimes, Romani / Romany is considered a a “macrolanguage”, i.e. a group of dialects (consisting of seven sub-languages or major dialects), and at other times it is seen as a group of about 60 dialects – or a collection of related languages that include all the members of a single genetic subgroup, i.e. several, closely-related Romany languages. The local influences have led to the mother-language splitting into a number of different (originally exclusively regional) dialects, influenced by such national languages as Armenian, Greek, Romanian and Slavic languages. In addition, there are a number of creole languages, or mixed languages, made up chiefly by preserving significant lexical items from Romani, and adopting the grammatical structures of the host nations, e.g. Angloromani (in England and Wales), Scandoromani  (Scandinavia), Lomavren  (Armenia), Romungro  (Hungary), Sinti – Manouche (Germany), Erromintxela  (the Basque Country), Spanish Calo, Romano-Greek, Romano-Serbian, etc. While Romany is nowhere official, it is recognized as a minority language in many European countries. The process of linguistic codification is under way, so different variants of Romany are being used in those countries having high Romani populations, e.g. Romania (with the largest concentration of Roma people), Slovakia and Serbia. Accordingly, it seems natural that the largest dialect should e called Vlax / Vlach Romany (with close to 1.5 million speakers, or between half and two-thirds of all Romani speakers). Consequently, there is a usual division distinguishing the Vlax / Vlach and and non-Vlax dialects. As the name itself indicates, Vlax is spoken by those Roma who lived for many centuries on the territory of Romania in bondage / slavery. The above distinction rests on the degree to which their vocabulary is borrowed from Romanian. This Romany dialect is widely understood by the many Roma from a whole range of Eastern European countries, e.g. Romania, the Czech Republic, Slovakia, the Baltic states, Poland, etc. Truly, the dialects of Romani are quite homogeneous; in actual fact, Romani dialects form a continuum across Europe, with neighbouring dialects tending to be quite similar to one another. Some related questions are: the angle from which Romani is (sociologically) perceived in some places (e.g. the UK), i.e. rather as a secret adult language, which some Roma children choose to learn when they decide to remain or not “full” members of the community. Then, the existence of the so-called pseudo-Romanies – for instance, the Beash language, i.e. the Roma language spoken in part of Hungary that is clearly derived from an earlier form of Romanian, is never considered Romani, as they call their own language tsiganesht – cf. the Romanian term. Similarly, the Bear leading Gypsies in Bulgaria are called Ursari, but call themselves Romanians, while actually speaking Romanian. Then, assimilation is quite a problem in countries like Hungary. Roughly speaking, in the areas where Roma could assimilate into the native (or gajo) population, Romany is used and guarded as a means of defense against assimilation. In central Transylvania, for instance, some countrypeple are trilingual, speaking Hungarian, Romanian, and Romani, irrespective of whether they are Roma / Gypsy or not. Roma themselves are bilingual and multilingual: they speak at least two Romani dialects and the official language of the country, and sometimes some of the international languages such as English, Spanish, German or French. Moreover, the language is not yet standardized, which triggers he need for the creation of a unified standard language. Groups of linguists and didacticists in several countries (including Romania, Serbia, Montenegro, the United States, Sweden, etc.) are currently working towards standardizing the Romani language. Language standardization is currently the rule in the attempt at reviving the Romani language among various non-Romani speaking groups (in Spain, Great Britain, etc.): a standardized form is revived, which has been carefully derived from many various dialects. As to the results, mention should be made of the standardized form of Romany as used in Serbia, which is recognised in the autonomous province of Vojvodina as one of the official minority languages, also used for radio news broadcasts. Also, a project at Manchester University is transcribing some of the dialects of Romani, which is one of the world’s most threatened languages. The project was launched to preserve the endangered language and culture of one of the most marginalised populations in the world. In Britain, a new method of teaching literacy – ‘Jolly Phonics’ – is gradually adopted, which encourages pupils to experiment with writing conventions for several years in primary school in order to encourage confidence and creativity of expression and written communication. All across Europe, Romani education will continue to be bilingual, as Roma communities will go on using their bilingual skills.

2. Romanes / Romani as a language, and its use in public education

The question of the usefulness (and the use – in point of area, signification, etc.) of Romany / Romanes in the Romanian public system of education assumes several key aspects: (1) How many of the Romanian Romas assume their ethnic identity (and, implicitly, their linguistic belonging – feeling Romany as an identity-marking idiom, defining them both ethnically and culturally)? (2) To what extent do they use it effectively – in their family or social relationships, and to what effect? (3) To what extent is learning it in school useful, both as an instrument and an “identity token”, and an instrument of communication and information? Within the larger context of the problems associated with the “less(er) taught languages” in Europe (e.g. Basque, Catalan, Welsh, Scottish and Irish Gaelic, Lappish, and also Flemish, Macedonian, Macedo-Romanian, etc.), it should be said that the very position of Romani is rather complex (and, in places, confused and debatable), raising further challenges and problems of applicability: (1) It is far from being unitary (and well-fixed in point of linguistic standards). (2) It is (still) felt (by the people belonging to the local / national ethnic majority) as being a “cryptic idiom / code”, used by “antisocial”, more or less organized groups. (3) As a “linguistic exhibit”, its position and status should be, as a matter of moral principle, improved, furthered and encouraged, irrespective of the costs implied. (4) From the standpoint of its capability of dealing with complex communicative (and cultural) tasks, it is debatable whether its vocabulary and grammar are sufficiently rich, comprehensive, nuanced and well-configured, relevant to abstraction, and its dialectal unity satisfactory for it to appropriately work as a modern cultural instrument. It is to be noted that the degree of mixing is rather high, not only in point of lexicon, but also from a grammatical and structural standpoint – (cf. the frequent use, by the speakers of Romani, of several numerals and abstract terms designating cultural, social and economic realia (e.g. measure units) borrowed from Romanian: douăjdămii dă lei / treidjă litri, etc. The extent to which it is influenced by the (national / state) language(s) spoken by the majority population is a question liable to debate and scientifically assessment. The existence can be found, indeed, of national (dialectal) variants (in Romania, Hungary, the Czech Republic, Slovakia, Bulgaria, etc.); the more interesting thing is, however, that several structural linguistic influences are detectable (e.g. vare- “-ever” < Romanian oare; varekai “wherever”; the mai + adj. comparative form). Consequently, how can teaching of scientific notions be managed, in higher school grades? A natural asnwer would be that the international neologistic word stock (recognizable today in languages genetically as wide apart as Danish, Turkish and Magyar – cf. the Latin and Romance, or the Hellenic, components of modern European languages  will be resorted to (The authors have the surprise to see, in a Gypsy-Russian dictionary such typical words as: locomotiva, colhoz, economija !).The common inhabitation that the Gipsies and the Romanians have had for about six centuries has led, among other things, to the making of a very interesting (and, comparatively, fairly sizable) Romanes-Romanian vocabulary. A brief analysis of the main words that most internet sources provide has enabled us to distinguish the following categories of lexical interpenetrations. Terms taken over by Romas / Gypsies from Romanian: bolta “shop” < Romanian boltă; desrobireja “emancipation from slavery” (Romani, from Romanian); familia “extended family including married sons and their wives, children and grandchildren” < Romanian; Mai + adj. (Comparative) < Romanian; mode “varieties of melodies in gypsy music”; mura “berry” < Romanian; Puyuria “Gadje gypsy-groupies” < Romanian “puppies, cubs, chicks”; rasa “race”; < Romanian; vare- “-ever” < Romanian oare; varekai “wherever” < Romanian; vitsa “clan” – literally “vine, tendril”, < Romanian < Slavic; wurma “trail of signs on the road”. Even the name of some of the most representative Roman groups are derived from Romanian: Kalderaš “tinners” < Romanian căldărar, Čurari “sieve-makers” < Romanian ciurar, Ursari “bear-leaders” < Romanian ursar.  It is true, some do have a rather obscure etymology, e.g. bauri “snails” < Romanian (bouri); manch “cheer up” < Romanian, socro-bori “incest”; while some others are not attributed: brashki “frogs”; divano “meeting or discussion”; fusui “bean soup”; galbi “gold coins, often worn as decoration”; gusha “Adam’s apple”; katrinsa “apron”; kazan “small domestic stills, copper (made by Kalderash)”; lampo “lamp”; lavuta “violin”; lungo drom “long road”; mahala “quarter (of a town)”; marturo “martyr, prophet”; natsia (pl. natsiyi) “nation or tribe of Rom”; niamo “relatives”; paguba “raiding party – i.e. sent out for supplies”; perina “thick quilts”; pipere “pepper”; pomana “funeral feast, repeated after nine days, six weeks, six months and a year”; postiu “abstention from animal products on Friday”; puyo “chicken stew”; streyino “strange; foreign (used of unknown vitsa)”; taliga “two-wheeled light cart”; trito ursitori “three spirits, one good, one evil, one mediator”; Vadni ratsa “wild goose of Romani legend”; wortacha “partners” (refers to group brought together for a specific job); yungxo “young ox”; zurla “long, wooden, double-reed conical-bone wind instrument (may not be a Romani word)”. Finally, there are terms that can belong to the Romanian-speaking area: bulibasha “traditional local leader” – Transylvania; sarma “stuffed cabbage – with pork, onions, peppers, rice and tomatoes”; spiuni “spy” (Albania). Unfortunately, most sources attribute wrong derivations to words that are clearly Romanian: boba “bean” < Slavic; doshman “enemy” < Persian doshman; drom “way” < Greek δρομοσ dromos; glas “voice” < Slavic; gunoi “faeces” < Slavic? (Cf. Slovene gnoj “dung”); pushka “gun” < Slavic; rebniko “pond” < Slavic cf. Slovene ribnik; Slobuzenja “freedom” < Slavic; smentena “cream” < Slavic;

The principles of standardization mainly taken into account are: 1. the criterion of the national relevance – virtually, the most popular Romani variety is chosen and used as a means of communication, in publishing books, etc., while the terminology chosen is the most comprehensive for all other groups; 2. the regional criterion, whereby similar varieties which exist in neighbouring countries are used in standardization. On the other hand, a group of scholars, linguists and activists, have been working on standardization, aiming at: creating a common Romani language for oral level-speakers of different Romani dialects from different regions of the world; creating a common orthography, lexicon and grammar. Special attention is paid to the terminology derived from English roots, by means of: adding (allegedly) Romani suffixes, e.g. telefono, compjutro,  prezidento, testo, identiteto, strategija, regionalno, urgentno, fondacija, kolaboracija, specifika, fonetika etc. yet linguistic uniformity and the symbolism attached to it do not, for most Romani cultural activists, constitute an agenda item of high priority.

On the whole, one of the remarkable features of the polycentric language planning landscape in Romani is the absence of any overt competition. Being  dispersed  among many  different  regions  and  countries  across  Europe, having no single,  accepted authority or agency that could take language-planning decisions for Romani, this language is one of many languages around the globe that lack a unified, standard form. The lack of an established tradition of a single, standard written variety is sometimes (intentionally) confused with the absence of a distinct Romani language. (For example, after studying the local Roma’s request, the local administration in Ticvaniu-Mare said it could not be implemented because a single Romani language does not exist).

3. The situation in Romania

In this country, there is a unified teaching system of the Romani language for all dialects spoken. It is notably Gheorghe Sarău who made a valuable contribution to creating Romani textbooks for teaching Romani children in their own language. The approach he took was purified, but not in the sense of a strictly prescriptive language, as he chose the original Indo-European / -Aryan words and grammatical elements from various dialects, with an approximation of the original pronunciation of the dialects belonging to the first stratum. The dialectal variant was selected which most closely resembled the oldest forms. In point of vocabulary, efforts are being made to coin new words from the vocabulary already in use,  e.g., xuryavno  (airplane),  vortorin  (sliderule), pashnavni (adjective). There is a variously sized group of borrowings from Romanian as well, including such terms as vremea (weather, time), primariya (town hall), frishka (whipped cream), sfïnto (saint, holy). In addition, there are a few Hindi-based neologisms, e.g. bijli (bulb, electricity), misal (example), chitro (drawing, design), as well as English-based terms such as printisarel „to print”. As a matter of fact, the phenomena of calquing and loanwords represent two of the reasons Romani is so worth studying by linguists. Last but not least, one should mention the issue of taking after the Devanagari standard, which seems to be used only by a small minority of the Roma intelligentsia . Although nearly all “Gypsy” languages are called Romany, mutual dialectal intelligibility between Romany dialects is highly different.

The Romanian ministry  of  education  adopted Romani  into  the  official  curriculum  in  the early 1990s, and  it  is now  taught at all  levels  in  schools and at university. The ministry has produced  and  adopted a  set of Romani  language  textbooks  and other teaching  materials  for  this  purpose.  The variety  used  is  based  to  some  extent  on  the Kelderash  dialect,  but  attempts  are made  to  form  a  “common  language”  by  incorporating elements  from other dialects  as well. The official curriculum adopts a writing  system designed  by Marcel  Cortiade (Courthiade). There are also independent text productions in Romani, whose authors use different writing systems. One of the main principles underlying the overall educational scheme requires a number of well-trained teachers, who are insiders to the Romani community, and have specific training in teaching Romani. The curriculum itself should be variable, with the teaching of Romani embedded into the relevant context  of the  pupils’  profiles and  levels.

Among the essential questions prerequisite to the making up of a Romani language curriculum there are: Whether the pupils are native speakers of Romani, or lack any Romani language skills and are expected to acquire them entirely at school. Whether Romani actually is the medium  through which  literacy  is acquired, or the pupils acquire literacy in the state language. If the aim of the programme is to teach Romani as a subject, or a native language. If such general subjects as Romani history or culture are to be taught in Romani. If all the pupils are children or grown-ups, in this country, Romany has been taught at our university for 13 years now, and since recently it is also taught in schools and colleges where the Roma make up a sizeable percentage.

4. Challenges and added problems

Indeed, differences will be marked between the primary cycle (when the inception, and the enhancement of the pupils’ appetite for acquiring the “identity” language is in order) and the secondary cycle, when the sound bases are laid for scientific knowledge proper – as the main component of modern overall culture. The social dimension of the issue is also paramount. Such questions are to be dealt with as: which will be the majority population’s attitude towards such an initiative? (Anyway, Romanians are – and have always proved – naturally tolerant to the minority co-inhabitants of the country). On the other hand, could this intitative be possibly perceived as (yet) another attempt at creating ethnically-based separatism / autonomism, a perception (and fear) which is already felt by the majority Romanians? Could the initiative hopefully generate the “internationalization” of the ethnic and cultural consciousness of the Roma / Gypsy population (cf. the pride of being a “significant” minority group member – as in Wales, the Basque Provinces, the Flemish area, etc.). Could this entail a new, improved self-consciousness? (That would be in complete contradistinction to the prevalently negative perception of Romas / Gypsies everywhere in the Balkans and Eastern Europe; in Romanian, for instance, the words related to ţigan have a substantial associative stylistic paradigm, made up of numerous connotative meanings and phraseological units (a se tigani, tiganul e tigan si in iua de Pasti etc.) – for which the speakers of Romanian can be made answerable only in an incidental, or else marginal and anecdotal manner... (But, anyway, how relevant is that aspect if seen as a characteristic trait of the majority cultural or non-cultural ideology?). The initiative should by no means give way to interpretations that could place it within the scope of belittling or derisive attitudes. (Very much as in other places – v. the “social-cultural assimilation” of American natives, or of the Aborigines in Australasia, etc. – one can clearly detect the bases of the course of identifying the process of assimilation / “Roumanization” with a melioration of the Romas’ social, cultural, human status – so, with the very notion of civilization). There is an added paradox: either the Gypsies are integrated (and then, they cease de facto to be Gypsies), or they choose to preserve their ethnic (and cultural) customs, and then they are more likely to e victim to all the ensuing social problems. 

What are some of the long-term (social, economic, maybe even political) advantages of the said Romani teaching educational scheme?

5. A final remark

We should express our full confidence that, if the main principles of active integration are profoundly and sincerely observed, this important segment of Europeans who, in the foreseeable future, will increase according to the demographic curve (irrespective of their having, or not having been integrated), the desired mutual understanding them and the rest of the European inhabitants will be a fact.

“Taves bahtalo!“ (May you be in perfect health!)
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Abstract

This study aims at analyzing from a conceptual and methodological point of view, the demarche of elaboration of the National Qualifications Framework for Higher Education (NQFHE), trying to identify the benefits brought by such an approach, but also the difficulties the actors involved might face. This study has tried to argue that beyond the limits imposed by the institutions which are authorities in the field, the universities have significant roles and responsibilities which must be based upon the assumption of their own autonomy and their social responsibility.
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1. Competence-Based Education (CBE)

This study aims at analyzing from a conceptual and methodological point of view, the demarche of elaboration of the National Qualifications Framework for Higher Education (NQFHE), trying to identify the benefits brought by such an approach, but also the difficulties the actors involved might face (universities, students, employers, institutions etc.). We start from the premise of considering NQFHE, just like its authors, as being a coherent structure of organization and classification of qualifications, an important step in the European recognition of diplomas and qualifications.

The analysis starts from the critical evaluation of conceptual bases of NQFHE setting up (key-concepts, competency categories, description of qualifications in terms of learning results, acquaintance with the used descriptors etc.) and it gets to the methodological implications of describing the qualifications (the NQFHE matrix, the work instruments, The National Register of Qualifications in Higher Education – RNCIS etc.)

1.1. Competence-Based Education: an educational philosophy and practice

Many definitions and conceptual frameworks have been advanced over the past twenty years in an attempt to reduce the confusion and to improve the use of the words competence, competency, and competency model (Folley, 1980; Blank, 1982; Boyatzis, 1982; Zemke, 1982; Marlowe & Weinberg, 1985; McLagan, 1990; and Kolodziejski, 1991 apud Berdrow & Evers, 2010).

Competences can be defined as observable patterns of knowledge and skills, sustained by specific personality traits (measurable) a person is in need of, in order to successfully accomplish the responsibilities for the position held in the company (Boyatzis, 1982; Wood & Payne, 1999; Zlate, 2004). 

After Parry (1996) “a competency is a cluster of related knowledge, skills, and attitudes that affect a major part of one’s job (a role or responsibility), that correlates with performance on the job, that can be measured against well accepted standards, and can be improved via training and development ” (Parry 1996, p. 50 apud Berdrow & Evers, 2010).

An integrated approach view sees competence as a complex combination of knowledge, attitudes, skills, and values displayed in the context of task performance (Gonczi, 1997; Hager, 1995). 

A relational view is similarly holistic, acknowledging the cultural context and social practices involved in competent performance, reflecting how personal attributes are used to achieve outcomes in specific jobs, located within organizational relationships, labor market and society (Jones & Moore, 1995). 

One considers that the beginning of competency approach model in human resources management is related to two authors, David McClelland and Richard Boyatzis, the first one to use competency being Boyatzis in 1982. 

Boyatzis proposed a model of the competences required in work, a model which consisted of 21 de competences grouped in 6 clusters, each competence being defined on three levels: reasons and features, self image and social role, skills. Boyatzis stated as well that “it is easiest to think of a competency in its most generic form as any underlying characteristic an individual possesses and uses which leads to successful performance in a life role (Boyatzis, 1982 apud Wood & Payne, 1999).

One notice that the author has taken into consideration personality traits and observable behaviours, all being considered characteristics of the person and being correlated with the high performance obtained in the company. 

Prior to competency approach model in human resources management one should mention another approach which comes from the education and training field, competency-based education and training (CBE). 

From a historical perspective, competency-based education and training model was proposed by Richard Burns and Joe Klingstedt, in a book in 1972 (therefore with 10 years before the launch of the competency approach model in human resources management). The authors link competency-based education to an earlier group of philosophers called the Experimentalists and according to Burns and Klingstedt, many educators were part of the Experimentalist group in the mid- to late 19th century; from this philosophical perspective, these educators began to shape educational practice (Burns & Klingstedt, 1972). 

Competency-based education and training is an educational philosophy and practice that places emphasis on skill attainment and proficiency. The goal of this movement is to help students master a skill to a level deemed proficient. The educational system is built around fostering proficiency in each student. The development of objective standards that determine what may be called competent and proficient is also a concern of this movement (Right, 2010).

In a competency-based educational model, the criteria for passing are set as an external and objective goal. Also, progress made toward that goal may take different forms and may advance at different rates for different students; however, the standards that determine competency remain the same (Right, 2010). 

This educational model presupposes a teacher who is familiar with setting objectives and who is capable of helping his / her student in reaching these objectives.  Student and teacher are equal partners in the student's process of learning. Differentiation of instruction is a skill necessary for effective competency-based instruction, so that every unique student has an equal opportunity to learn to the best of her/his ability. 

Berdrow & Evers (2010) argue for the competency-based education as a tool in learner-centered, self-reflective pedagogy and self-assessment. Also, the authors speak about the role of professional higher education in the development of reflective practitioners (Berdrow & Evers, 2010).

1.2. Competence-Based Education: a policy approach then an educational model 

Popular in the United States in the 1970s in the performance-based vocational teacher education movement, competency approaches are riding a new wave in the 1990s with the National Vocational Qualifications (NVQs) system in England and Wales (begun in 1986), New Zealand's National Qualifications Framework, the competency standards endorsed by Australia's National Training Board (NTB), and the Secretary's Commission on Achieving Necessary Skills (SCANS) and the National Skills Standards initiative in the United States (Right, 2010). 

Within the European Space of Higher Education, competency-based education model may be easily identified in all the documents of the European Commission and especially in those referring to the elaboration of European Qualifications Framework (EQF). Also the objectives established by the European Union through Lisbon Strategy and Bologna Process aim at transforming the higher education systems in more flexible, more coherent systems which to be more open to the needs of the society, able to face the challenges of globalization and necessity of training and retraining of the European labour force (The recommendation of the European Parliament and of the Council regarding the setting of EQF, 23 April 2008).

Competency-based education is perceived by some as the answer, by others as the wrong answer, to the improvement of education and training for the complex society (Harris et al. 1995). 

The competency movement is based on the assumptions that more education and training results in better economic performance and that serving industry needs best serves individual and societal needs (Gonczi, 1997). 

Proponents of CBE promote it as a way to improve the correspondence between education / training and workplace requirements (Harris et al. 1995). It is individualized, emphasizes outcomes (what individuals know and can do), and allows flexible pathways for achieving the outcomes. It makes as clear as possible what is to be achieved and the standards for measuring achievement. 

For its opponents, CBE is conceptually confused, empirically flawed, and inadequate for the needs of a learning society (Chappell 1996; Ecclestone 1997). 

Both sides seem to agree that these criticisms are valid when competence is conceptualized in behavioral terms. The behaviorist framework breaks down competence into the performance of discrete tasks, identified by functional analysis of work roles. 

Because of the complexity of real-work situations, behavioral objectives can never be achieved in practice (Jackson, 1994). Instead, studies suggest that people make judgments and review, reflect on, and change behavior, continually reconstructing relevant and useful knowledge as they interact with a situation (Hodkinson & Issitt, 1995). 

Also, the behaviorist conception competence as individual and value free is contradicted by research suggesting that competences are social constructions or cultural practices (Collins, 1993; Harris & al., 1995). 

Finally, that debate should not be about the merits of CBE as an educational method because it is actually a policy approach. The competency standards movement is closely tied to political initiatives for global competitiveness (Jackson, 1994). The same opinion is also expressed by Right (2010): competency standards are propelled by a strong political impetus as the way to prepare the work force for the competitive global economy (Right, 2010).

2. Competence-Based Education and National Qualifications Framework for Higher Education 

2.1. Conceptual bases of National Qualifications Framework for Higher Education (NQFHE) 

The critical evaluation of conceptual bases of NQFHE (key-concepts, competence categories, description of qualifications in terms of learning outcomes, acquaintance with the used descriptors etc.) shows that it is about a competency-based education model. Therefore, the key-concepts of a qualification description demarche aim at the learning results, in terms of knowledge, skills, competences. (The recommendation of the European Parliament and of the Council regarding the setting of EQF, 23 April 2008). 

A qualification is accredited through a document of study (diploma, certificate), which gives a person the legal right to practice a job/ profession. Reporting to the labour market is again present, the qualification being considered an official recognition of the learning individual outcomes for the labour market.

The approach is not a predictiviste one but rather a constructiviste one, since one considers qualification also in the context of the value recognition of the learning individual outcomes for continuous professional education and training. 

Regarding the learning outcomes, the authors consider the set of knowledge, skills and competences a person has acquired and is able to demonstrate after the end of the learning process within a certain school cycle. 

The competence is considered the proven capacity of adequately selecting, combining and using knowledge, skills and other acquisitions (values and attitudes), with the view to successfully solving a certain problem. One makes the distinction between two categories of competences: a) professional competences – involved in successfully solving the work and learning situations circumscribed to the respective profession, in terms of efficiency and effectiveness; b) transversal competences – which transcend a certain field, have multidisciplinary nature and ensure personal and professional development, in terms of efficiency and effectiveness. 

The analysis of conceptual bases of NQFHE shows that approaching the competences from behaviorist perspective is discreet, which considerably reduces the risk of a competence to a sum of small performances on different labour tasks. The holistic approach of competences seems to be more productive, especially that most of the critics appear when the competences are conceptualized in behavioral terms. 
	Types of competences
	
	General descriptors

	Professional Competences
	Knowledge 

(cognitive dimension)
	1. Knowledge, understanding and use of specific language 

	
	
	2. Explanation and interpretation 

	
	Skills 

(functional-action dimension)
	3. Application, transfer and problem solving

	
	
	4. Critical and constructive reflection 

	
	
	5. Creativity and innovation

	Transversal

Competences
	Role Competences 
	6. Autonomy and responsibility

	
	Competences of personal and professional development  
	7. Social interaction 

	
	
	8. personal and professional development 


Table 1 – Learning outcomes according to conceptual bases of NQFHE

2.2. Methodological implications of National Qualifications Framework for Higher Education (NQFHE)

From a methodological point of view NQFHE model uses more tools: NQFHE matrix, Grid 1 (offers the description of the study program in terms of competences) and Grid 2 (establishes correlations between the professional, transversal competences, the contents areas, the study subjects and the allocated ECTS).

Identifying the competences associated to a certain qualification presupposes the running of several stages:  

1. consulting the main beneficiaries (employers) of the qualification graduates; 

2. consulting the qualification providers  (universities offering the study programme);

3. elaborating the qualification description;

4. analyzing the qualification description in consortium;

5. finishing the qualification description after the discussions in consortium;

6. presentation in the necessary format for subscription to RNCIS.

Regarding the employers’ consulting, one may identify several methodological difficulties, among which the most relevant seems to us those related to the tool of collecting the data and to the capacity of employers of benefiting from CBE.

First, one may ask whether CBE is able to offer employers what they really desire.  The element of reference is workplace, and one of the major arguments for CBE is that it gives individuals opportunities to "achieve qualifications that relate to required performance in the workplace" (Erridge and Perry 1994, p. 140). One starts from the performance expected by the employer, one identifies the elements of competence associated with that performance and then one gets to the curricular elements capable of facilitating the training of those competences. 

But how do we identify and describe the performance expected by the employer? One can use interviews or open questionnaires, but experience shows that employers are not willing to provide such information. If one moves to the next stage, the construction of a closed questionnaire, based on data from interviews or open questionnaires, there is the risk of being accused of suggesting answers, plus low conceptual validity of the identified competences. 

But at the same time, are the employers prepared to benefit from CBE?

Toye and Vigor (1994) found that employers are aware of it potential benefits but cited major costs in delivery, uncertain suitability for their work force, and confusing language/jargon as barriers. 

Also, numerous studies found employers largely indifferent to or ignorant about the nature and purpose CBE and reluctant to participate in work-based assessment; there were many concerns about who was represented on the industry standards-setting boards and whether they were truly employer led. 

The solution seems to be a possible approach for the competence identification and design, which combine the information offered by academics (e.g. groups of experts may be used to build a profile of competences required by a certain qualification) with that offered by employers.

Talking about CBE, the emphasis should be placed on employers’ view, starting from the assumption of the university openness towards the economic environment in order to ensure the correspondence between offer and demand for education and training

 That is why we can consider the setting up of the RNCIS as being a real experience of negotiation and learning for all the partners involved (employers, qualifications suppliers, students, institutions etc.).

After having identified the competences, one must decide between a multiple criterion or a predictive criterion of the professional success. In the multiple criterion case, one starts from the assumption that all competences have the same contribution / weight in determining professional success. Instead, an approach from the composed criterion perspective involves different weights of competences. 

In our case, given the need to establish correlations between the role played by competences in determining professional success and credit points allocated to those competences one prefers the use of a composed criterion. 

For exemplification we chose a qualification in the automotive engineering field. One identified six professional competences and three transversal ones:

C1 - Operating with fundamental concepts in the engineering sciences field,

C2 - Appropriate use of basic concepts in automotive engineering;

C3 - Designing constructive solutions to ensure functional requirements for motor vehicles;

C4 - Designing manufacturing technologies for motor vehicles, their assemblies and special equipment;

C5 - Designing and applying technologies of maintenance for motor vehicles;

C6 - Operating with concepts of economic systems and subsystems management, which are object of research, design, manufacture or maintenance of motor vehicles;

CT1 - Executing professional tasks according to specified requirements and within the imposed deadlines, following a pre-established work plan, under qualified guidance;

CT2 - Integrating easily within a group, assuming specific roles and establishing a good team communication;

CT3 - Achieving personal and professional development, using personal resources and modern study tools.

To construct a predictive composed criterion of the professional success, we used a group of six experts from a university, qualification providers; the experts were asked to indicate how big is the role played by each competence in determining professional success, to express it in percentage of 100%. The following composed criterion resulted, from the qualification providers perspective: 

Professional performance  = C1*13,83+ C2*15,5+ C3*14,66+ C4*13,66+ C5*11,66+ C6*7,16+ CT1*8,83+ CT2*7,5+CT3*7,66

Subsequently, we tried to identify the employers’ opinions, using the same procedure. The following composed criterion resulted, from the employers’ perspective: 

Professional performance = C1*11,22+ C2*13,41+ C3*15,55+ C4*16,34+ C5*14,66+ C6*6,12+ CT1*9,21+ CT2*7,81+CT3*5,68

Analyzing the two results one realizes that there are differences: 

- The employers consider that the most important competences in obtaining professional success are C4, C3, C5; 

- The qualification providers consider that the most important competences in obtaining professional success are C2, C3, C1; 
	Competence
	Qualification Providers
	Employers

	C1 – Operating with fundamental concepts in the engineering sciences field 
	13,83
	11,22

	C2 –  Appropriate use of basic concepts in automotive engineering 
	15,50
	13,41

	C3  – Designing constructive solutions to ensure functional requirements for motor vehicles
	14,66
	15,55

	C4  – Designing manufacturing technologies for motor vehicles, their assemblies and special equipment;
	13,66
	16,34

	C5  – Designing and applying technologies of maintenance for motor vehicles 
	11,16
	14,66

	C6  – Operating with concepts of economic systems and subsystems management, which are object of research, design, manufacture or maintenance of motor vehicles 
	7,16
	6,12

	CT1 – Executing professional tasks according to specified requirements and within the imposed deadlines, following a pre-established work plan , under qualified guidance  
	8,83
	9,21

	CT2 – Integrating easily within a group, assuming specific roles and establishing a good team communication  
	7,5
	7,81

	CT3 – Achieving personal and professional development, using personal resources and modern study tools 
	7,66
	5,68


Table 2 – Variants of composed criterion, from the employers and some Construction of automotives qualification providers’ perspective

Taking into consideration these differences who determines educational goals, standards, and curriculum: employers (and government) or educational institutions? 

Employers (and government) claim that competency standards empower individuals with the choice of what to learn and how to learn it. 

The counter argument is that, in CBE, knowledge is defined narrowly in terms of employer needs, and rather than being a framework, competency standards are a prescription to which educational funding is tied, by which teachers are benchmarked and assessed, and through which workers' progression and pay are determined (Mulcahy 1996). 

Ecclestone (1997) asserts that the economic basis of CBE neglects the wider cultural and social purposes of learning and the rights of all stakeholders to determine those purposes. CBE may be an empowering tool for economic independence, but it does not promote critical thinking about social and political issues or address structural inequalities (Ecclestone, 1997).

Harris et al. (1995) concede that criticism of economic and political rationales is a "valid objection to bad applications of CBE principles" However, they argue that, with more emphasis on a holistic conception of competence and on education for citizenship and cultural understanding, well-done CBE can find a realistic middle ground between the humanist and behaviorist perspectives, taking another step toward breaking down the divisions between general and vocational education (Harris & al., 1995, p. 68).

In this context, within a general, methodological and of educational policy framework, imposed by the National Agency for Qualifications in Higher Education and The Partnership with the Economic and Social Milieu (ACPART), the universities, as qualifications suppliers, make significant decisions, which should cover a wide range of choices:

· Which are the specific elements of description of the study program (the supplementary competences they offer starting from the adjustment of the educational offer to the labour market requirements, competences which will be mentioned in G1 supplementary grid);

· How exactly they establish the correlations between the professional and transversal competences, on one hand and the contents areas and the subjects, on the other;

· Which is the modality of granting the credits according to the professional success criterion (multiple criterion versus composed criterion);

· How exactly the educational conception of the university is expressed within the curriculum of a study program; 

· What other new qualifications they decide to offer etc.

3. Conclusions

Competency-based education is perceived by some as the answer, by others as the wrong answer, to the improvement of education and training for the complex society. 

This study has tried to argue that beyond the limits imposed by the institutions which are authorities in the field, the universities have significant roles and responsibilities which must be based upon the assumption of their own autonomy and their social responsibility. 

CBE represent a real experience of social negotiation and learning for all the partners involved (employers, qualifications suppliers, students, institutions, the staff involved in the elaboration of policies within the higher education, members of district committees, the social partners staff, the civil society in essence).

CBE is focused on outcomes (competencies) that are linked to workforce needs, as defined by employers and the profession. 

CBE is an institutional process that moves education from focusing on what academics believe graduates need to know (teacher-focused) to what students need to know and be able to do in varying and complex situations (student and/or workplace focused). 

CBE often necessitates more complex assessment, involving portfolios, experiential learning assessment in field experience, demonstration in varying contexts, role play, use of standardized patients or clients, etc. 

With more emphasis on a holistic conception of competence and on education for citizenship and cultural understanding, well-done CBE can find a realistic middle ground between the humanist and behaviorist perspectives.
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Abstract

 The main idea of this study was suggested by the sad finding that, gradually, philosophy is eliminated from all the Romanian education forms. We should consider that the explanation of this process involves at least two aspects. First of all, we consider the assessment, which has become almost common, that philosophy would be completely overcome by the concerns of our times, remaining an unnecessary and boring hair-splitting distinctions, an as a result it wouldn’t be a great loss if it would be waived. Second of all it is that philosophers themselves, at least in this part of world, seem to be too detached from the society’s problems and challenges in which they live. Paraphrasing Rorty’s words, our philosophers still believe that the goal of thinking is contemplation and the acquisition of the «God’s eye view». Contrary, we believe that we must reinvent the Socratic philosopher type in order to systematically and consistently help the young generation to rediscover the hierarchy of values and to find the cure for healing this trivialized democracy. Our article attempts to highlight why philosophy should be reintroduced into the Romanian school, but also to suggest some specific ways of doing so. Finally, we are proving that philosophy is the first one called upon to deal with the society’s education (by addressing social, civic and political issues, and so forming social skills), the moral education (ethics, education for forming values), and the formation of a critical-reflective thinking.

Keywords: moral and political philosophy, applied philosophy, philosophy and democracy, reform of Romanian education.

I. Heated debates on the purpose and usefulness of philosophy existed in all historical periods, from ancient Greek to contemporary times. The first, and the most extensive and famous analysis in this respect took place in classical Greek era, the Sophists, Socrates and especially his disciple Plato focusing their efforts to demonstrate that the society needs and will always need this special intellectual concern. Influenced by reading Plato, many authors have considered that the Sophists would not be fully entitled to be a part of the common picture of the philosophers. On the contrary, we believe that, aside their abuse of fonocentrism, they were the first European thinkers who have shown that philosophy should not at all remain a selfish intellectual concern, a  purely metaphysical exercise, as already established by the famous Eleatic school, headed by Parmenides of Elea. Critically focusing on the previous metaphysical speculations on the absolute human being, the ultimate principles, etc., the Sophists proposed, for the first time in the Western culture, themes that were totally new within the landscape of public debate: the reflection on man and his real problems in domains like: ethics, politics, law, administration, economy, etc.  

In a historical era in which the traditional lifestyle faced a hasty decadence, Socrates took up these subjects from the Sophists, rejecting nevertheless their refined but abusive style of „charming the intellect through language”, trying to treat them in a systematic and critical-argumentative way. Without totally abandoning the fonocentric approach, Socrates strove not only to rebuild the vocabulary of philosophy, but also to bring it closer to the form of rationality and science. More specifically, he sought to create in a rational way the concepts that served the practical life, especially the basic notions of morality and policy. 

The one who reads the pages dedicated by Friedrich Nietzsche to the Socratic moment, in The Birth of Philosophy might be wondering how he could accuse him exactly of founding the Western rationalism applied to the area of social life. But it seems that Nietzsche did not understand that the „rationalism is indeed optimism, if rationalism implies the assumption of the initial or final supremacy of the good. Rationalism is indeed optimism, if rationalism demands a teleological understanding of the whole. …In other words, Socrates was the first to make the central theme of philosophy human action, that is to say, purposeful activity, and hence to understand purpose as a key to the whole.

Socrates’ basic message is that reason should not be developed as a simple aim, but it must be subordinate to practical life, especially to morality. This ancient thinker’s credo is the following one: philosophers must permanently define the fundamental aspects of life and society, criticize and reinvent the vocabulary used in a specific period, which always  tends to become canonized, assertive and to act at their best so that the moral instincts of the society   not to weaken. 

Plato and Aristotle were the first ones who strove to develop in their works and activity the Socratic desire and in this respect they noticed that philosophy must be reintroduced in school, this approach not involving its withdrawal from the public space!

To better understand that the motivation of the Platonic work was a moral-political one, like that of Socrates, let our imagination do the following exercise: Suppose we reread the dialogue The Republic, putting into brackets the already known doctrines of ideas and immortality. That is, putting into brackets exactly what is exquisitely elaborated: Plato's metaphysics. Those who make the epistemology or the ontology  their central philosophical concern, would probably reply vehemently: not only that Platonism loses its consistency without these doctrines, but even the political and ethical issues discussed in this famous work of Antiquity would remain in suspension, would no longer be able to receive any response! Sure, they would be right, but only if we remain, from a dogmatic point of view, within the Platonic universe of discourse and also at the ancient concept of science.

They would not be right if we recalled the objective of the Socratic demonstrations, as, indeed, it is clear from Plato’s early dialogues: when we investigate the nature, especially when people and society are the subject of our research, we should not seek only the discovery, the communication and the establishing of some ultimate truth, but the fact that ideas, concepts or different scientific, social or moral values that people share and in which they - often blindly! – believe are not at all sure, so they always need to be discussed and redefined! That is, for Socrates, the central aim of philosophers and intellectuals in general, is the permanent training of human mind, the development of the skill to investigate the grounds and to confront as many arguments and counterarguments. Plato and his disciple Aristotle tried to continue the Socratic idea, but showing a dogmatic optimism inspired by the success of Euclidean geometry, they believed that there must exist, however, ultimate truths, an endpoint in any field of knowledge. They thought that if philosophy becomes more systematic, if it specializes within itself and elaborates a specific language, then it can become a "science" and thus, at a greater extent, it can provide standard solutions to the problems the city is facing with. And thus, the founders of European culture believed that we would be able to design theoretically and then to implement the society of justice and happiness in our lives. But whishing that, keeping a final goal in their minds, they distorted the essence of the Socratic testament, which aimed, ultimately, the creation of democratic thinking and conduct of citizens. Nowadays, we consider that Socrates, as a public educator, was the first European to take democracy seriously, regarding it in its basic meaning. Unfortunately, his countrymen have found it necessary to condemn him, and that happened just in the name of democracy, which shows the gap that lies between philosophers and other members of the polis's, especially between how the former ones conceived the city of justice and happiness and opinions of ordinary people about it.
We can identify the ancient model of society to which Socrates refers to – which his contemporaries could not even think of! – with what we call today “full democracy” or “genuine democracy”. Actually, at present everyone speaks about building this society! Usually it is estimated that this superior form of social organization and government must fulfill three conditions: 1) to ensure its citizens the freedom and observance of their natural rights; 2) to enable and encourage plurality of opinions, ideas, ideals and 3) to be discursive and deliberative, i.e. decisions could be made only on dialectical debates and laws should be adopted only if supported by a significant part of the civic body 

A lot of intellectuals in our days – unfortunately some philosophers, too – don’t know, or forget that this refined intellectual concern fulfills, starting with Socrates, also this fundamental task: educating citizens in the spirit of democracy and providing solutions to moral and political crises human society has been facing. 

Actually, if we analyze the crisis of modernity, or we simply pause upon the current crisis taking place on multiple levels (the crisis of the capitalist society, Europeanism crisis, globalization crisis), we can notice that it is not focused on the question of individual existence, but rather on our capacity – in a continuous decline we can say! – to commit ourselves to a healthy social, political and moral life, one that connects people in a structure of human virtuousness. Without fulfilling this basic condition, it is impossible now, as well as for earlier societies, to speak about the existence of a genuine democratic society.    

Therefore, we can say that the testament Socrates left to philosophers is as current today as yesterday. This testament will oblige them not to resume to a contemplative theoretical activity, not to refer, in a nihilistic manner, to the public space, but to try to get involved actively in its real transforming process. That is, if the philosopher introduces himself as the person that mostly understands the society as a whole, then he must assume the quality of trainer in the public space.  Thus, his activity will not be limited to discovering and setting up metaphysical causes of phenomenal realities, but it will be also devoted to people’s political and moral education, especially for young students, so that they turn from pre-political to political, i.e. people trained in the spirit of authentic democracy.  

It is true that, as the latter issue is concerned, there will always be a certain conflict between the philosopher and the city. In the work “The City and Man
”, Leo Strauss shows that Plato was very concerned and even disappointed by the lack of harmony between philosophers and the masses and that, as a result, their efforts to reform the society (according to the principle of justice) and to educate the citizens will become more difficult. However, due to a higher civic consciousness, and even out of patriotism, philosophers must never deviate from this noble mission. 
II. Let us now examine, in particular, the way in which philosophy is involved in the process of reinforcing modern democratic society. We will also watch how philosophy is perceived, in its many forms of expression (philosophy for children, critic thinking, ethics, moral and civic education, aesthetics, political philosophy, etc.) in different countries of the world, but also in our country. With regard to our national space, we want to see if the Romanian society, and first our school, are interested in philosophy in any way, respectively if they assign it any role in forming the basic values of democracy. It has to be mentioned here that our investigation intends to discover the amount of attention and the role given to philosophy both in the compulsory school education and in higher education.  
If we take a look at the in-depth comparative studies offered by INCA (International Review of Curriculum and Assessment Frameworks)
, we can notice that philosophy and its rich cultural matrix occupy, in general, the leading position within the educational systems of developed countries, where there are consolidated democracies. We emphasize that genuine democracies are those that are not confined to ensuring basic constitutional and legal freedoms, but have also developed an effective and comprehensive system of democratic principles, values and attitudes. “It may seem that one way to enable society to accommodate contrary positions without coercition but in a conclusive manner, would be through a discursive democratic framework, that continually involves the citizens in political dialogue, regarding democracy as a way of life and as an effective, rational social order”
 

For instance, if we consider the case of Israel, we will notice that philosophy plays an important role in acquiring democratic values and behaviours among school teenagers. “Thus the Israel Education Department has published a number of pedagogic guides for teaching philosophy, in which the following aims are laid out: the development of critical and comprehensive judgment and thought over and above frontal teaching.”
 The superior form of school education (Senior High School; classes 9-12) in Israel allocates Humanities an important space which, in certain cases, comes close to 50% of the curriculum, both as compulsory subjects and as optional ones. Among these are included: political sciences, philosophy, Jewish philosophy, civic culture, applied ethics, social sciences, etc. It is considered that attending these subjects mostly determines the understanding and forming of the following basic principles of genuine democracy:  
1. „A fostering of awareness of laws that are indispensable to society, and of the motivation to obey them;

2. Encouragement of participation in discussions in which there is a place for rational persuasion of the decision-making majority;

3. Encouragement of awareness of decision-making itself;

4. Encouragement of self-awareness, and awareness of what is democratically done in the class-environment. In this way it was hoped to foster a feeling of equality;

5. Encouragements of the ability to initiate action and the ability to participate in group action;

6. To foster feeling of concern and involvement by encouraging dialectical discussion;

7. To encourage the pupil to express opinions and reply to criticism. Similary, it is hoped to encourage freedom of action, expression, self-reliance and tolerance;

8. To heighten awareness of undemocratic behavior: e.g., derisory criticism, disrespect of others rights etc;

9. Encouragement of non-judgmental tolerance, consideration of foreigners and discouragement of stereotipycal judgements;

10. Encouragment of opinion communication and dialogue;

11. Encouragement of rationl attitudes on social matters.”

For the developed countries of the world, philosophy and its specialized branches are popular topics, but this does not mean that everywhere they insist on strictly conceptual philosophical approaches. Actually, in these countries, they insist on the applied forms of philosophy, such as morality, applied ethics, political and legal philosophy. Also, „social philosophy and cultural philosophy are other favourites in undergraduate courses, especially because they offer links with indigenous cultures and local social problems”
.   

     Who has the curiosity to go through the EU curricula, as well as those of USA, Australia, Japan, New Zealand, Singapore, South Africa, can notice the constant presence of significant weights of such disciplines from the applied universe of philosophy, both in primary and secondary school.  They bear names such as: society / social / civic / politics studies, moral educations / ethics, social skills / life skills, multiculturalism / European dimension. Moreover, if we look closely at the comparative data provided by INCA
, next to the school subjects derived from philosophy we can also find: the arts / cultural education, drama, domestic science, careers, health, music, dance, sexual education etc. All these indicate the major concern shown by advanced societies to the process of forming what we call “the good citizen”. In a report called Citizenship Education: an International Comparison, made in Great Britain in 1999, it is estimated that  ‘The teaching of citizenship and democracy is so important both for schools and the life of the nation, that there should be a statutory requirement on schools to ensure that it is part of the entitlement of all pupils.’
 First of all, this is required by the need to maintain at high standards the already established democratic systems. Advanced societies also make efforts to reduce the new phenomenon of decrease in the level of interest and to involve young students in the public and political life. The reason is that, in time, it can lead not only to the emergence of a deficit of democracy, but also to the deterioration of social and political values obtained with great efforts, during several centuries.  Moreover, we must take into account the new challenges our world faces, to which democratic states should respond efficiently, first by adapting and constantly making more efficient their educational systems. Among these, we mention: 
· the rapid movement of people within and across national boundaries

· a growing recognition of the rights of indigenous peoples and minorities

· the collapse of political structures and the birth of new ones

· the changing role of women in society

· the impact of the global economy and changing patterns of work

· the effect of a revolution in information and communications technologies

· an increasing global population, and

· the creation of new forms of community.
 

Another aspect we should mention is the fact that philosophy can play an important role in the process of forming young students, not only by strictly attending a school subject with the same name or, as we have seen, some derived subjects, but at the same time with the teaching of different subjects, apparently not related to philosophy, such as: mathematics, physics, chemistry, biology, etc.  In fact, from Aristotle we know that philosophy and science are fields with a mutual indissoluble connection.  It is true that many representatives of the exact sciences consider that they work only with truth, while philosophy deals only with uncertainties and unnecessary distinctions. But, as Bertrand Russell notices, „the uncertainty of philosophy is more apparent than real: those questions which are already capable of definite answers are placed in the sciences, while those only to which, at present, no definite answer can be given, remain to form the residue which is called philosophy.”
 Actually, “the value of philosophy is, in fact, to be sought largely in its very uncertainty”
, and it is the only one able to remove „the somewhat arrogant dogmatism of those who have never travelled into the region of liberating doubt, and it keeps alive our sense of wonder by showing familiar things in an unfamiliar aspect.”
 

Therefore, the study, from a philosophical point of view, of those disciplines often called with preciosity exact, determine young students to learn how to use, to a higher extent, their own reason in the learning process and, more importantly, to develop a critical thinking. This way they will acquire skills which nowadays determine career success, whatever this will be, but also in society. Thus, they will: 

· become more creative and will be able to identify and solve different problems;

· acquire a questioning mind and the ability to think upon the process of learning itself;

· get familiarized with independent learning, but also learning from their own mistakes; 

· learn how to argue and counter-argues;

· acquire the ability to learn and work in a team; 

· learn the art of communication, dialogue and taking part to debates;  

· learn how to protect themselves as much as possible against partialism and prejudgment; 

· become more interested in the big ideas and events that shape the world today;

· understand the human meaning of the results of scientific knowledge;

· become more responsible as future specialists, as well as citizens, understanding that they must bring a  positive contribution to the development of the society.

For teachers of special subjects to be able to tap their fields from a philosophical point of view, they need to have covered during their training period disciplines from the philosophical universe.  They may belong both to its core such as Logic, History of Philosophy, Epistemology, Metaphysics, Ethics, and to some specialized philosophical branches, such as: Philosophy of Science, Philosophy of Mathematics, Philosophy of Science and Technology, Philosophy of Medicine, Philosophy of Law etc. Moreover, a simple internet search can show us that there is practically no academic specialization in Western higher education systems where there is not at least one subject from the rich matrix of philosophy. In almost each case, getting a Master Degree or a PhD involves an examination of epistemology of that particular area. And this can be seen even in schools in developing countries. For example, we can mention “that in Nigeria, the National Universities Commission has made philosophy compulsory for all undergraduates in the universities. The two compulsory courses are Philosophy and Logic (1 st. semester) and History of Science (second semester).”
 Proving, in terms of education, a modern vision, possibly inspired by the experience of advanced states in the Commonwealth area to which it belongs, Nigeria, a country in the process of becoming democratic, has understood that “the need to develop the critical and analytical skills of students from various disciplines and... the need to meet the modern challenges of scientific thinking and technological innovations”. Therefore, those who run the educational system in this African country have understood that philosophy and its branches “are a good background to the understanding of the problems of science, technology and humanities.”
 

III. Let us further analyse the place philosophy occupies in the Romanian educational system, whether and to what extent the latter is required to contribute to the shaping of good specialists, but also the good citizen of a democratic society.   
As we know, in Romania a comprehensive process of reforming the educational system was launched in 1998 by the Minister Andrei Marga. The objectives of this reform were to eliminate the drifts occurred in the education system during the communist period and to prepare youth to meet the demands of the new society.  They started from the right observation that the old Romanian school was characterized by self-centering, self-sufficiency, authoritarianism, hyper-centralization, depersonalization and conservatism. Traditional education had to be also restructured because of the fact it was excessively concerned with transmitting and acquiring knowledge, but so little preoccupied with forming scientific and professional skills, as well as moral and civic behaviour required by the deeply changing society. The reforming project was built on a new educational ideal, namely the formation of a dynamic, creative autonomous personality. The future graduate of this system had to have a flexible critical thinking, the capacity to get, process and use independently information and work with it in an interpretative and creative way.  

In order to materialize these objectives, The Ministry of Education aimed at promoting substantive transformations of the national curriculum, consisting of complete change of curricula, programs and textbooks, methodological guides, as well as strategies and teaching styles.

Today, twelve years after the launch of these promising reforms, we can notice that there has been relatively little done from what the authorities promised to do. Basically, the reform has stalled because of the pedagogical incompetence of the governmental decision-making factors, political interests, but also because of strong conservatism that still exists within the education system. Therefore, decongestion of school programs and textbooks has not been achieved yet; there has been no change to move from the emphasis on knowledge assimilation by mostly sterile memorizing steps towards mostly formative education approaches, there is still not too much emphasis on developing dialogue communication skills or applying knowledge in solving problems and making decisions. Today, as well as in the past, education is verbalist, passive, based on reception of prefabricated knowledge, and still the student is not at the centre of the educational process.

It is true that education framework plans were organized by curriculum areas, selected in accordance with the aims of education. By grouping disciplines on cultural areas, they intended both to balance weights of different areas and subjects and to integrate the mono-disciplinary approach within an interdisciplinary framework. But, in our opinion, the benefits of this organization have never been obtained, and that is because of at least two reasons. 

First, it appears that the weight of different disciplines in the framework plans remained broadly the same as that of the communist period. Furthermore, we can notice that in terms of social and human disciplines things are even worse, both the number and amount of time spent on studying them being smaller than the previous ones. And this means that the society’s interest in training social and humanistic features to young students has decreased. The most telling example in this respect is the elimination of philosophy from the framework plans in high-schools. Basically, it can be found only at the theoretical profile, and not even there entirely. And instead of philosophy there has never been placed another discipline possibly more successful at dealing with the youth education for society! Moreover, philosophy is practically nonexistent also in the curricula of various academic majors, of course, except the area bearing the same name.

Despite this unprecedented situation in Europe, there are plenty of voices asking, neither more nor less, the eradication of Humanities from the curricula. For instance, the academician Petre Frangopol, proving both a lack of information and a serious error of reasoning, says that, after 1989, in Romania there have been massively introduced human and social subjects into the curricula, thereby “roughly” decreasing “the teaching of exact sciences, such as mathematics, physics, chemistry, biology.”
 Moreover, he speaks about the “danger of slipping down the human slope” of the Romanian reform, about the “gap between the two cultures (science and art)”, connecting the decline of the Romanian technology to the invasion of training human disciplines”.
 Is Romania proving „excessive” humanism and democracy due to “the invasion of training human disciplines” and we have not noticed it yet? 

But let us see how things stand for others, namely countries where – and we all agree – there are genuine democracies. By simply taking a look at the school curriculum in France, we can see the following curricular structure: French language 8h, mathematics and sciences 5h, social and human culture 11h. In Canada also, where there is no single national curriculum, most of undergraduate schools maintain, however, the following weights: language, citizenship and other social disciplines 35%, mathematics and natural sciences 30%, arts 10-15%, physical education 10%, economic subjects 5%, personal development 5%. Therefore, can we say that in these civilized countries, the great attention paid to human and social disciplines – those that form „the good citizen” – prevents the formation of scientists in general? Could these countries occupy the first positions in the world regarding technological and scientific progress, but also show a real democratic and humanistic vocation? 

Secondly, we believe that by simply regrouping subjects in curricular areas does not automatically guarantee the elimination of fragmentary covering of the contents of various subjects and does not necessarily lead to multi and interdisciplinary approaches, not even within the same curricular universe.  The reality in the Romanian pre-university educational system show us that the teaching and learning process is still on strict disciplines, between which there are very little knowledge and skill transfers, even between close and related disciplines. Why this phenomenon? The answer is simple: while teachers do not get, during their training period, either the training or the culture required to practice an open flexible modern education, as we can see in the West Europe and across the Ocean. Actually, beyond the narrow, strictly specialized training, our higher educational system does not teach future teachers any skills from the exterior related curricula (moral system, economic system, communication system, scientific knowledge system, aesthetics system, etc.). And further, young teachers cannot train young students in a paradigm different from the one they were trained in! We think that explains why our society is stuck in this project, a genuine civil society is still expected to be born, and the image of the school and its role in social development is at the lowest marks in the history of Romania.
Moreover, we consider that we can not expect positive effects of education reform while the upper school, where prospective players formed the school system was simply sprayed a lot of academic specialization, mainly due a misunderstanding of the spirit of the Bologna system. 
We admit that the Bologna reform has proposed a number of changes that should lead to making the European higher educational system more efficient. Yet, its application in Romania has overlooked the main aspect: focusing of the educational act and training on the student. This fact presupposes the changing of strategies, methods and teaching  styles, but also that young people should freely choose, apart from the basic set of compulsory subjects for a standard specialization, those optional subjects included in the vast offer from universities, that define the more precise profession they feel attracted by and that they feel they can do the best. Consequently, the wide horizon of specializations which faces, under the conditions of globalization, a no precedent dynamism, should result from the personalized route chosen by the students, and not from the rigid offer of some pre-established education plans which take into account mainly the teachers’ interests. In our country, due to the misunderstanding of this fundamental fact, there are phenomena which work right against the Bologna spirit. For example, there have appeared brand new high education specializations which do not exist even in Europe, but which are followed by young people (who have never been advised by a career counsellor!) because they have commercial names. So, as one might say, just because they „sound good”! On the other hand, fundamental knowledge domains, those which have lead and will lead mankind further, are being simply abandoned. This is the case for Maths, Physics, Chemistry, Biology, Philosophy, etc. As Romanian universities are lead by strictly financial criteria, they easily conclude in closing those „non-profitable” domains, namely precisely those in which advanced research takes place in the western world. 

Yet, how can one get out of this whirlpool in which education has sunk together with all the other systems of the Romanian society? Surely the answer is complex and it can not be developed in this abstract.  Yet, we can do some comments regarding the role that philosophy can and must play in this effort for the relaunching and recovery of the Romanian education system, but also for the consolidation of the incipient democracy. 

IV. We make these final short remarks starting exactly from Plato's pessimistic conclusion, as it results from the dialogue Republic: philosophy and society tend inevitably to depart from one another, even go in opposite directions. 

There are two main reasons for which philosophers’ voice is not heard by the majority, at least in this part of the world. The first reason concerns the ordinary people who are not willing to listen to philosophers’ ideas, suggestions and arguments. Even if they have a good level of intellectual training, people today are „inclined to doubt whether philosophy is anything better than innocent but useless trifling, hair-splitting distinctions, and controversies on matters concerning which knowledge is impossible.”
 Actually, just as Russell stated, such an opinion comes from the fact that people are used to placing, among the types of goods necessary to life, only those destined for the body, and less, sometimes at all, those destined for the mind. And it is this very idea (sometimes considered in an exclusive way) that stays at the foundation of the erroneous perception of philosophy. This is because the idea, by not proposing real („scientific”) truths, but only questions, problems, reasoning ways, etc., is being overlooked even by those intellectuals who are used to easily administrate ideas.  This is the explanation for the fact that many people do not understand that the main role of philosophy is to ennoble the human mind. Only an advanced, well-projected scholar education can change this perception and set philosophy where it should be in the concert of knowledge, but also of human action.
The second reason lays on the side of philosophers themselves, who, at least when Romanians are concerned, are still uninterested in the common people, in their problems and education, contending themselves with researching some very abstract, metaphysical or epistemological matters. This is how we explain the low development of some branches of applied philosophy such as the wide area of applied ethics (education ethics, social and economic ethics, business ethics, medical ethics, lasting development ethics, etc.), social philosophy, political philosophy, philosophy of the mind, etc. Our philosophers still consider their “science” as the misunderstood queen of knowledge forgetting that, in fact, in the last decades, in the Western world, it is being deeply involved in investigating the fundamental problems with which the present, fast globalizing world is being confronted. This is how we explain why, in its new forms, it cannot be absent from the education plans of western secondary and higher schools. 

It was in this context that we stated, in the beginning of this article, that the Socratic philosopher should visit our land as well! He should adopt a positive role in the effort that we will have to make to bring the Romanian society out of the state of spiritual and moral decay in which it is at present. And philosophy, be it practiced by specialists with the same name, or by other intellectuals, who have attained the rare quality of wisdom and moderation, must be found in projects of real reformation of Romanian school. The new Socratic philosopher should be called to contribute to the building of a more right and happier city.
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Ethnic group is a concrete social reality and relations resulting from human contact. Roma are one of the oldest ethnic entities in Romania and one of the most numerous. The principle of positive discrimination is widespread in protecting ethnic minorities and is widely accepted and legislated in advanced countries, but is often accompanied by the pros and cons. This paper presents some considerations on these concepts.
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In the last twenty years national minority rights in Romania have been promoted by institutionalizing ways to participate in the executive and legislative act in several dimensions of public policies, respectively through various legal and institutional measures designed to ensure the protection, preservation and development of various sizes of identity characteristics of minorities in Romania (cultural, linguistic, educational and administrative policies).

All European countries are making efforts in order to comply their legislation with EU standards concerning non-discrimination as it is defined in the Directive refering to the implementation of equal treatment between person principle no matter racial or ethnic origins are and in the Directive refering to the people employment .

Moreover, EU Member States should formally embossom and act according to the principle that prohibition of discrimination should be accompanied by positive measures. EU Member State officials should be asked to find ways to ensure that public services are equally accessible to all, with special reference to the vulnerable minority groups.

Multiculturalism is a reality of present and future time and that is why the multiculturalism imply the recognition of pluralism and cultural variety of the cultural identity of any minority. Now a day a strong emphasis is put on mutual recognition of values, fostering a spirit of dialogue, communication and collaboration between different cultures within the territory of our country.

Cultural diversity is not a crime anymore, but a reality that must to be used in school environment. Cultural plurality put the matter not only preserving differences but the cultural dialogue which recognizes that everyone must contribute to enriching the human experience and that each one is an effort of universalization of a particular experience. Multiculturalism is not the adversary of the European universalism, but another form of it. What unifies multiculturalism with the European universalism is the common wish to put a culture above the state power or interests of a social group
.

In general, minorities are defined as those social groups that have specific attitudes and behavior toward majority.
Majority / minority ratio usually appears and manifests within the states and it understand limitation related to language, race, nationality, religion etc.

1. Peculiarities of the Roma ethnic group

Concept of “ethnical” is closely related to the “culture” one that means it refers to the membership of a nation, membership which is defined by specific cultural affiliation, i.e. specific civilization of a people. Name of “ethnical” is similar to the people concept.

Roma ethnic minority group is a part of a dominant social structure that place them in a certain position on the social scale, a position that helps them to identify with the majority group and its specific lifestyle in terms of ethnicity, culture and interaction.

Roma are one of the oldest ethnic entities in Romania and one of the most numerous.

After a period of ignorance generated by a policy of constrained assimilation, Gypsy problem lies in actuality, denser and more complex.

Roma issue can be approached from several perspectives, namely ethnographic, sociological and pedagogical. Identification and exploitation of this issue is one of the most important prerequisites in Roma integration and harmonization of interethnic relations.

Relations between majority and minority are determined by two factors: 

a) a first factor has in view the numerical size. 

b) the second factor relates to the balance of power and influence between majority and minority. Typically, the majority dominates numerically and gets the main levers of power and influence in society.

According to 2002 census (Table 1) in Romania live about 500 000 citizens of Roma. Romania has the largest number of Roma in Europe; as a percentage of the total population, Bulgaria has a higher percentage.

Increasing the number of persons of this nationality is not the only the consequence of a higher female fertility specific to this category.

Highest proportion of Roma is in the counties: Mures (40 425), Dolj (31,544), Bihor (30,089) and Bucharest (27 322).

	
	România
	Bulgaria
	Slovacia
	Ungaria
	Cehia

	Roma population, number
	535.250
	370.908
	89.920
	189.984
	11.746

	Roma population, %
	2,5
	4,7
	1,7
	1,9
	0,1


Table 1 Roma declared at the last census

Source: Population Census of 2002 for Romania and  other countries census of 2001

Main features of the ethnic Roma are:
· Physical: Indo-European race. Distinctive element is the skin colour from the physical point of view, criterion that is not universally true, however.

· Spoken languages: Gypsy (or gitane, Gypsy, Romani, Romany, etc..), of the Indo-European family, Indo-Iranian branch. No writing, colloquial language. Fluctuant degree of proliferation. Most romani speakers are bilingual speakers using the language of majority community. Romani language may be considered as a secret language. Romanian slang words took over from the Romani to Romanian language: barosan, a hali, a mangli, mişto, ş.a.
· Cultural and folkloric traditions. Roma ethnic characteristic is their poor representation of folklore and cultural traditions which is explained by the following conditions: symbiotic lifestyle (during history Roma predominantly were considered slaves, they lived near the boyar courts, monasteries, not allowing shaping of a group of customs, traditions which are normally contained in a community); lack of their own religion, which is intended to maintain internal cohesion of community and language; and their unwritten language, which limits the development of culture and shaping of distinctive ethnic profile.

2. Positive discrimination, part of the Roma ethnic education management
Under pressure of the European integration, positive discrimination was adopted by the Romanian authorities as a basis for a series of public policies intended to ensure improving of socio-economic conditions of groups considered disadvantaged. Most eloquent examples in the local area are various legislative and administrative measures adopted in favor of the Roma community.

The principle of positive discrimination is widespread to protect disadvantaged groups (not only ethnic minorities) and is widely accepted and legislated in developped countries, and is often accompanied both by pros and cons considerations.

The concept of positive discrimination is also in dispute; however, considering that it is dependent on an egalitarian concept of the human condition, and in practice egalitarianism penalizes the most deserving individuals and replaces reward of individual skills to the benefit derived from belonging to a particular social group. Or, becoming an employee, admission to college, earning some money should be judged on the basis of individual merit and not as an inherent benefit of belonging to a group. If they do otherwise it means actually to replace justice with injustice.

Regarding the Roma ethnic education management, Ministry of Education, Research, Youth and Sport awarded special places for the entrance of Roma candidates into the faculties of 26 state universities annually. The process of allocating places for Roma candidates requires they are matriculated only if they get at least mark 5 per contest. Once entered young Roma do not pay tuition fees during their university studies.

Five or eight places reserved each entry session for Roma candidates certainly does not significantly affect chances of any Romanian student reasonably well prepared, especially in many cases they are provided as a supplement of the usual number of places. Chance that these places offer to young Roma is not negligible, however. They will graduate a college, and then have the chance to integrate them into a wider society; they will have jobs and will enter the middle class.

Indeed, it is quite possible Roma students to be under the level of their majority colleagues especially in the early years, and this chance should not be missed.

On the other hand, skeptics say it is clear that positive discrimination is a losing battle from the very beginning practically, disadvantaged groups are not so cooperating to recover their lost advance as they theoretically suppose to be.

Consequently, Roma students are often accepted to the college on their budget reserved places getting marks little more than five, while Romanian students getting higher grades are not accepted or are accepted on payed places.

Competition exists even in these places, but its standard is clearly weaker because of lack of motivation. Roma students will probably be very unpopular among his romanian colleagues just because their chances were not equal and their work disproportionate. 

3. Conclusions

Although arguments against positive discrimination can sometimes be very plausible, they can say with conviction that positive discrimination is an act of social justice arisen from the requirements of a right society that would have been appeared without any discrimination and injustice.

For more than five years, young Roma have special places for both college admission and for admission to any college in the country selection criteria are minimal. Regarding these places state universities in Romania, it should be noted that Romanian students or from other ethnic groups other than the Roma, are not disadvantaged because the places reserved for Roma students are a result of government decisions in category affirmative measures, the encourage and foster their access to university education.

A social motivation arising from comparing study conditions that Roma high school students benefit to study conditions that high school students belonging to Romanian ethnic majority benefit. 

The Roma student (or students) of that college should not be suspected by the other colleagues that he does not deserve his place and was accepted only because he is part of a certain social group; so that the Roma student can lose his confidence in these conditions.

Positive discrimination should be designed to promote their integration without causing tension, animosity or conflict.

The fact they can apply for places especially created for them should not draw our attention they are "different", but should be a helping hand for those less fortunate.

We are all from the same place but we get an influence that has led each other of us in our place. School environment should affect us very much and to open up our minds.

My own experience as a university teacher allows me to say that Roma students I have met and trained within the University of Petroleum and Gas in Ploiesti are well integrated, students of merit, and very ofthen, they represent an example to be followed for their peers.

Roma youth who want to attend a college may choose among hundreds of free places annually offered by public universities across the country. This year, for example, Ministry of Education has approved more than 430 places for this population. But among Roma youth who want to study there are also Romanians, who lie on they belong to this ethnic group in order not to pay school fees.

Unfortunately, statistics show that because of poverty the number of Roma students dropped, they are unable to financially support themselves during the college. This must be the field all competent authorithies should act in order to increase the number of Roma competent graduates.
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The notion of curriculum knows many definitions. The two understandings of education policy perspectives is essential: Paradigm and Educational Project. `Curriculum that promotes a new paradigm in the development of education and science education. Is initiated by Ralph W Tyler (1949). The center is located finalities of Education expressing the Unity of Psychological and Social Needs. Curriculum is defined as a year educational project on continuous view of Education (Louis D'Hainaut, 1979).Refers to core products at system and process
 Keywords: curriculum, curriculum evaluation, curriculum reduction, Pre-modern, Modern, Postmodern curriculum
1. The problem
The notion of curriculum known many definitions. Is proposed in particular Anglo-Saxon literature throughout the twentieth century. In other cultural and educational areas is viewed with reserve. Even a book about curriculum published by UNESCO in 1970 preferred the title "education and lifelong learning programs (see L. D'Hainaut, coord., trad.1981). In this way, maintaining the trend of reduction curricula at education programs. 

In Romania, before 1989, the term is used quite often. Instead, after 1990, the term is used in excess. By 1990, "the concept of curriculum was used by Romanian teachers only sporadically. Currently we are dealing with an opposite situation. Term curriculum is used improperly and not infrequently wrong (I. Negreţ-Dobridor, 2008, p.17).
Into Romanian teaching literature we find a strange situation,. Before 1989, although the term is used too often, curricular approach is quite present. We illustrate the coordinated work of Ion Cerghit, Improving lesson in modern school (1983) or by research undertaken by Ion Negreţ,  Ion Jinga, the results published in the Journal of Pedagogy and a chapter of the book co-coordinated by I. Jinga and L. Vlăsceanu, - structures, strategies and performance in education (1989).
After 1990, although the term is used continuously curricular approach is sometimes abused. We think that deal works out curriculum evaluation, curriculum reduction plan and program (called curriculum), the theory and methodology, curriculum development only by accepting the teaching of general subjects previously treated so.
In the world in dictionaries and specialized treatment and meet several quite different definitions. The International Encyclopedia of Education is seeking a historical overview of definitions. In the decade 1940-1950, the curriculum is "life and school program. In the decade 1950-1960 curriculum refers to the general plan for training of students. In the decade 1960-1970 is associated with model of thinking based on students experience. After 1970, the curriculum is understood as a product of research that guides the learning experience of students for vocational skills. In the general and synthetic vision, curriculum and training plan is an effective learning (see Husen, T., Postlethwaite NT, eds., 1985).
The large number of definitions of curriculum creates major problems in understanding that concept. This is reported in literature teaching in Romania after 1990 - "In 1974, Siegel meanings of accounts 27 Curriculum (apud. D'Hainaut 1979). In 1997, Marsh, examining 44 of curricular concepts (...) concluded that there is a moderate degree of agreement on key concepts. This is regarded negatively. In research and definition of curriculum Convergence should prevail over divergence. "a concept of curriculum is not ambiguous, but consistent with widely recognized" (D Potolea in E. Peacock, D. Potolea, coordinators, 2002, p.70, 71).
A definition of convergence is tested in the Dictionary of Pedagogy, 1979, p.111) - "The whole school activity and functionality, which is reflected in the curricula, curriculum, textbooks, methodological guidelines, goals and behavior patterns that lead the objectives, methods and means of developing learning and teaching methods appropriate behavior, assessing the results, etc..." This definition, however, on the one hand, too broad and descriptive, and secondly, reduced only to the school area. It requires a presentation of terms should be understood that the problem of defining the curriculum.
2. Terms problem
First, curriculum must put the problem in historical terms. Specialized dictionaries distinguished three historical stages in curriculum development (see S. Cristea, 2000, p.75-77)
A) Pre-modern curriculum. History is set between the sixteenth century - the nineteenth century. May called traditional curriculum. Has limited significance, reduced to programs, courses, official textbooks. Unfortunately, its influence is present. This significantly reduced the content appears sometimes in education policy documents, sometimes in the literature.
B) Modern curriculum. History is set in the first half of the twentieth century. Important is the study of John Dewey, The Child and the Curriculum (1902).For the first time is set the problem to rift that arises between the curriculum (in the sense of the content taken from science) and experience student life. Programs should therefore be reorganized to establish a normal relationship between curriculum and student. 

Another American author, Franklin Bobitt (The Curriculum, 1918), talks about curriculum objectives conceived as a skill. Modern curriculum should capitalize the students experience of social and school environment to achieve objectives. 
C) Postmodern curriculum .Is released by another American teacher Ralph Tyler in the book „Basic Principles of Curriculum and Instruction”. For the first time in the history curriculum is defined by reference to the principles of paradigm value. It will influence not only design training, but pedagogy (called, by John Dewey, science education).
Curriculum principles as R.W. Tyler are: a) selecting goals and objectives, b) choosing learning experiences to foster knowledge acquisition as targets, c) organization of these experiences on effective ways d) evaluating the results according to the goals and objectives establish criteria for assessment at the outset.
R.W. Tyler's rational model (called "Tyler’s rational”) will influence the design and development of pedagogy in the second half of the twentieth century. The decade 1960-1970, as a model curriculum will be involved in system design education process. After 1970, the curriculum will be open to lifelong learning and self-education (see L. D'Hainaut, 1979, trans., 1981 G. Văideanu, 1988, 1996).
Throughout this period will be offered more curriculum models involved in design (interaţionist, naturalistic, dynamic development for optimization, triphasic, tetrafazic, pentafazic etc. I-Dobridor Negreţ, op. 0.168 to 198). Meanwhile, the curriculum will assert that the new paradigm of education and pedagogy (or science education).
Paradigms of education or pedagogy are recognized in the 1980s (J.M. Gabaude L. Note, 1988)

a) The Magistrocentrism. The heart of education is teacher, message which directs, teaching;
b) The Psihocentrism. In the core of education is the educated, students, priority requirements are psychological education; objectives, socially conditioned, are neglected;
c) The Sociocentrism. In the education center is placed the demands of society to education, educator and educated. Are economic, political and cultural conditioned. 
d) The Technocentrism. In the education center is located educational project, with the formative purposes. Increased attention to modern technologies in education.
Curriculum paradigm that attempts to resolve the historical conflict between the sociocentrist paradigm and psihocentrist paradigm. "In the center of education are placed education finalities (the ideal, goals, objectives of education), built in the unit of internal psychological requirements of educated (student, etc.) and external social requirements, in terms of content of education, socially validated (S . Cristea, 2010, p. 44).
Curriculum as a paradigm proposes a new approach to pedagogy, science education. Will the emergence of a new basic science of learning - the general theory of curriculum which studying design and learning at all levels of the educational process. It helps to reconstruct the concepts of purpose, content, assessment, planning and organizing training, curriculum reform, curriculum research.
Asserting curriculum as a paradigm contribute to clarify the concept of teaching the curriculum. The problem is approached by UNESCO in terms of education policy. At this level, from basic research carried out, it proposes a definition of the concept of convergent and synthetic teaching curriculum - a curriculum is an educational project that defines: a) goals, aims and objectives of educational activities, b) the ways, means and activities used to achieve these goals, c) methods and tools to assess to what extent the action has paid off "(L. D'Hainaut, coord., 1979, trad.1981).
Definition belongs Louis D'Hainaut Belgian educator, coordinator of research conducted by UNESCO in 1970, completed in 1979, a reference book, "education and continuing education programs, (trad, Bucureşti, Editura Didactică şi Pedagogică, 1981) .Among the co-authors is the Romanian teacher George Văideanu which analyzing the problem in terms of research curriculum and pedagogical reform of education.
The problem is tackled by D'Hainaut curriculum in terms of: a) the action plan or design education (curriculum design), b) the project (developed curriculum).School curriculum focusing on education, formal. But is open to "any personal experience" gained in a social context of educational instructors.
Without ambiguous definition of the concept allows a global approach to design educational action. Are set three levels (ibid., p.84-87)
A) The top level of education policy decisions. Here are set the curriculum finalities (strategic goals, objectives and targets);
B) The intermediate level of management or management curriculum. The finalities are translated at the level of education and curriculum / education. Ensure allocation of resources: information (content supporting finalities), didactic materials (space and time to achieve the finalities), technology (and methodology and human resources that capitalize it);
C) action pedagogical, technical, practical level. Specify goals and objectives into specific objectives which include chapters, modules, etc. topics of study. "At this level teachers involved, those who study, the authors of educational documents, people in the community who participated in the teaching" (ibid., p.86). 
The major problem is the adaptation of its curriculum - as a paradigm and educational project – at requirements of modern and postmodern society, that change and transform. Is the central theme of research and curricular reforms.
3. Possible solutions

The solution proposed study undertaken by UNESCO in 1970 is current and is the major theme of education reforms attempted in recent decades, at the border between XX-XXI century, in light of the knowledge information society.
The study examines this solution refers to "development curriculum in light of continuing education." Envisages transformation of the entire education system on lifelong learning, promoting "more precisely the concept of curriculum and continuing education" (L. D'Hainaut, op., P. 87, 90).
Postmodern education reform principles in lifelong learning perspective are:
A) Design a comprehensive curriculum, completely different from that traditionally separate proposing "a curriculum for primary or first cycle of general secondary education or technical education at secondary.
B) Construction of open curriculum that covers all resources "lifelong learning and its multiplicity of issues for each individual during his life and for each phase of his life."
C) Integration into the curriculum of all forms of education: a) formal and institutionalized, leading to a diploma, b) informal (n.n. non-formal) education with action unguided by awarding a diploma, but who can lead and qualification and retraining, c) informal, although influences from family, local community, society, media etc..
D) Recovery of the curriculum content of all general education - moral, intellectual, technological, aesthetic and physical education and lifelong learning at every stage of its evolution or school / university and professional.
Factors that determine curriculum and continuing education are:
a) The fundamental values underlying pedagogical goals and content general education (moral good, the truth of science, applied science usefulness, beauty, physical and mental health);
b) existential beliefs that integrates theories and ideologies, social feelings, the will of the people and community action;
c) The major components of education policy relating to cultural, philosophical models, economic and demographic realities, information resources, staff, didactic material and financial.
Paradigm at a solution to the problem lies in the reconstruction curriculum general theory of curriculum as a fundamental new science education. This reconstruction should be performed: 

A), specifically centering on the subject - design education and training at all levels and teaching; 

B) to clarify the relationship with the other two basic science education, general theory of education (pedagogy foundations) and the general theory of instruction (teaching general);
C) development of major issues concerning: a) foundation curriculum, general (historical, philosophical, sociological, psychological) and specific teaching (aims of education), b) curriculum context (social system, education system and process), c) types of curriculum (formal, non-formal, mandatory, optional, hidden, generally specialized common / core curriculum), d) curriculum products, e) curriculum change (G. Cristea, 2002, p.179-140)
At project specific education major problem is the curriculum process. A recovery management solution is the lesson for teaching activity typical. It envisages the replacement of bureaucratic models of lesson design with a model curriculum based on the following structures:  

A) organization of resources work (with capitalization in this context forms of organization - front organization, organizing groups, organized individual, business type and variant);
B) work plan: general purpose - targets - basic content - methods and teaching - assessment (initial, continuing, final assessment);
C) building and development curriculum by way of linking the actions of teaching, learning, assessment: a) initial assessment, b) teaching-learning- continuous / formative assessment c) final evaluation.
References
Ioan Cerghit, I., coordonator (1983), Editura Didactică şi Pedagogică, Perfectionarea lectiei în şcoala modernă
Cristea, G. (2002), Pedagogie generală, Bucureşti, Editura Didactică şi Pedagogică, RA.

Cristea, S. (2000), Dicţionar de pedagogie, Chişinău, Bucureşti, Grup Editorial Litera. Litera Internaţional

Cristea, S.(2010) Fundamentele pedagogiei, Iaşi, Editura Polirom

Dicţionar de pedagogie, coordonare generală Anghel Manolache, Dumitru Muster, Iulian Nica, George Văideanu (1979), Bucureşti, Editura Didactică şi Pedagogică
D’Hainaut. L. (1981) Programe de învăţământ şi educaţie permanentă”, trad., Bucureşti, Editura Didactică şi Pedagogică

Gabaude,J-M; Not, L (1988), La pedagogie contemporaine, Toulouse, Editions Universitaires du Sud

Husen, T., Postlethwaite N.T.,eds.,(1985), The International Enciclopedia of Education, vol.2, Oxford, Pergamon Press

Jinga,I.,Vlăsceanu,L.,coordonatori, (1989), Structuri, strategii şi performanţe în învăţământ, Bucureşti, Editura Academiei

Negreţ-Dobridor, I., (2008), Teoria generală a curriculumului educaţional, Iaşi, Editura Polirom

Potolea, D., Conceptualizarea curriculum-ului. O abordare multidimensională, în Păun,E; Potolea,D., coordonatori, Pedagogie, Fundamentări teoretice şi demersuri aplicative, Iaşi, Editura Polirom, 2002

Văideanu, G.(1988), Educaţia la frontiera dintre milenii, Bucureşti, Editura Politică

Văideanu, G. (1996), UNESCO-50-EDUCAŢIE, Bucureşti, Editura Didactică şi Pedagogică R.A.

DEAF PORT
 Developing European Language Portfolio for the Deaf 

Brăslaşu Mihaia, Maria Pescarua
 MACROBUTTON NoMacro aUniversity of Pitesti,Pitesti, Romania
Abstract

The Deaf Port project addresses the needs for equal opportunities for the deaf and heard of  hearing people as outlined in the Education and Training 2010 work programme, and in particular their language learning needs. The project intends  to encourage self-assessment and learning of modern foreign languages, including activities to make language learning more attractive to learners (Decision No 1720/2006/EC) and reflecting the European Commission Communication on the Action Plan for promoting language learning and linguistic diversity, contributing to:

· encouragement of the introduction and use of the European Language Portfolio, 

· the growing awareness in Member States of effectively linking curricula and examinations to the CEFR scales, and

· the use of Europass as a single framework for the transparency of qualifications and competences (Decision No 2241/2004/EC of the European Parliament and of the Council)

The research by the partners has found that teaching languages to deaf and hard of hearing people has been a challenge throughout Europe for many years, both for the learners and for the trainers. Different organisations and government bodies (United Nations, European Parliament, European Commission) have expressed their concerns about learners with special educational needs, and the policies in most EU countries are directed to integrating deaf persons in the mainstream education, with more deaf and hard of hearing people entitled to receive a bilingual education, which includes both the signed and the spoken language of the country, and a foreign language. 

There have been various constraints in teaching languages to the deaf as the naturally evolved sign languages have a grammar and vocabulary which are distinct from the spoken language used in the same country or region.  It is important to stress that deaf persons cannot master spoken languages as easily and comprehensively as sign languages and the spoken language of their country or region will always remain a foreign or second language for them. The process is much more the same with the acquisition of a foreign language.

Evaluation and self-assessment of the deaf learners come to terms with and find some acceptance of expectations for deaf and hard of hearing people that are different from those for hearing persons. The goal is for all learners to demonstrate knowledge about the culture and a level of expressive and receptive proficiency in the language. All persons should be able to do this. For deaf and hard of hearing people, though, evaluation of receptive and expressive skills generally focuses on reading and writing, not listening and speaking. 
The Deaf Port project aims at finding a solution to the problems above by developing specific descriptors and tools. Such tools for this target group are innovative and have not been developed so far. The project will reflect these challenges and needs by developing target-groups specific tools based on the analysis of needs, constraints, practices and challenges to the deaf and hard of hearing learners of languages, Language descriptors and self-assessment grids, European Language Portfolio in 3 parts (Passport, Biography and Dossier), Teacher’s Guide, User’s Guide and Europass Language Passport.

1. Project Presentation

The Deaf Port project addresses the needs for equal opportunities for the deaf and for hard of hearing people as outlined in the Education and Training 2010 work programme, and in particular their language learning needs, to encourage the learning of modern foreign languages, including activities to make language learning more attractive to learners. 

Research in this domain found that teaching languages to deaf and hearing-impaired has been a challenge throughout Europe for many years, both for the learners and for the trainers. Different organisations and government bodies (United Nations, European Parliament, and European Commission) have expressed their concerns about learners with special educational needs, and the policies in most EU countries are directed to integrating deaf persons in the mainstream education, with more deaf entitled to receive a bilingual education, which includes both the signed and the spoken language of the country. In the upper secondary education they also study foreign spoken languages (FSL). Nowadays a greater number of postsecondary programs involve foreign language instruction.

There have been various constraints in teaching languages to the deaf as the naturally evolved sign languages have a grammar and vocabulary, which are distinct from the spoken language used in the same country or region
.
This includes the word order in a sentence, which is generally completely different from the word order in a sentence in the spoken or written language. It is important to stress that deaf persons cannot master spoken languages as easily and comprehensively as sign languages and the spoken language of their country or region will always remain a foreign or second language for them.
 

On the other hand sign languages have run through similar stages of development as spoken languages, and their acquisition is very much comparable to that of spoken languages. Another challenge is the fact that many teachers typically rely heavily on oral/aural methods and students who cannot hear may be waived from foreign language requirements. Thus students are evaluated in part by how they listen and respond orally in the foreign language during class. 

Evaluation of the deaf or hard of hearing student may seem impossible and the practice has proved teachers must first come to terms with and find some acceptance of expectations for deaf or hard of hearing students that are different from those for hearing students. The goal is for all students to demonstrate knowledge about the culture and a level of expressive and receptive proficiency in the language. All students should be able to do this. For deaf or hard of hearing students, though, evaluation of receptive and expressive skills generally focuses on reading and writing, not listening and speaking. 
The Deaf Port project aims at finding a solution to the problems above by developing specific descriptors and tools as European Language Portfolio and Europass Language Passport reflecting the needs of deaf or hard of hearing learners. Such tools for this target group are innovative and have not been developed so far. One fact remains true: for deaf people, linguistic access is the key to participation and access. For the deaf or hard of hearing the mother tongue or the first language is the sign language, and learning the community/country spoken language (CSL) as a second language and foreign spoken languages (FSL) has proved to help their ability to better communicate and express themselves in the mother tongue. 

Learning the community/country spoken language (CSL) as a second language and foreign spoken languages (FSL) has proved to share the main skill dimensions of communication in the first language or the mother tongue of deaf or hard of hearing, but in a different language. Communication in foreign languages also helps developing mediation and intercultural understanding skills. The need for the deaf to communicate in the community/country spoken language (CSL) as a second language and foreign spoken languages (FSL) has increased with the globalization and mobility and has become a must in today’s world.

The project reflects these challenges and needs by developing target-groups specific tools based on the envisaged Analysis of needs, constraints, practices and challenges to the deaf or hard of hearing learners of languages, Language descriptors and self-assessment grids, European Language Portfolio in 3 parts (Passport, Biography and Dossier), Teacher’s Guide, User’s Guide and Europass Language Passport.
The project outcomes refer to the following EU policies as well as the EU priorities, addressing key issues for the deaf or hard of hearing learners throughout Europe:

· raising awareness of the advantages of language learning among deaf or hard of hearing and of the multilingual character of the European Union;

· promoting access to language learning and assessment tools such as the European Language Portfolio and the Europass Language Passport by appropriate use of the Common European Framework for Languages of the Council of Europe;
· motivate deaf or hard of hearing language learners and to enhance their capacity for language learning reinforcing the acquisition of competence in languages;

· developing and promoting the mainstreaming of policies promoting language learning and linguistic diversity at all levels of formal and non formal education, including the dissemination of the Europass language passport;

· identifying, exchanging and building on good practices on teaching languages to people with special needs.

The project outcomes also address the Lisbon strategy of European key competences for life-long learning, which have been a key issue for the deaf or hard of hearing, and particularly: communication in the mother tongue, communication in foreign languages, digital competence (the Deaf Port Portfolio and Europass Language Passport produced in electronic form will help deaf or hard of hearing to use and develop their basic skills in ICT), learning to learn, social and civic competence, cultural awareness and expression.

The outputs of the Deaf Port project are as follows:

· Deaf Port project website and workspace

· Analysis of needs, constraints, practices and challenges to the deaf or hard of hearing learners of languages to help portfolio developers 

· Language descriptors and self-assessment grids/checklists for the deaf or hard of hearing 

· Deaf Port Language Passport in paper and electronic format 

· Deaf Port Language Biography in paper and electronic format 

· Deaf Port Language Dossier in paper and electronic format 

· Deaf Port Teacher’s Guide in paper and electronic format 

· Deaf Port User’s Guide in paper and electronic format 

· Deaf Port Europass Language Passport in paper and electronic format  

· Dissemination and implementation/exploitation of results

All the materials above will be translated in seven languages: BG, CZ, DE, EL, EN, LV, RO

The main objective of the Deaf Port project is to develop a multilingual European Language Portfolio for the Deaf and Hearing-Impaired (16+) and Europass Language Passport with a view to:

· enhancing their motivation to develop, extend and diversify their language skills;

· helping them to reflect on their objectives, ways of and success in language learning;

· developing their capacity for independent learning;

· addressing learning needs in the most comprehensive way, providing suitable format and adaptation of descriptions;

· introducing commonly recognized standards and ensuring transparency and coherence in language learning

The Deaf Port model of the European Language Portfolio will address the language learning needs of the deaf or hard of hearing, and will put language teaching and learning of the target group in the context of common European standards, in order to:

· provide transparent and reliable information on language skills and competences of the learners

· keep records of achievements in their language learning

· maintain their motivation for language learning 

· plan their learning strategy

· enhance their plurilingual and intercultural experience

The project’s main beneficiaries will be deaf or hard of hearing learners of foreign languages who will be provided with tools based on common European standards. As the Deaf Port will help direct the process of acquisition of language competence and to introduce a basis for assessment of their language skills, it will also be an useful tool that:

a) will help language teachers:

· to understand better the needs of deaf or hard of hearing learners

· to monitor teaching process, and

· to assess the effectiveness of the pedagogical strategy

b) will provide a basis for developers of curricula and assessment materials:

· to use descriptors relevant for this specific group of learners in order to design courses and tests for definite levels of deaf or hard of hearing learners 

c) will provide a tool to educational establishments and employers:

· to assess language proficiency of the deaf or hard of hearing, applying for a training course or job, or taking part in an international event

d) will assist policy and decision makers in the field of education with special focus on learners with special needs

Outcomes:

· European Language Portfolio for the deaf or hard of hearing in paper and electronic format including: Language Passport, Language Biography and Dossier in 7 languages: BG, CZ, DE, EL, EN, LV, and RO.

· Deaf Port Teacher’s Guide in paper and electronic format in 7 languages

· Deaf Port User’s Guide in paper and electronic format in 7 languages

· Deaf Port Europass Language Passport in paper and electronic format in 7 languages: 

· Language descriptors and self-assessment grids/checklists for deaf or hard of hearing in 7 languages

· Deaf Port Project website and workspace
· Analysis of needs, constraints, practices and challenges to the deaf or hard of hearing learners of languages to help developers 

· Dissemination and implementation/exploitation of results

The envisaged impact on short-term and long-term target groups reached is as follows:
· 2000 educators 

· 1000 Policy and decision makers in the field of education (focus on learners with special needs), employers, interested parties

· 10000 Deaf or hard of hearing

· 20000 people of the general public through the website and other communication tools

The target groups are reached through:

· Project partners institutions

· Project partners’ networks (Lingu@net Europa, Lingua Connections, Euro-Languages Net, ICC – The European Language Network)

· Project partners’ counterparts

· Project meetings with target groups participation

· Project Associated partners (European Centre for Modern Languages with the Council of Europe, Council of Europe Language Policy Division, European Union of Deaf Youth, European Union of the Deaf) and their networks (through P2: School for the Deaf and P5: ICC, which is a INGO with participatory status at the Council of Europe)

· Refernet - EU Network for expertise in VET managed at central level by CEDEFOP and at national level by national coordinators. In BG context the HRDC (P3) acts as National Refernet coordinator.

· External networks: CEDEFOP (the European Centre for the Development of Vocational Training), promoting and implementing the Europass, European Network of Language Teachers Associations (REAL), Association of language testers in Europe (ALTE), European Association for Language Testing and Assessment  (EALTA), EuroCALL, ELSNET (through P9: University of Westminster, UK and P5: ICC-Europe); European University Networks such as EAST, CEEUN (through P9: University of Westminster, P4 University of West Bohemia and P8 University of Pitesti); ELPNet-European Network for Implementing the European Language Portfolio for Adult Learners (through P7 who is a member).

· Project Website (target users and General Public)

· Distribution of dissemination materials (leaflets, project cards, pens, stationary) at appropriate events

· Piloting sessions with the target groups in all 7 project countries

· Distribution of project materials (e-portfolios and Europass Language Passports on CD/flash drives) at appropriate events

· Project Dissemination events and activities, incl. national launches and a Launch at the European Centre for Modern Languages with the Council of Europe (P5: ICC is a INGO with participatory status at the Council of Europe)

· Project Exploitation events and activities, incl. national launches and a Launch at the European Centre for Modern Languages with the Council of Europe (P5: ICC is a INGO with participatory status at the Council of Europe)

· LLL Programme National Agencies (P2 acts as such in their own county)

· National Ministries of Education, policy and decision makers in the field of education with special focus on learners with special needs  (through P6: Ministry of Education and Religious Affairs, Greece)

· The Federation of European Employers (FedEE) and EUROCHAMBRES: the European Association of Chambers of Commerce and Industry (through ECET which is an associated member of BCCI)

2. Project Parners

ECET – European Centre for Education and Training 

ECET’s activities include developing and implementing language training programmes, vocational courses, IT, computer and management training. Promoter and coordinator, ECET is responsible for all project management activities. It develops and hosts the project website; takes part in the Analysis of needs, constraints, practices and challenges to the deaf or hard of hearing learners of languages; the development of all Deaf Port materials; the Piloting, Translation and Production phase; Dissemination, Exploitation and Quality Assurance activities. ECET assures implementation of the project products in the training curricula both for the teachers and for the deaf and hard of hearing learners.
Boian Savtchev, the coordinator of the project has experience in developing and implementing training programmes, teaching and training tools; training of trainers; training through the use of ICT; assessment and evaluation; developing and coordinating educational and training projects. 

Secondary Special School for the Deaf 

The Special School for the Deaf in Sofia was found by a German teacher of the Deaf Ferdinand Urbih in 1898. It is the first school for Deaf students on the Balkan Peninsula and the biggest special school in Bulgaria. There are individual classes as well as group work for speech – hearing rehabilitation, musical stimulation, and phonetic rhythmic and motors skills in the kindergarten. 

Human Resource Development Centre 

The HRDC is host institution (National Agency) for Lifelong Learning Programme decentralised actions, European language label initiative, National Europass Centre, National Euroguidance Centre, National Support Services for the eTwinning action and Refernet – the EU network for sharing expertise and experience in VET. HRDC activities are related to administration of EU Education and training programmes in Bulgaria; projects coordination, preparation of analysis and development of databases in the field of Education, Training and Labour market; information and dissemination of European policy initiatives and good practical examples; valorisation of successful projects in national and regional context; dissemination of Bulgarian experience through good practical examples of projects and policy initiatives in the field of Education and training in EU context .

University of West Bohemia in Pilsen 

The University of West Bohemia is a public higher educational institution created in 1991. It has 7 faculties covering fields such as Applied Sciences (applied mathematics, applied biomechanics, computer science, and mechanics), Electrical and Mechanical Engineering, Economy, Fine Arts, Education, Philosophy and Law and Public Administration. The university has 907 staff members and 17270 students. It provides education in seven fields of study focusing on applied research and development, entrepreneurship, and lifelong learning both in the Czech Republic and abroad. It supports scientific, technical and humanitarian orientated innovation applicable in everyday life and creative partnership with the public as well as the private sector on national and international level.  
International Certificate Conference (ICC)

The ICC is a non-government organisation with participatory status at the Council of Europe whose mission is to promote and improve the learning and teaching of languages in post 16+ education and lifelong learning through joint developments and the good practice of its members. With 45 members in 18 countries, the ICC represents the field of language learning and teaching at a local and regional level through individuals, institutions and networks of members, at national level through involvement in national initiatives and government committees, and at an international level through activities and representations at the European Commission, the Council of Europe and other supra-national bodies.

 Institute for Language and Speech Processing 
The Institute for Language and Speech Processing (ILSP) was founded in Athens (Greece) in 1991 under the auspices of the 


 of the Ministry of Development. LSP / R.C. "Athena" develops technologies on the following axes: digital monolingual, multilingual and multimedia corpora and dictionaries, computational lexical databases; ext processing and analysis for information retrieval and knowledge extraction; multimodal and multilingual information processing and retrieval; machine translation and translation aid tools; stand-alone and integrated voice recognition and text-to-speech systems; assistive technologies for disabled persons; digital curation and presentation of cultural content; multimedia e-learning platforms for language and music.
General Secretariat of Research and Technology
Public Service Language Centre 

PSLC was established in 1994 by a number of international organisations (UNDP, British Council) and the Latvian government. PSLC has expertise in language training – English, German, Italian, French, Portuguese, Russian, and Latvian as a foreign language. 

The University of Westminster - Department of Diplomacy and Applied Languages 

The Department specialises in the teaching of languages at all levels and contains many experts and published authors in the field of language teaching. It offers 26 languages from beginner to postgraduate level (the largest selection in any UK HE institution). DDAL runs an MA in International Liaison and Communication which places a strong emphasis on intercultural competence. The department also provides bespoke training in language, intercultural competence and professional expertise to diverse professional groups ranging from the Beijing Police to Diplomats from the UAE. All staff at the University of Westminster are trained in facilitating learning for those with disabilities as part of our diversity programme. 

Language Training London 

Language Training London (LTL) offers applied linguistic consultancy for specific target groups, such as the military, interpreters, the disabled, and agriculture. Projects have involved all countries in Europe, and many in the Far East, Middle East and Africa.

The University of Piteşti

The university has approx. 19,000 students, 800 teaching & administrative staff and 10 faculties offering Bachelor diploma, Master diploma and Doctor diploma. Areas of activity: education & training; scientific & applicative research; guidance & counselling; professional orientation; international co-operation in different fields; publishing activities. The University of Piteşti is actually involved into a series of transnational cooperation projects. It represents a strong educational factor for the SMEs in the region. These are usually searching its support in solving their economical, technological or managing problems. This way it has developed a collaborative network of partners. This network interconnects the university with the main employers and the local economic agents in the region.

References

Bellugi, Ursula & Klima, and Edward S. - What the Hands Reveal about the Brain, Cambridge, 

Massachusetts/London, 1987

Crystal, David -The Cambridge Encyclopedia of Language, 2nd edition, Cambridge University Press, 1997

Heiling, Kerstin - Education of the Deaf in Sweden, in: Brelje, H. William (ed.) – Global

Perspectives on the Education of the Deaf in Selected Countries", Butte Publications, Oregon, 

U.S.A., 1999

Sallop, Marvin B. - Pantomime and Gesture to Signed English, in: Stokoe, William C. (ed.) - Sign and Culture - A Reader for Students of American Sign Language, Linstok Press, Maryland, USA, 1980

Development strategy for educational infrastructure in Prahova county
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Abstract

Education is a basic element in the development of individuals and society as a whole, labor ready, qualified, contributing to economic development. This paper presents considerations concern Prahova County Council on improving the quality of educational infrastructure, to equip schools of accommodation for students and training centers to ensure a process of education to European standards and participation in school and adult population educational process.
Keywords: educational infrastructure, development strategies

1. General

Education is a basic element in the development of individuals and society as a whole, as a qualified workforce, contributing to economic development. Studies have shown that the rate of return on investment in education and training has proven to be high and increasing participation in education of workforce translates into jobs growth.

Meanwhile, the quality of educational services is influenced by conditions of learning, namely the infrastructure condition and quality. Long period of underfunding and natural phenomena of recent years have led to increased need for rehabilitation, exceeding available funds.

Following the extension from eight to ten years of compulsory education the demand for high schools and vocational schools has increased simultaneously with the overload of their infrastructure. National strategy in education has identified an educational campus development as a solution for solving this problem. 

Constant growth in student numbers exercises a pressure over the university infrastructure. Modernizations to the classrooms and to their equipment were made from the state budget and own resources of universities, but they were insignificant compared to actual needs.

Because of their condition, some schools became less attractive for children, being labeled “second hand schools” and keeping away qualified teachers. 

Surprisingly, in some cases, education facilitates the marginalization effect and social exclusion instead to encourage their reduction.

That is why it is necessary to extend and / or to rehabilitate / modernize and properly outfit the school infrastructure so that children benefit of appropriate conditions.

According to the gouvernmental policy in education, at the level of Prahova county a series of measures to improve the current condition of educational infrastructure are being adopted and implemented.

2. Current condition of educational infrastructure in Prahova County

At the level of Prahova county, young people education is performed by means of media, communication and specific actions in education establishments of culture and art.

Education establishment network structure in Prahova county schools in the school year 2008-2009 was as it follows:

· 295 Education establishments, out of which:

· 55 kindergartens,


· 186 primary and secondary schools (including schools for disabled children)

· 45 high schools,

· 2 vocational schools,

· 6 post-secondary schools,

· 1 Higher education establishments.

Analyzed in the context of existing educational establishment number in Prahova County, the act takes place into a network that provides education at all levels.

Financing of the activities in the educational system is achieved using local budgets, which get budgetary allocations and funds from other sources of local budgets for this purpose according to the administrative and financial decentralization principle.  

In the spirit of duties under Law 215/2001 on local government, county council has promoted and implemented a Special Program of providing public utilities to schools consisting of modernization of access roads and the introduction of sanitary squads fitted with water supply system and sewage draining-out.

County Council concern for modernization of school infrastructure is also reflected in funding of new investment, rehabilitations and modernizations of educational establishments in partnership with a number of cities so they meet the requirements of a modern educational process adapted to the needs of dynamic work market.

3. Measures to improve the quality of educational infrastructure

Condition and availability of educational infrastructure and related facilities significantly contribute on achieving specific targets for quality assurance and access to education.

Although significant external funding (eg World Bank) were attracted financing of investment and rehabilitation is required.

Natural disasters in recent years have increased the need for rehabilitation of school infrastructure. Many schools require rehabilitation works and to be endowed with educational IT equipment, books, specific materials for documentation, etc. 

The demand for educational facilities has increased and investment for rehabilitation, modernization and extension of educational infrastructure in compulsory education are required. 

These investments will provide the premise of increasing the schooling potential of compulsory education units thus improving conditions of access to education.

POR 2007-2013 interventions are complementary to the interventions from other sources, the state budget, local budgets, external loans respectively.

Access to education for children in cities with falling economies, especially in countryside areas and in vulnerable social environments (especially Roma) is difficult because of a poor school infrastructure, big distances to the nearest schools, insufficient vehicles and school accommodation facilities near schools.

Therefore creation and development of pre-academic campuses became a priority.

The POR will support development of these pre-academic campuses in urban and countryside areas on the bases of vocational and technical schools.

These pre-academic campuses will be called Campuses for Vocational and Technical Education (CIPT) and they will join all buildings where educational process (teaching, laboratories, workshops, educational and social activities, educational and recreational activities) is performed in the same area. 

Campus is the result of grouping educational activities in buildings that may be used as: schools with classrooms, laboratories, school workshops, student and teacher accommodation, canteen, library, gym.

CIPT will ensure appropriate conditions of access to education and on job training and school workshops and laboratories are equipped in order to ensure professional training for at least two training areas out of a total of 4-5 professional qualifications at least.

Training areas and professional qualifications offered in the campus will be correlated with local and regional economic development needs according to Regional and Local Plans of Action in vocational and technical education (PRAI, PLAI). 

Education campus facilities can provide required infrastructure to the “continuing learning center” especially in disadvantaged areas in the year to come. 

POR interventions will understand specific works for all constitutive educational components of CIPT or only CIPT endowment if building rehabilitation / modernization works have already been performed using other financial sources.

In Romanian higher education system, beside the investment in required education facilities, endowment of research and educational laboratories, a special attention has been payed to the areas of residence.

Higher education institutions with their teaching and research facilities can support Romania regional development objectives concerning health, management practice, business innovation.

As increasing number of students was higher than the expansion degree of university infrastructure, conditions of student residence were not provided at an appropriate quality level.

Sometimes poor condition of buildings, equipment and facilities justifies investment to consolidate and modernize the residence conditions, infrastructure and facilities, which will allow universities to fulfill their role in regional and national development.

Also they are eligible for funding continuing learning center. Campuses and continuing learning center are complementary actions implemented by Operational Programme of Human Resources Development.

Some components of the campus (eg schools and apprenticeship facilities) can be used not only for initial training but also for continuing training or adult education.

Training centers for adults are eligible for funding.

The operation categories of the major domain of intervention 3.4. of ROP Priority Axis 3 include: 

· Rehabilitation, modernization, outfitting of the pre-academic and academic educational infrastructure; 

· Creation and development of pre-academic campuses; 

· Rehabilitation, modernization and outfitting of Continuing Learning Centers.

In Campus projects for Technical and Vocational Education (CIPT) secondary school education centers may be funded.

Concerning university campuses, educational university centers will be funded and located in at least two sites, providing at least three facilities each, except the facilities for carrying out the educational process (eg dormitories, canteens, library).

Eligible applicants for projects addressed to the schools of compulsory education (including special education) as well as for projects addressed to the Campuses for Vocational and Technical Education (CIPT) are administrative-territorial units (local government authorities): municipalities (local municipal councils), cities (local city councils), Villages (local village councils).

Total project value: 500.000 RON minimum and maximum 67 million lei.

The District Council will provide by 2013 a major financial and logistic support to the local councils in the district (to the owners of the education infrastructure), particularly through partnerships so that at the end of this period all students and preschools both from urban and countryside areas to benefit by decent conditions for the educational process itself and by the infrastructure and utility related to school facility point of view.  

Eligible activities:
· Building consolidation, modernization and expansion (all types of infrastructure for compulsory education except Campuses for Vocational and Technical Education);

· Consolidation, modernization, expansion and outfitting of special education school buildings: classrooms, accommodation, canteens, different access facilities and educational activities;

· Profesional şi Tehnic/ Construction, expansion, consolidation and modernization of campus buildings for Vocational and Technical Education;

· Outfitting with educational equipment, equipment for professsional training and IT equipment; 

· Consolidation, modernization, expansion and outfitting of buildings in state university campuses: educational facilities, accommodation, canteens, different educational facilities;

· Consolidation, modernization and expansion of Continuing Vocational Training Centres;

· Utility modernization including making of special facilities for disabled people for all types of educational infrastructure.

4. Conclusions

Educational infrastructure is very important for attracting activities with high-level of knowledge which  provide adequate conditions for population training and qualification.

In terms of technical infrastructure countryside schools are in the worst situation as there educational units still work without having electricity and water supply.

Countryside school furniture is also in a very bad condition, only a small part of it is in proper condition.

Providing schools with educational materials is limited, it varies between 5-10% for preschool, college and vocational education and 15-20% for the secondary education.

The main problem of the education is the infrastructure.

Funds allocated from state budget for investment in educational institutions do not cover educational infrastructure rehabilitation needs.

In this context, the main objective of the Prahova District Council strategy is to improve the quality of infrastructure in education, of the endowment in schools, of accommodation for students and vocational training centers to provide an educational process to European standards and to increase the school population and adult participation in the educational process.
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European Language Portfolio for the Deaf or Hard of Hearing (DEAF-PORT)
Assessment of the Language Skills and Social Inclusion of Persons Belonging to the Deaf Community
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Abstract

There is a considerable number of deaf or hard of hearing persons interested in learning and using foreign languages in the European Union, and all over the world. The use of foreign languages by these persons to communicate in an international language (English, for example) leads to their efficient integration in European society and creates multiple communication facilities, encourages free movement and assists the persons belonging to this target group in their attempts to integrate into the European labour market. The use of documents like European Language Passport, Language Biography, and Language Dossier containing language documents and materials illustrating personal experiences and accomplishments, is necessary in order to bring the equality of chances into accomplishment and to eliminate any forms of discrimination for deaf or hard of hearing persons. 

Starting from these assumptions, our survey aims at finding out whether deaf or hard of hearing persons knew anything about the existence of the Language Passport and Language Biography, this target group used these documents, if they are interested in using Language Passport and Language Biography as certifying documents of their abilities and knowledge in using foreign languages, and if they are aware of the possibilities offered by these documents to help them integrate themselves into European social life, and facilitate their access into the labour market by using a common means of communication. 

Four questionnaires were applied to learners or users of other (foreign) languages who are deaf or hard of hearing, as well as to teachers, educators and language mentors, members of the National Association of the Deaf Persons and of the district associations in Southern Romania (Bucharest, the Arges district and associations in Olt, Dolj, Valcea, Teleorman, and Dambovita)

A printed copy of the Language Passport and Language Biography was handed to each respondent together with the questionnaires. Each question has four possible answers: Agree, Strongly Agree, Disagree, and Strongly Disagree. The questions are closed ones.  A special box at end of each questionnaire allows respondents’ comments in connection with the questions they were expected to give answers to.

Keywords: assessment, passport, biography; language skills; social inclusion; lagoru market; survey; deaf;; hard of hearing; intercultural experieinces; europass; portfolio; communication

Many advances have been made within the member nations of the European Union in terms of deaf-population metrics. However, figures rely largely on what is self-reported by the nations which are home to associations of the deaf that belong to the European Union of the Deaf; therefore, they may largely be estimates. According to such statistics, 1,405,464 persons in Romania are deaf or hard of hearing
.

 This represents 6.30% of the whole population.  In May 2010, 350,000 deaf or hard of hearing persons were members the Romanian National Association of the Deaf.
  

People generally understand the concept of total deafness, that is, the inability to hear any sound at all. The concept of total deafness is much easier to comprehend than partial, particularly late developing, and hearing loss. The auditory behavior of people who are completely and physiologically deaf is consistent: when sound occurs they do not respond. Not so for people with partial hearing loss, those who are hard of hearing. They may or may not respond to particular sounds, either speech or other acoustic stimuli, depending upon such factors as distance, level and spectrum of competing sounds, the degree of hearing loss and the shape of the audiogram, and the effectiveness of their personal hearing aids. 

Their speech and language skills will be variably affected depending upon when the hearing loss was sustained, that is in childhood or adulthood, the degree and nature of the hearing loss, and the effectiveness of subsequent therapeutic programs. In spite of all these differences, and in spite of their self-identification, they can be defined as physiologically "hard of hearing" if they developed their linguistic skills primarily through the auditory channel, and if they are capable of comprehending verbal messages through listening alone. Hard of hearing, in other words, is not some lesser manifestation of "deaf", but a disability entity in its own right.

People who are deaf or hard of hearing not only have difficulty in hearing sounds but frequently with speaking clearly also. Therefore, it is communication impairment rather than merely a loss of sound perception, impacting on personal, social, educational and business situations where information is given or received via speech or sound. People who are hard of hearing are more likely to wear hearing aids, and some may use spoken language to communicate while others use sign language.

Our survey refers to the Language Passport for learners or users of other languages who are deaf or hard of hearing, and to the  Language Passport for teachers, educators and language mentors of learners who are deaf or hard of hearing. It also includes the Language Biography for learners or users of other languages who are deaf or hard of hearing, and the Language Biography for teachers, educators and language mentors of learners who are deaf or hard of hearing. They are parts of the European Language Portfolio for Deaf or Hard of Hearing people developed by a project consortium with support from the European Commission under the Lifelong Learning Programme of the European Union. 

The Language Passport is a record of language skills, qualifications and experiences. It is part of a European Language Portfolio which consists of a Language Passport, a Language Biography and a Language Dossier containing materials which document and illustrate language experiences and achievements. Language skills are defined in terms of levels of proficiency presented in the document A Common European Framework of Reference for Languages: Learning, Teaching, and Assessment. The scale is illustrated in the Language Passport (Self-assessment grid). The passport is recommended for adult users (16+).

The Language Passport lists the languages that the holder has some competence in. The contents of the Language Passport are as follows: 

· a profile of language skills in relation to the Common European Framework;

· a self-assessment scale adapted, where appropriate, for deaf or hard of hearing users;  

· a résumé of language learning and intercultural experiences; 

· a record of certificates and diplomas. 

Account has been taken of how a user who is deaf or hard of hearing may have learnt, and is likely to use his/her language skills. The contents of the Language Passport includes: the mother language, the “foreign” language, the level of proficiency for each skill, and the way the subject decides about the level of proficiency achieved. The levels of proficiency are recorded according to five separate skills headings: writing, reading, spoken interaction, spoken production and listening.

Each skill is recorded as being at one of the six levels of the Common European Framework of Reference for Modern Languages. In the Framework, these levels are grouped in pairs in three bands – Basic User (A1 and A2), Independent User (B1 and B2) and Proficient User (C1 and C2). There is a description in each cell of the grid of what a person ‘can do’ in each skill at each level.

Records regarding language learning and intercultural experience include, in the first part of the Linguistic Passport, the experience of studying the language in a country where the language learned is not normally spoken, and, in the second part, the person’s residence for any reason in the country of language learned. The final part of the passport refers to certificates and diplomas and it provides a space in which the owner of the passport can record all formal qualifications gained, such as course certificates and diplomas, in any of the languages listed earlier.

The role of the Language Biography is to encourage the learner to get more involved in the process of language learning, prompting him to think about the way he is progressing and by what methods learning becomes more effective. It is also meant to help the learner focus on what he can actually do with each language he is learning. It also makes the learner aware of, and encourages him to value the languages he has grown up with or learnt informally, through various contacts with speakers of those languages. The Language Biography reminds the learner that the classroom is not the only place where a language is or can be learnt, and it encourages him to become “plurilingual” - that is, competent in a number of languages.
The following working hypotheses we taken into consideration when we decided to carry this survey out:

· there is a considerable number of deaf or hard of hearing persons interested in learning and using foreign languages in the European Union, and all over the world;

· the use of foreign languages by these persons to communicate in an international language (English, for example) leads to their efficient integration in European society and creates multiple communication facilities, encourages free movement and assists the persons belonging to this target group in their attempts to integrate into the European labour market;

· the use of documents like European Language Passport, Language Biography, Language Dossier containing language documents (certificates, diplomas) and materials illustrating personal experiences and accomplishments, is necessary in order to bring the equality of chances into accomplishment and to eliminate any forms of discrimination for deaf or hard of hearing persons.

Starting from these hypotheses, we had several objectives in view. Amongst these, the possibility to find out if:

· deaf or hard of hearing persons knew anything about the existence of the Language Passport and Language Biography;

· this target group used these documents;

· they are interested in using Language Passport and Language Biography as certifying documents of their abilities and knowledge in using foreign languages, if they are aware of the possibilities offered by these documents to help them integrate themselves into European social life, and facilitate their access into the labour market by using a common means of communication. 

The questionnaires were applied to learners or users of other (foreign) languages who are deaf or hard of hearing, as well as to teachers, educators and language mentors members of the National Association of the Deaf Persons and of the district associations in Southern Romania (Bucharest, the Arges district and associations in Olt, Dolj, Valcea, Teleorman, and Dambovita)

A printed copy of the Language Passport and Language Biography was handed to each respondent together with the questionnaires. Each question has four possible answers: Agree, Strongly Agree, Disagree, and Strongly Disagree. The questions are closed ones.  A special box at end of each questionnaire allows respondents’ comments in connection with the questions they were expected to give answers to.

1. The Questionnaire about the Language Biography for Learners or Users of other Languages who are Deaf or Hard of Hearing

· My ability in this language

In connection with the linguistic skills of deaf or hard of hearing persons’ using foreign languages figures indicate that:

· most of them (93.96%) consider it easy to read and understand Language Biography (60,6% agree, and 33.36 strongly agree);

· 93.93%  of the respondents think the differences between most of the skills are explained very well (66.66% agree and 27.27% strongly agree);

· the general percentage is 87.87% (57.57% agree and 30.30% strongly agree) when the question refers to way the differences in the levels of ability are described;

· respondents consider that listening (21.21%), and reading skills in another language (27.27%) do not apply to them in the highest degree (What the Language Biography says about  using skills in another language apply to me);

· both the activities carried out and the things respondents cannot do yet in a foreign language record the same percentage (93.93%);

· no Strongly disagree answers were given, and the percentages in the column Disagree are very low (6% to 12%). The conclusion is a positive one when Language Biography is evaluated from the point of view of the description of the deaf and hard of hearing persons’ abilities in a foreign language.

	Questions
	Strongly disagree 
	Disagree
	Agree
	Strongly agree

	1. I find it easy to read and understand the Language Biography.
	-
	6,06%
	60,6%
	33,33%

	2. The differences between most of the skills are explained very well. 
	-
	6,06%
	66,66%
	27,27%

	3. The differences in the levels of ability are described very well.
	-
	12,12%
	57,57%
	30,30%

	4.   What the Language Biography says about  

using skills in another language apply to me.
	-

-
	Listening

21,21%

Speaking

12,13%

Reading

27,27%

Writing

6,06%
	Listening

63,63%

Speaking

72,72%

Reading

42,42%

Writing

51,51%
	Listening

15,15%

Speaking

15,15%

Reading

30,30%

Writing

42,42%

	5.   The activities which I carry out now in this language are well described in the examples given. 
	-
	6,06%
	66,66%
	27,27%

	6.  I think that the things which I cannot do yet are described well.  
	-
	6,06%
	63,63%
	30,30%

	7. The detailed examples of a skill match the overall view of ability given at the beginning of the section 
	-
	12,12%
	66,66%
	21,21%


· How I learned this language

The data collected in connection with the analysis of this aspect can be a seen in the table bellow. Language Biography can help deaf and hard of hearing learners assess their personal progress in learning a foreign language. This progress results from the examples given, and from the description of the different levels of skills that assist learners in planning their language learning activities, enhances the process of thinking about the way some specific activities were carried out. The examples given at each level and in connection with each ability lead to  the students’ planning of the activities dedicated to the process of learning a foreign language. Many respondents consider that Language Biography is well-designed; although it is new for them, they expressed their intention to use it in the future.

Analysis of the figures recorded in the table dedicated to the way the respondents learned a foreign language demonstrates that:

· Language Biography can help deaf and hard of hearing people assess their progress in learning a foreign language;

· the examples given and the description of the levels of skills given in the Language Biography help learners plan their language learning process;

· the idea of recording the cultural experiences with people who use a particular foreign language.

	Questions
	Strongly disagree
	Disagree
	Agree
	Strongly agree

	1. The examples in the Language Biography can be helpful in assessing my progress on my own.
	-
	6,06%
	57,57%
	36,36%

	2.  I find the examples and different levels of ability levels help me plan my language learning.
	-
	6,06%
	54,54%
	39,39%

	3.  The examples help me to think about how I have learned to carry out those particular activities.
	-
	6,06%
	63,63%
	30,37%

	4.  By referring to the examples given for each level and skill, I can work out what to do or learn next on my own.
	-
	15,15%
	48,48%
	39,39%

	5.  I think that the Language Biography will help me learn about learning a language.
	-
	9,09%
	51,51%
	39,39%

	6.  I like the idea of recording my cultural experiences with people who use this language.
	-
	6,06%
	75,75%
	18,18%

	7.  I would like more examples of cultural experiences so that I could compare them with my own.
	-
	6,06%
	57,57%
	36,36%

	8.  Using the Language Biography will encourage me in learning another language.
	-
	6,06%
	42,42%
	21,21%

	9.  I speak several languages and would like to complete a Language Biography for each one.
	-
	15,15%
	54,54%
	33,30%

	10.  I think the Language Biography document is well-designed.
	-
	6,06%
	36,36%
	57,57%

	11. The Language Biography is new to me, but I will use it in the future 
	-
	6,06%
	24,24%
	69,69%


· more such examples are considered necessary to be given in order to be compared with those of the deaf and hard of hearing persons and encourage them in learning a foreign language;

· although Language Biography is new to many of the respondents (almost 94%), they think the document is well-designed and expressed their intention to use it in the future. 

· The percentages of negative answers (disagree and totally disagree) are very low (6% to 15%). Questions 4 (By referring to the examples given for each level and skill, I can work out what to do or learn next on my own), and 9 (I speak several languages and would like to complete a Language Biography for each one) have the highest negative figures (15.15%).

2. The Questionnaire about the Language Biography for Teachers, Educators and Language Mentors of Learners who are Deaf or Hard of Hearing 
The questionnaire about the Language Biography for teachers, educators and mentors or learners who are deaf or hard of hearing includes 18 questions. These questions are meant to find out the teachers’ opinions referring to the foreign language used by the deaf or hard of hearing persons, the differences between language skills, whether the descriptors of competence in skills in another language apply to learners who are deaf or hard of hearing, if the constraints on carrying out their foreign language activities are appropriately described by the text and the examples given, and the levels described are attainable for the target group. 

The questionnaire was applied to a number of 30 respondents, teachers, educators and language mentors. By applying this questionnaire we intended to collect data that would help us find out whether the Language Biography is a useful tool, the examples used in the biography help learners reflect on how they have been learning, promotes autonomy, encourages students to learn foreign languages, allows records of the language experiences, encourages the development of competences in a number of languages. The results recorded are as follows:

	Questions
	Strongly disagree 
	Disagree
	Agree
	Strongly agree

	1.  The language used in the Language Biography is appropriate for the target group of learners who are deaf or hard of hearing.
	-
	10%
	56.66%
	33,33%

	2. The differences between the skills explained in the Language Biography are appropriate for the target group.
	-
	10%
	63,33%
	26,66%

	3. The differences in the levels of ability described in the Language Biography are appropriate for the target group.
	-
	10%
	73,33%
	16,66%

	4. The descriptors in the Language Biography overall are appropriate for the target group.
	-
	10%
	63,33%
	26,66%

	5. The Language Biography descriptions of competence in skills in another language apply to learners who are deaf or hard of hearing.
	-
	10%
	66,66%
	23,33%

	6. For learners who are deaf or hard of hearing, the constraints on carrying out their foreign language activities are appropriately described by the text and the examples given in the Language Biography.
	-
	13,33%
	60%
	26,66%

	7. I think that deaf and hard of hearing learners have a good opportunity to describe their foreign language ability.  
	-
	6,66%
	73,33%
	20%

	8. The levels described in the Language Biography are attainable for the target group.
	-
	10%
	63,33%
	26,66%

	9. The checklists of descriptors expand on the summary descriptors contained in the self-assessment grid in the Language Passport.
	-
	-
	83,33%
	16,66%

	10. The Language Biography is a useful tool for learners to assess their progress on their own.
	-
	-
	70%
	30%

	11. The Language Biography will help learners to be involved in planning their language learning.
	-
	3,33%
	63,33%
	33,33%

	12. The examples in the Language Biography will help learners reflect on how they have been learning. 
	-
	3,33%
	63,33%
	33,33%

	13. The Language Biography promotes learner autonomy.
	-
	-
	80%
	20%

	14. The Language Biography helps the target group learn about learning a language.
	-
	-
	73,33%
	26,66%

	15. The Language Biography allows the learners to record linguistic and  cultural experiences with people who use this language.
	-
	-
	76,66%
	23,33%

	16. The Language Biography can encourage the development of competences in a number of languages.
	-
	3,33%
	70%
	26,66%

	17. I think that the Language Biography is a well-designed document.
	-
	3,33%
	63,33%
	33,33%

	18. The Language Biography is new to me, but I will use it in the future with my learners.
	-
	-
	43,33%
	56,66%


The answers collected bring us to the conclusion that most of the respondents agreed or strongly agreed with the fact that Language Biography uses an language appropriate to the target group, emphasizes the differences between skills, the levels of competence are well-explained for the target group, and the same is true for the competence descriptors. A large number of respondents agree or strongly agree that the constraints on carrying out their foreign language activities are appropriately described by the text and the examples given in the Language Biography. They also consider that the levels described are attainable for the target group; the biography allows the learners to record linguistic and cultural experiences, and encourage the development of competences in a number of languages. The general opinion of the people in the target group is that Language Biography is a well designed document which encourages development of competences in foreign languages.

The second part of the questionnaire focuses upon the process of language learning: the role of the biography as a tool for learners to assess the progress on their own, help them in planning their language learning, promotes learner autonomy, allows learners to record linguistic and cultural experiences with people who use this language. The degree of teachers’ knowledge about the Language Biography and their future intentions of using it in activities with learners belonging to this target group are also referred to in questions 17 and 18.

3. The Questionnaire about the Language Passport for Teachers, Educators and Language Mentors of Learners who are Deaf or Hard of Hearing
This questionnaire was applied to a number of 32 persons belonging to this target group. It contains 22 questions referring to: the language used, learners’ needs according to age and background, their language competences and formal qualifications, the levels of skills described, their language experiences, the assessment of language skills and the elements of novelty of this passport. The respondents can add personal comments and opinions in the box at the end of the questionnaire. Each question has four possible answers; the questions asked being closed. The persons interviewed belong to the Association of the Deaf of Hard of Hearing in the Arges district, and to similar associations in the southern part of Romania. As a result of applying this questionnaire collected the following results: 

	Questions
	Strongly disagree
	Disagree
	Agree
	Strongly agree

	1. The language used in the Language Passport is appropriate for the target group of learners who are deaf or hard of hearing.
	-
	12,50%
	40,62%
	46,87%

	2. The Language Passport takes account of learners’ needs according to age and background.
	-
	12,50%
	46,87%
	40,62%

	3. The Language Passport takes account of learners’ needs according to learning purposes and contexts.
	-
	-
	46,62%
	53,12%

	4. The Language Passport allows an overview of the individual’s proficiency in different languages at a given point in time.
	-
	3,12%
	59,37%
	37,50%

	5. The Language Passport allows the recording of a partial language competence, such as a well developed reading skill, but no ability in speaking or listening.
	-
	12,50%
	59,37%
	28,12%

	6. The Language Passport allows the recording of a specific language competence, such as military language, entomology, or snowboarding.
	-
	3,12%
	59,37%
	37,50%

	7. It allows the recording of formal qualifications and all language competences regardless of whether gained in or outside formal educational contexts.
	-
	3,12%
	68,75%
	28,12%

	8. The levels described in the Language Passport are attainable for the target group.
	-
	12,50%
	56,25%
	31,25%

	9. The Language Passport allows the recording of significant intercultural experiences.
	-
	3,12%
	59,37%
	37,50%

	10. The Language Passport allows the recording of significant language experiences 
	-
	-
	68,75%
	31,25%

	11. The Language Passport provides a tool for assessment that can be used easily by the teacher or language mentor.
	-
	-
	56,25%
	43,75%

	12. The Language Passport provides a tool for assessment that can be used easily by educational institutions and examination boards.
	-
	-
	53,12%
	46,87%

	13. The Language Passport provides a tool for assessment that can be used easily by the learner for self-assessment. 
	-
	6,25%
	65,62%
	28,12%

	14. The Language Passport provides offers the possibility of keeping self-assessment clearly independent of assessment by teachers and other external sources of assessment.
	-
	6,25%
	43,75%
	50%

	15. Recording when, by whom, and on what basis assessment is carried out is facilitated by the Language Passport.
	-
	-
	43,75%
	56,25%

	16. Assessment using The Language Passport can be easily updated.
	-
	-
	68,75%
	31,25%

	17. It is very useful to have the target group’s skills and competences defined in terms of the levels of the Common European Framework of Reference.
	-
	-
	59,37%
	40,62%

	18. Using the Language Passport to record achievement ensures continuity between different educational institutions, sectors and regions.
	-
	-
	59,37%
	40,62%

	19. The Language Passport allows for reflection on the full range of the learner’s language skills regardless of whether acquired within or outside formal education.
	-
	-
	68,75%
	31,25%

	20. The Language Passport allows for reflectionon on the full range of the learner’s intercultural competence and experience regardless of whether acquired within or outside formal education 
	-
	-
	43,75%
	56,25%

	21. I think that the Language Passport is a well-designed document for deaf and hard of hearing learners.
	-
	12,50%
	43,75%
	43,75%

	22. The Language Passport is new to me, but I will use it in the future with my deaf and hard of hearing learners.
	-
	9,37%
	53,12%
	37,50%


According to the results, a large number of respondents agreed or strongly agreed to the questions regarding the way Language Passport was made up. They also consider it efficient and convenient for the deaf or hard of hearing persons. We consider these answers both important and relevant because the belong to teachers and language mentors involved in educational activities with deaf or hard of hearing people; they know their intellectual potential and their learning abilities in learning foreign languages as well as their characteristic features. As educators, the respondents are also involved in the process of social integration of deaf or hard of hearing persons. 

4. The Questionnaire for Learners or Users of other Languages who are Deaf or Hard of Hearing
This questionnaire, containing 23 questions, was applied to a number of 35 persons, learners or users of foreign languages who are deaf or hard of hearing. The questions refer to their motivation in learning a foreign language, their communication abilities, the language and intercultural experiences they had, the assessment and self assessment possibilities offered by the contents of the passport, and its use between different educational institutions, companies, European regions. The results of the research on the questionnaire for learners or users show the following percentages:

	Questions
	Strongly disagree
	Disagree
	Agree
	Strongly agree

	1. As a learner who has some hearing problem, I think that the Language Passport fits my situation well.
	-
	14,28%
	47,22%
	37,14%

	2. With my age and background I can complete the Language Passport easily. 
	-
	5,71%
	62,85%
	31,42%

	3. My reasons for learning this language can be easily explained in the Language Passport.
	-
	-
	48,57%
	51,42%

	4. I can use the Language Passport to show my ability in several in different languages – for example, the ones I speak with my family.
	-
	-
	62,85%
	37,14%

	5. Some learners have very unequal strengths – they are very good at some things (for example, reading a language), but cannot do other ones at all (for example, they cannot speak or understand it properly). The Language Passport allows me to make this clear in my record.
	-
	.-
	74,28%
	25,71%

	6. I have a specialist interest (for example, military language, cinema, or snowboarding). The Language Passport allows me to make this clear in my record.
	-
	11,42%
	40%
	48,57%

	7. Some of my ability is because of my own efforts outside class (for example, visiting family, singing songs, going on activities in foreign countries), and I can mention these in the Language Passport.
	-
	2,85%
	48,57%
	48,57%

	8. I think that the things which I cannot do yet are described well in The Language Passport.
	-
	-
	62,85%
	37,14%

	9. I can easily record my significant language experiences in the Language Passport.
	-
	8,57%
	40%
	51,42%

	10. I can easily record my significant intercultural experiences in the Language Passport. 
	-
	8,57%
	42,85%
	48,57%

	11. The Language Passport is very useful to my teacher or language mentor for assessing my ability. 
	-
	-
	62,85%
	37,14%

	12. The Language Passport is very useful to my school or examiner for assessing my ability.
	-
	8,57%
	60%
	31,42%

	13. I like assessing myself using the Language Passport.
	-
	11,42%
	68,57%
	20%

	14. I like the way that the Language Passport lets my own self assessment to be kept separate from exam marks or official assessments.
	-
	8,57%
	54,28%
	37,14%

	15. I like the way that the Language Passport lets my own self assessment to be kept separate from what my teacher thinks about my abilities to speak a foreign language.
	-
	8,57%
	57,14%
	34,28%

	16. The Language Passport lets me keep track of who has assessed me, when it was, and how it happened.
	-
	-
	48,57%
	51,42%

	17. Any assessment can be easily updated.      
	-
	-
	77,14%
	22,85%

	18. I like having a Language Passport that is part of a European system.
	-
	11,42%
	48,57%
	40%

	19. My record of achievement in the Language Passport can always be used between different educational institutions, sectors and regions.
	-
	-
	71,42%
	28,57%

	20. The Language Passport makes me think about how I have learned my different language skills. 
	-
	-
	51,42%
	48,57%

	21. The Language Passport makes me think about my different intercultural experiences while learning this language.
	-
	-
	60%
	40%

	22. I think that the Language Passport is a well-designed document for deaf and hard of hearing learners.
	-
	-
	65,71%
	34,28%

	23. The Language Passport is new to me, but I will use it in the future.
	-
	-
	68,57%
	31,42%


From the deaf or hard of hearing learners’ and users’ point of view Language passport show their abilities in different languages (99%), records the way they acquired these abilities outside class (visiting family, singing songs, going on activities in foreign countries) – 96%, their significant language and intercultural experiences. People questioned also appreciate that Language Passport is a usefull assessment tool for teachers and language mentors, as well as for schools and examiners (91.42%). The passport helps learners and users who are deaf or hard hearing separate their self assessment from exam marks or official assessments (91%) and any personal assessments can be easily updated (99%). Persons belonging to the target group appreciatd the fact that, being part of the European Language Passport, the passport for learners and users who are deaf or hard of hearing can be used between different educational institutions, sectors and regions.

Figures indicate low percentages in the column Disagree (from 2.85% to 14.28%). The higest percentage of disagreement is recorded by question 1 (As a learner who has some hearing problem, I think that the Language Passport fits my situation well). The fact that almost 15% of the respondents who have some hearing problem consider that the passport doesn’t fit their situation well indicates that the disign of the passport should be improved. 11.42 people don’t like self-assessment through language passport. If we corelate this percentage with the similar one at question 18 (I like having a Language Passport that is part of a European system), we come to the conclusion that there is much to be done in order to inform European citizens about the existence of an European Language Passport and its variant for deaf or hard of hearing people.

An overall view of the four questionnaires reveals the positive impact the Language Passport and the Language Biography have both upon the learners and users of other languages who are deaf or hard of hearing, and upon the teachers, language mentors and educators of this category of people. Although the passport and the biography were new to the greatest majority of the respondents, they consider them as being well-designed and intend to use them in the future. The Language Biography is perceived by learners and users who are deaf of hard of hearing as a useful tool not only for the self-assessment of their linguistic skills but also for the teachers and institutions. The biography accurately records their language and intercultural experiences, and helps learners and users understand the process of language learning. It also helps them plan their future activities in the domain, and, by using the biography in different institutions, economical sectors and European regions, they are assisted in finding a job and encouraged in their efforts of social integration.

Teachers, educators and language mentors of learners and users of other languages can easily understand the Language Biography and consider that the language skill and the differences between them are well described. The examples given clarify most of the evaluations made, but they consider that it is necessary for more examples to of cultural experiences to be added in order to help learners and users who are deaf or hard of hearing compare them with their own.

From the point of view of the teachers, educators and language mentors, the Language Passport is a useful instrument for learners and users of other languages than their mother language to assess their progress and plan their future leaning activities. At the same time, it records their linguistic and intercultural experiences with people who use foreign languages, and encourages the learners and users to develop their foreign language abilities.

For the learners and users of other languages who are deaf or hard of hearing, the Language Passport shows their abilities in different languages and records their linguistic and intercultural experiences. They like assessing themselves and the fact that their own assessment can be kept separate from those of their teachers and the official assessments. Being part of a European system (EUROPASS), the Language Passport for deaf or hard of hearing users and learners encourages them to develop their competences in several foreign languages and makes them aware of the importance of using them both for finding jobs, travel, and integrate socially. Learner and users highly appreciate the fact that the passport records their learning efforts and acquisitions outside the classroom, their non-formal and informal language learning experiences.

Despite the general presumption that education and training systems offer opportunities to reduce social inequalities and exclusion, research shows that the opposite is often true. EU education and training systems themselves sometimes are – to a greater or lesser extent – marked by inequalities. As full citizens, people with disabilities, deaf or hard of hearing included, have equal rights and are entitled to dignity, equal treatment, independent living and full participation in society. Enabling people with disabilities to enjoy these rights is the main purpose of the EU's long-term strategy for their active inclusion. Centre piece of the European Disability Strategy (2004-2010) is the Disability Action Plan (DAP). By 2010, the European Commission wants to see improvements in employment prospects, accessibility and independent living. 

The EU promotes the active inclusion and full participation of disabled people in society, in line with the EU human rights approach to disability issues. Disability is a rights issue and not a matter of discretion. This approach is also at the core of the UN Convention on the Rights of People with Disabilities, to which the European Community is a signatory. 

People with disabilities represent around one sixth of the overall EU working age population but their employment rate is comparatively low. Disabled people are almost twice as likely to be inactive as non-disabled people. Yet, with a little more help, millions of disabled Europeans could enter or re-enter the jobs market.

The EU Lisbon Strategy for Growth and Jobs aims in particular to improve the comparatively low work participation rates of Europe's disabled people. Member States set their own employment policies on the basis of the European Employment Strategy (EES) guidelines. The EU policy work on Social Protection and Social Inclusion supports Member States in developing policy for social inclusion, healthcare and social services, thereby increasing the chances for deaf or hard of hearing people to find and keep work. 

This survey was carried out as part of the DEAF PORT PROJECT. Project No. 143512-BG-2008-KA2-KA2MP. This project has been funded with support from the European Commission. 
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European policy principles for teacher training
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Abstract

Europe Union is currently seeking harmonization of the principles on which the educational policies of member countries are based and Romania is in the process of adopting these principles. For this, some elements of the Romanian education system will be rearranged, adapted, and others changed radically. The premise of the Romanian educational policy regarding to training teachers is that teacher preparation is a high priority to the education system, even if apparently is little valued. Objective of education policy in Romania, to ensure equal opportunities and equal access to quality education for all can be achieved when knowledge is provided by qualified teachers. So, it will be supported both the development / improvement of initial teacher training (license and master programs), and improvement of the continous  training.

In 2005, European Commission has released a document stating the common European principles for teacher competences and qualifications, which were developed in response to challenges laid down in the Joint Interim Report by the Education Council and the European Commission on progress towards Education and Training 2010. They aim to support the development of new policies at a national or regional level, as appropriate. The paper presents principles and procedures related to document regarding the application of these principles.

Keywords: Educational policies; European principles; Competences; Quality education.
1. Some ideas of the document

The document entitled the Common European Principles for Teacher 'Competences and Qualifications (the Common European Principles for Teacher 'Competences and Qualifications, European Commission, 2005) indicates that “Teachers play a vital role in supporting the learning experiences of young people and adults”. Even if the training activity is focused on the educational needs of students, teachers are key participants in the evolution of educational systems and reforms that the EU can have the most advanced economy in the world by 2010. Through this social valorization and empowerment of teachers in relation to the strategic importance of their work, the organism of European Union stresses the need to ensure quality education in schools in all European countries. The basic condition to achieve this goal is to improve the quality of teacher training. 

 The document entitled the Common European Principles for Teacher 'Competences and Qualifications (the Common European Principles for Teacher 'Competences and Qualifications, European Commission, 2005) indicates that “Teachers play a vital role in supporting the learning experiences of young people and adults”. Even if the training activity is focused on the educational needs of students, teachers are key participants in the evolution of educational systems and reforms that the EU can have the most advanced economy in the world by 2010. Through this social valorization and empowerment of teachers in relation to the strategic importance of their work, the organism of European Union stresses the need to ensure quality education in schools in all European countries. The basic condition to achieve this goal is to improve the quality of teacher training. 

High quality education provide for young people many professional opportunities, social skills and personal achievement. „Teaching Profession, inspired by the values and present and future needs of learners, has an important role in society and play a vital role in developing human potential and development of future generations” (European Commission, 2005). Therefore, in order to meet these ambitious goals, the EU believes that the role of teachers, their training and career development are their basic priorities.

Teachers must be equipped with skills to meet the constant challenges of the knowledge society, to engage actively in this society and prepare students able to learn independently throughout their lifetime. Teacher training needs to achieve a high level and be supported by a valuable partnership between higher education institution where formed and schools where future teachers will be hired later. Teachers also have an important contribution to preparing young people to fulfill the role of EU citizens. For this, they must be able to recognize and respect the cross-cultural differences. An important experience is finding teachers partners from other countries to meet this challenge together. Developing mutual trust and recognition of skills and qualifications of teachers between EU Member States is such a priority. 

Also, „teachers play a fundamental role in society, they can not act alone” (European Commission, 2005). Their high quality work should be supported by educational institutions practicing in the context of coherent educational policies at the regional level, which makes possible the acquisition of resources. These educational policies must be addressed both initial teacher training and further their professional development, but must also be in agreement with general educational policy. The two forms of teacher training, initial and continuing must be supported as parts of general education system in a region. 

Given these general considerations, it can be said that the EU common principles for teacher training and qualifications will provide an impetus for developing educational policies of all countries, and which will enhance education quality and efficiency throughout the EU.

Further, we present principles and procedures related to document details and, also how to apply these principles.

2. The Common European Principles

The Common European Principles are:

1. A graduate profession: quality education system requires that all teachers should be graduates of an institution of higher education. Each teacher has the opportunity to continue their studies at a higher level, to develop professional skills, but also to create opportunities for interdisciplinary progress. Teacher education is multidisciplinary. This ensures that teachers have: a knowledge of their subject matter, a knowledge of pedagogy, the skills and competences required to guide and support learners, and an understanding of the social and cultural dimension of education.

2. A profession placed within the context of lifelong learning: teachers’ professional development should continue throughout their entire careers. Teachers should recognize the importance of acquiring new knowledge, and have the ability to innovate and use evidence to inform their work. They need to be fully engaged in the process of lifelong learning and be able to evolve and adapt throughout their whole career. They should participate actively in professional development and this should be recognized within their own systems.

3. A mobile profession: mobility should be a central component of initial and continuing teacher education programs. Teachers should, therefore, be encouraged to undertake mobility in other European countries for professional development purposes. Those who do so should have their status recognized in the host country and their participation recognized and valued in their home country. There should also the opportunity for mobility between different levels of education and towards different professions within the education sector.

4. A profession based on partnerships: institutions providing teacher education should work collaboratively in partnership with schools, industry, and work based training providers. Teachers should be encouraged to review evidence of effective practice and engage with current innovation and research in order to keep pace with the evolving knowledge society. They should also work in learning organizations that reflect on their own and other’s best practice, and which collaborate with a wide range of community groups and stakeholders. Higher education institutions need to ensure that their teaching benefits from their knowledge of current practice. Teacher education, in itself, should be an object of study and research.

Compliance with these common principles may be the premise of enhancing the attractiveness of teaching profession and the premise of strengthening socio-professional status teachers. Teachers are recognized by the European Union as factors key in the promotion of society and individuals. Therefore, they must be educated to high standards, be supported to develop their skills continuously. 

3. The key competencies

The same document states the expectations of European society in relation to teacher performance, noting key skills necessary for teaching profession. Instruction and education must be viewed in a broader social context, adding them economic and cultural aspects of knowledge-based society. Thus, teachers must be able to: 

- Work with knowledge, technology and information: they need to be able to work with a variety of types of knowledge. Their education should equip them to access, analyze, validate, reflect on and transmit knowledge, making effective use of technology where this is appropriate. Their pedagogic skills should allow them to build and manage learning environments and retain the intellectual freedom to make choices over the delivery of education. These skills also allow for innovation and creativity. They should be able to guide and support learners in the networks in which information can be found and built. They should have a high level of knowledge and understanding of their subject matter and view learning as a lifelong journey. Their practical and theoretical skills should also allow them to learn from their own experiences and match a wide range of teaching and learning strategies to the needs of learners.
- Work with fellow human beings: they work in a profession that should be based on the values of social inclusion and nurturing the potential of every learner. They need to be able to work with learners as individuals and support them to develop into fully participating and active members of society. They should also prepare and develop collaborative activities that increase the collective intelligence of learners and co-operate and collaborate with colleagues to enhance their own learning and teaching.
- Work with and in society: teachers contribute to preparing learners for their role as EU citizens and help to ensure that learners understand the importance of lifelong learning. They should be able to promote mobility and co-operation in Europe, and encourage intercultural respect and understanding. They also need to know the contribution that education makes to develop cohesive societies. They should have an understanding of the balance between respecting and being aware of the diversity of learners’ cultures and identifying common values. They also need to understand the factors that create social cohesion and exclusion in society and be aware of the ethical dimensions of the knowledge society. They should be able to work effectively with the local community, partners and stakeholders in education – parents, teacher education institutions, and representative groups. They should be aware that good education provides learners with more and diverse employment opportunities. Their experience and expertise should also enable them to contribute to systems of quality assurance.

4. Recommendations for national and regional policy makers

Teachers work in the direction of training and developing all these skills will be part of a “continuous professional” (European Commission, 2005), lifelong education, which includes initial training for teaching career and continuing professional development. To implement policies in line with the Common European principles, the following recommendations are made to those responsible for educational policies at national or regional level (European Commission, 2005):

- Teachers should be graduates from a higher education institution or equivalent.

- Teacher education programs should be delivered in all three cycles of higher education in order to ensure their place in the European higher education area and to increase the opportunity for advancement and mobility within the profession.

- The contribution of research and evidence based practice to the development of new knowledge about education and training should be promoted.

- Partnerships between institutions where teachers will be employed, industry, training providers and higher education institutions should be encouraged to support high quality training and effective practice, and to develop networks of innovation at local and regional levels.

- Coherent and adequately resourced lifelong learning strategies, covering formal and non-formal development activities are needed to deliver continuous professional development for teachers. These activities, which include subject based and pedagogical training, should be available throughout their careers and be recognized appropriately.

- The content of initial and continuous professional development programs should reflect the importance of interdisciplinary and collaborative approaches to learning.

- Mobility projects for teachers should be facilitated and promoted as an integral part of initial and continuous professional development programs.

- Initial and continuous professional development programs should ensure that teachers have the knowledge and experience of European co-operation to enable them to value and respect cultural diversity and to educate learners to become EU citizens.

- Opportunities to study European languages, including the use of specialist vocabulary, during initial teacher education and in continuous professional development programs should be available and promoted.

- Priority should be given to developing greater trust and transparency of teacher qualifications within Europe to allow for mutual recognition and increased mobility.

All European countries, depending on their specific social and economic conditions, must pay particular attention to initiation practice stage and then continuing training, which forms the general concept of lifelong education.
In Romania, the Romanian higher education strategy was developed during 2002-2010 and it was created the legislative framework necessary restructuring higher education by the 2004 Law regarding the organization of university studies at three levels: bachelor, master and doctorate. The degree given after completing their studies show that the person has acquired general and specialized knowledge and skills and cognitive skills necessary for teaching.

Teacher training in the new millennium will be conditional on developing coherent strategies and programs that provide the possibility of acquiring and improving skills provided by professional standards, combining periods of theoretical instruction with practical training. Teachers should be consulted before making decisions on the organization of training programs in order to be provided opportunities for developing specific types of school in regional and national. Teacher training methodology must be innovative and be focused on obtaining the skills of solving problems of social and educational concern (the globalization of cultural, economic, social life).

The legislation adopted in recent years in Romanian education, Common European principles begin to be implemented: teacher education was legislated only by university studies, have established the institutions responsible for quality assurance in education, have formed standards for teaching profession, were accredited continuing education programs to teachers; these reform measures will be complemented with other measures and their effects will be noticed in time
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Fields of European key competencies in terms of education courses in Romania
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Abstract

In the fulfillment of compulsory education for graduates of a "European profile training" skills divided into eight key competencies of lifelong learning perspective, Romania has started the necessary steps in reforming the national curriculum documents, management and design learning, taking into account, among others, various methodologies, modern, attractive, based on heuristic strategies and interactive teaching-learning-assessment. From the perspective of the educational disciplines, among the eight key areas of EU competence, but also within them, there are multiple correlation, "centrifugal'' and ''centripetal, and a hierarchy of skills from those with degree, generality at the highest levels of realizing most pronounced.
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1. Fields of European key competencies

"New competencies for new jobs: we have to anticipate and meet the labor market on the competencies’ field'' is desire EU`s institutions such as European Parliament, the EU Council, which calls for compulsory education graduates, a "profile European training" skills divided into eight key areas of lifelong learning perspective. Educational policies of the E.U. institutions based on key skills training to students in the fall of the United Nations Scientific, Educational and Cultural Organization (UNESCO), founded an education that seeks to clearly focus on: learning to know, learning to do, learn to be and learn to live together with others, which is the concept of vocational competencies to students.

Fields of European key competencies lifelong learning perspective are:

· communicatig in your mother language;

· communicating in foreign languages;

· knowledge in mathematics, science and technologies;

· knowledge in using different technologies;

· learning to learn;

· initiative and antreprenoriat;

· cultural feeling and artistic expression ;

· social and civil knowledge.

Examples of key competencies set at European level for the educational process of science and technology, noted: understanding the consequences of natural environmental science and technology (knowledge), use and handling of scientific data to achieve a goal or to reach a decision or conclusion (skills / abilities), respect for both security and sustainability in terms of scientific and technological progress in relation to himself, family, community and global issues (attitudes).

But the responsibility still lies with the educational policies of the Member States, the European Union by supporting their political cooperation in education and training.

2. Integration of the European national educational policies 

      In this international context of educational policies focusing on competencies training to students, Romania could only take the necessary steps in the integration of national education policy of international, particularly, the European Union that joined, so as to contribute to increased student performance PISA international tests, "Programme for International Student Assessment" and TIMSS-,,Third International Mathematics and Science Study'', which shows the students the necessary training skills for their future lives as adults.

2.1. Curricular reform centered on areas of key European powers in terms of educational disciplines

2.1.1. Inclusion of educational courses educational framework plans

In the educational reform in Romania, curriculum has been updated by centering it on the eight key areas of EU competence, for example, basic skills in science and technology, skills in mathematics are part of the biology curriculum.

Department of Education (lat.disciplina = education, science, the object of study) is the content of the education module contains a system of knowledge, skills, abilities, values and attitudes consistent with the curriculum for a given area of science, technology etc.The inclusion of educational disciplines which have in common certain competences of  forming in curricular areas, correlate with the domains of European key competences, the personnel’s plans being eloquent in this respect; for example, biology is a discipline of education included in the curriculum area, "Mathematics and Natural Sciences.'' The plans reflect the educational framework and implementation of integrated disciplines, as appropriate,''Science in the cycle of school education in some profiles and specializations, interaction skills and content that the three disciplines of education, Biology, Chemistry, Physics, in a system of theoretical and practical skills and content unit, based on interdisciplinarity, as well as that of multidisciplinary, with coordination, inter-and, fusion.'' In the IX and X grades, the share of education courses which provide basic education is predominant compared to subjects / modules which start out in specialization. Higher cycle of secondary school, post-compulsory school education, covering both selective deepening of previously acquired key skills and specialized training students in particular. The higher cycle of secondary school, are the primary subjects / modules which provide diversified training, depending on professional qualifications followed.

2.1.2. Curricula reform

On basic skills training to students, needed their future life as adults, and changes were based curricula in each discipline of education. The necessity of deepening pragmatic edge training and education in middle school and high school curriculum was focused on skills, directing learning to develop skills involving the application of knowledge, skills and habits formed in new contexts, to solve problems in real life days, to the formation of values and attitudes in students. 'The power structure is founded in this way: knowledge (which allows "to know"), skills ("do") and attitudes ("to be"). Competence is a resultant of three elements: knowledge (Knowleage), capacities (skills), attitude (attitude) (Figure 1.). But there is another kind of approach to power. It targets more factors on which jurisdiction, namely, knowledge and personality factors (values, skills and attitudes that value options) (Figure 2.).'' (Bulzan Carmen, Iancu Mariana Ciobanu, Roxana Ilie Luminita (2009). Guide teaching practice.Bucharest: EDP.)
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The new curricula of different subjects for secondary school education, entered service in 2009-2010 school year were developed from the perspective of the transition from model design-centered curriculum objectives developed and implemented in Romanian education system in the mid 90’s-in model centered skills.

A comparative analytical approach and key areas of EU competence and skills of national curricula in various disciplines of education, the national curricula of new and old, national curricula of secondary and high school highlights similarities and differences, but there are correspondences between skills curricula at different educational disciplines and key European powers.

2.1.3. Reform school textbooks and curriculum aids

It is required in this context of curricula focused on key European powers in each discipline to create educational textbooks in full compliance with them.

Group of researchers from the Institute of Education Sciences in Romania have developed research and scholarly work such as guides for the application of new curricula based on key European powers, which are elements of the old reformer methodological guidelines published in 2001.

2.2. Hierarchy competencies and specialty didactic reform

2.2.1.Hierarchy competencies

From the perspective of the educational disciplines, there is a hierarchy of Romanian education competencies, the degree of generality at the highest levels of materiality to the most pronounced, as follows: key competencies, general competencies, specific competencies, competencies of the Unit, the main competence of the lesson, Secondary competencies of its side, according to the following scheme (Figure 3).
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Figure 3. Hierarchy Romanian education competencies

Key competencies, "drew strength'' of science, ''becoming'' science, ''genesis'' science, but also a '’functional scientific literacy'’ of students with the foundation, a general professional culture. 

The concept of '’functional scientific literacy'' which means the acquisition of basic skills, is used to synthesize functional and comprehensive vision of knowledge and skills essential in everyday life in contemporary society, knowledge and skills needed in life adult. Emphasis is placed on mastering process, understanding concepts and the ability to work in various situations within each domain. 

The general competencies are structured sets of knowledge, skills (skills) and attitudes that defined the object of study. Formed over several years of education, during the secondary school cycle. The general competencies to be formed until the end of the mandatory school or upper secondary cycle, is necessary for each individual fulfillment and personal development, active citizenship, social inclusion and employment in the labor market.

Specific competencies are structured sets of knowledge, skills and attitudes, defined on a subject, which is formed during the school year. They are breakdowns of general competencies. 

2.2.2. Specialty didactic reform

2.2.2.1.Design's teaching

The entire hierarchy of competencies shows theoretical concepts of teaching design, but also practical examples, applied in designing teaching, representing a different treatment plan educational reforms in line with key areas of EU competence. In this regard, plans are indicative calendar for Unit projects, class projects, lesson plans that are created at each school discipline based on this hierarchy of skills. 

The teaching-teaching design shall be based on general and specific skills curricula. For each learning unit is derived from the specific skills make, and they are part of the evaluation matrix and to determine which assessment tools.

For example, to drive learning,''Human Genetics’’, in Biology, ninth grade, the competencies derived from the specific competencies covered are:
CD1 – collecting data from various sources of information / documentation on research in human genetics (C.S.V. 1.1.);
CD2 – processing of exploration results and the conclusions of human genetic (C.S.V. 2.2.);
CD3 - application of identification algorithms and problem solving (CSV 3.2.);
CD4 – presenting information using various communication methods (CSV4.2.);
CD5 – theoretical arguments and practical importance of the concepts of human genetics (CSV 5.3.).

In each lesson, the teacher should aim at training students of a primary power and secondary powers, powers derived from the Unit. Skills lessons are similar operational goals and objectives pursued by the old curriculum lessons on objectives, secondary skills being formulated with action verbs, but with emphasis on science,''Genesis and science, becoming''the purpose, ,,''closer to taking action only targets.

An example of primary jurisdiction lesson in Science, humanities profile, philology etc. specialization., cognitive in nature, is, by students applying the concepts of pollution and greenhouse identify the causes of these negative phenomena and Earth's life solutions to mitigate / remove their effects'' for lesson ,,Pollution. Greenhouse effect'' in the XI grade.

Further, the teacher thinks and anticipates more in-depth behavioral changes that will occur on the students.To be established,  the main power subordinate powers, namely secondary skills lesson, with emphasis on 'science''and childbirth, science becoming''the powers deriving from the main power lesson.

These are examples of secondary skills lesson ,,Pollution. Greenhouse effect''  in the  XI grade, and at the end of this lesson, students will have the following powers:
C1 – conceptualization of pollution and greenhouse effect;
C2 – explain the causes of pollution and greenhouse effect;
C3 – examples of types of pollution and pollutants;
C4 – describe the consequences of pollution;
C5 – identify solutions to combat the effects of pollution and greenhouse effect.

Decentralization is necessary and the teachers in designing educational purposes, underlining the need to design each lesson substantiated, it is possible to materialize, depending on teacher experience in project lesson, especially for beginning teachers, or plan. The lesson for teachers with teaching experience. And reflect the need for deepening the educational side of the educational process to approach teaching the concept of educational process, to design teaching units centered on education.

2.2.2.2. Methods, strategies and teaching models

The design of future teaching, training focused on skills students consider various methodologies, modern, attractive, based on heuristic strategies and interactive teaching-learning-evaluation, results of combining proper-active participatory methods, such as the specific traditional biology, and laboratory experiments, practical work and observation of teaching, but also modern ones, new type of method, the ''cube'' method, ''mosaic'', ''fishbowl'' technique, the opponent lecture, work with records, using computer simulation experiments, projector and interactive board offices specialized in multi-media, etc. For curriculum actually recommend using a training model euristico-psycho-sociocentric, the rediscovery of new scientific concepts to students in line with their intellectual potential, cognitive structures formed, with skills and interests, taking into account also the formation of social life. In alternation or in combination with it, a model can be applied psihocentric logo, the presentation of science as a final product, subject to individual peculiarities of students, based on attractive procedures, multi-media systems, this, according  to  the content and instructional skills, education, human resources and material nature. Mixed-model training models, psychological euristico sociocentric psihocentric logo and model on the basis of procedures attractive multimedia systems involves a resizing of the role of the teacher's transition from traditional stage, key player in the lesson the background of the scene of teaching and increased activity of the organization, direction, control and correction of learning achieved by students at the school discipline they teach.

2.2.2.3. Evaluation and examination reform in education

From the perspective of the educational disciplines, we have both methodological suggestions for teaching and learning and for evaluation the competencies of students, which is another approach educational reform plan. Thus, we emphasize the changes in the national exams, as recently developed methodologies for admission to college based on national assessment by items such as international tests, for example PISA and TIMSS. 

Evaluative skills in the PISA study of 15 students from OECD countries, but also from non focuses on science and technology, reading, mathematics and problem solving, one of which is a primary domain and the other two secondary . PISA assessment instruments apply basic skills, but also assessment tools / socio-educational variables identification. Assessing what students know and can do effectively, practically, but also their ability to actively reflect on their process knowledge and on their learning experiences. PISA aims, in particular those elements that students will need in the future and seeks to assess what can they do in practice what they learned. Design evaluation process takes into account, but is constrained by the common denominator of national curriculum. Assess students' knowledge, their ability to reflect on the knowledge gained and implement this knowledge and experience of students in solving real world problems. For example, to understand and evaluate scientific advice on food safety, an adult will not only need some basic information about the chemical composition of food, but will be able to apply this information and, specifically , when choosing a product for consumption.

TIMSS-Third International Mathematics and Science Study is another international study that assesses students' skills in math and science, Biology, Chemistry, Physics, Earth sciences, helping to measure progress towards improving the performance of students in these disciplines, but also on analogies with results on other nations, from one place in the hierarchy of nations based on these achievements and to enhance exchange of experience between teachers and students from various countries.

But this paper points to the evaluative work and reforming the educational process through educational disciplines: an evaluation in relation to skills, complementary use of traditional methods and modern development of a skills-centered evaluation matrix for each unit learning, integration of teaching evaluation instrument of the teacher and the learning of students, scoring on a broader activity for over several hours to be granted and calculated points transferable, nothing is lost.

So, new curricula, skills training focused on teaching students lead to changes in specification. In modern teaching, student-centered skills training, they acquire a leading role in the education act, being active participants in posture and intrinsic motivation.

2.3. Correlative approaches of key European competencies

In terms of educational disciplines between the eight key areas of European competences, but also inside them, there are multiple correlations in the sense of “centrifugal”, to contribute to every area of correlation competencies in key skills training in other areas established at European levels. However the correlations appear also in the sense of “centripetal” in forming the key competences in a domain based on the competences obtained in the other domains (Figure 4). 

As a corollary of school reforms based on European key skills training to students are numerous correlative approach, for example, correlations between the powers of science and technology, biology and other areas of key skills, is suggestive of inter-correlations, cross-and multidisciplinary but also those related to skills, "learning to learn'', "cultural awareness and artistic expression'', "social and civic skills" etc. (Figure 4).
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Figure 4. Correlative approaches of key European competencies

For the overwhelming majority of students in Romania studying biology discipline, language, learning that language is Romanian language is taught in schools within the discipline of Romanian language and literature. So, education in biology is made for all students in Romania in Romanian language, achieving competence in the subject Romanian Language and Literature contributing significantly to the achievement of general skills and specific curricula of biology, which are in correspondence with  Science and technology in Europe. Moreover, studying Romanian language communication skills necessary to provide training in all areas of knowledge and activity. But biology contribute to general and specific skills in speaking and writing in Romanian.

So, correlations are mutually beneficial, as ,,in a symbiosis.''
2.4. Types of education and key European competencies

Elements of formal (lat.formalis = which is the form, ie, valid, legally organized, formal) education, non-formal (lat.nonformalis = no official forms outside formally organized forms for a certain type of activity) education and informal (lat.informis, informalis = no definite forms, something happens) education and sides of the many educational, moral (lat.mos-Moris, moralis = manners, habits, moral behavior) education, intellectual (lat. intellectus-knowledge, understanding, capacity to reason, to think, to work with concepts) education, ecological (gr.oikos = house, household) education, education sanitary (gr.hygieia=health), aesthetic (greek aisthesis, aisthetikos = feeling, which refers to beautiful) education, entrepreneurship-education students from economically, the business education, etc. that the teacher has to achieve them are placed in key European powers. For teaching career, non-formal education is needed and complements formal education by educational influences that take place outside the classroom, extra-school look through optional and voluntary activities. An analytical and comparative approach to the three types of formal education, nonformal, informal education and sides, led to the conclusion that all such education is needed, but additional variability coming to meet their increasingly complex situations in which people are placed in contemporary European society and they can solve it by creating sustainable solutions.

Both disciplines in designing educational lessons and in the development of their human resources, teachers must have a high  professional training, pedagogical skills, teaching specialty, and advanced knowledge that would be necessary and also sociology and management education and  they can not be achieved only by training the trainees, namely the initial and continuing learning through their continuing education. Self-education leads to personal progress, which you recommend.

2.5. The role of training managers in key European competencies to students

The role of managers in schools-makers in schools as' Regulation on organization and functioning of school education units''in the meaning of achieving their educational policies centering on training and key European powers to students is highlighted by specifying those skills the director, deputy director, coordinator of programs and educational projects, the Board of Directors, Head of Department / Committee methodological. Competence in management and educational policies is to increase quality, product standards and superior performance.

Even if  the E.U. assist member countries in all these educational reforms, but in others, progress is uneven from one Member State to another and insufficient in some key areas. 

Therefore, beyond reconception and reforming the educational process in national documents, management documents, but documents and design of teachers needs to be strengthened to implement, so as to ensure higher quality education, the required performance of a Romanian education internationally competitive. But most important is to ensure that students becoming competent adults, who possess skills, knowledge and attitudes relevant socio-professional integration, their family, able to orient themselves in their entire personal and professional journey.  GOOD LUCK!
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Globalization – an unsecured world or a global security
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Abstract

The social context represents the matrix from the individual and human groups’ development. It is totally irrelevant the analysis of a process or social phenomenon, that of the family, without showing the supra system within its existence. The post-modernism and, first of all the globalization, lead the transformation of the borders into diffuse and permeable lines in which what characterizes the various cultures, transformed into universal acquisitions.

Because of the economic changes, which started during the First and then the Second World War, the globalization had visible beginnings during the 70s.  the multinational organizations having the appendages of the technological development, telecommunications and transport, had facilitate the changes at great scale, the economic globalization is considered the main form of manifestations of the new changes at the macroscopically level, characterized by goods and services change, persons’ flux- migration, of capital and of technology. “the concept of globalization refers to the decrease of the world and of the increase of the awareness degree of the world as an entity"- Roland Robertson (Globalization: Social Theory and Global Culture-London). The traditionalist culture of the society disappears of transforms into entertainment and goods (McDonalization) the humanist culture is eliminated by the invading techno-science and transformed into pseudo-science. The world or globalized human, or the economic centered human being become the atomized human that lives through production and consume, depleted by politics, sense, awareness and any transcendence. We shall recall the globalization’s theories and that of the post-modernism that follow it presented by Immanuel Wallerstein, Osvaldo Sunkel, Jan Aart Scholte, Leslie Sklair, Zygmunt Bauman, Claude Karnooch, Richard Rorty, Francois Lyotard, Jurgen Habermans, Fredric Jameson, Steven Connor.

Keywords: globalization, social change, culture, post-modernism

In a world where the interstates borders become almost insignificant, the cultural identities are redefining its dimensions, incorporating or denying the values of globalization, in other words, increasing thus the multiculturalism or, contrary, going back to their local matrices. As it shall be further emphasised in the following lines, we shall acknowledge that there are totally other aspects of differentiation between communities and that the geographical borders do not serve anymore to define the borders of a state. Existence of cultural and economical criteria are dividing the world’s map in developed and less developed countries, the appearance of “third world” concept, the culture of consumption, of industrialization, etc.

Post modern family finds itself, as above mentioned, in the sweep of communitarian and global, trying to define its identity throughout its belonging to the culture in which it exists. Such as, it events situations in which one may talk about the co-existence of the well-statute family roles and also about the opening to multiple values. It seems to deal with a continuously effort of conservation of the traditional structures and of assimilation of the multiculturalism. 

For a more plausible support we shall consider the systematic theory in the following analysis to enable introducing the macro familial dimension. If the traditional societies held very clear the role and place of the family in community life, if religious, social and cultural taboos were fore-determining the path to be followed by a family even before its constitution, industrialization and then the post-modernism have permitted the appearance of some very different familial conjunctures, mostly unacceptable in the respective culture a few decades ago. The actual family, like every other organizational entity, has to integrate, willingly or not, the contemporary values, practically the non-cultural ones or as one may please to call it, the meta-cultural values of globalization. 

Starting from the marriage rituals tending to standardization in very different cultures, the number of children – similar in the majority of the industrialized society’s families, the attitude towards separation and divorce – strictly forbidden before not many years ago, everything tends to become as more as “global”, borrowing from different cultures the elements which fit best and gain the own individuality still unitary in the diversity of families.

Definitions of globalization - Leslie Sklair distinguished four sociological approach of globalization:

1. the world systems approach;

2. the global culture approach;

3. the global society approach; 

4. the global capitalism approach. 

1. The world systems approach was originated by Immanuel Wallerstein (see The World Modern Systems, Meridiane, Bucharest, 1992), who tries the extrapolation of the “class struggle” at the whole system level, divided in centre, semi-periphery and periphery. Explainable through the Marxist orientation of its followers, the explanation is of economical type – international division of the work. The cultural domain is a few represented, merely associated to the civilization concept.

2. The pattern of global culture. The appearance of this approach coincides with the publishing of Featherstone (1990) of an articles collection in the magazine Theory, Culture and Society (TCS) edited under the title Global Culture. Among the most influent theorists is Ronald Robertson, whom should be due the introduction of the term in sociology. Specialists in this relatively homogeneous group are characterized by followings:

· tend to privilege the cultural domain to the economic ones.

· care about how national/ cultural identity resists to the occurrence of "global culture” understood as a correspondent for the "global village" of McLuhan.

3. The global society approach. The American sociologist Anthony Giddens develops his own theory of globalization, emphasizing the subjective side. Thus, globalization is conceived as "Reflexive Modernity”.

4. The global capitalism approach. Trachte Ross, one of the exponents of this approach, starting from Marx and Adam Smith, envisions this phenomenon in the context of capitalism development: expansion to the third world, the crisis of '70s. "We are just at the beginning of a global era," he says.

 “Globalization is the term used to describe a multi-causes process that has as results the fact that events occurring in one part of the world have increasingly impacts on societies and on problems from other parts of the globe. There is no worldwide accepted definition of globalization, and probably a final one also not. The reason is that globalization sub-includes many complex processes with a variable dynamic reaching different area of a society. It may be a phenomenon, an ideology, strategy, or all together. Globalization is the modern term used to describe changes in society and the world economy resulting from the extremely increased international trade and cultural exchanges. It describes the increasing of trade and investments as the result of barriers fall and interdependence between states. In economic context, it is often made almost exclusive reference to the effects of trade and particularly to the trade liberalization or free trade.”

Due to the economic exchanges started in the Ist and IInd World War, globalization visibly starts in the 70s. Multi-national organizations, with privilege of technological development, especially transport and telecommunications have facilitated global trade. 

Economic globalization is considered the main form of manifestation of the new changes at macro-social level, characterized by exchanges of goods and services, flow of people - immigration, capital and technology. IMF defines globalization as "increasing the economic interdependence of countries worldwide through increasing volume and variety of goods and services transactions across borders, international capital flows more freely and more quickly, but also a wider diffusion of technology. IMF – has as principle scope to promote international monetary cooperation, to ensure financial stability, facilitate international trade, contributing to a high level for labour employment, economic stability and combating the poverty. "(IMF, World Economic Outlook, May). The World Bank defines globalization as "Freedom and ability of individuals and firms to initiate voluntary economic transactions with residents of other countries."

"The concept of Globalization refers to the shrinking of the world and increase awareness of the world as a whole" - Roland Robertson
As per history, "the period of liberalization and when the gold was defining the economic standard is often called "first era of globalization". Establishment of the gold standard was gradually achieved in intensely industrialized countries. "First Era of Globalization" is believed would be divided into stages once with World War I and then fell under the gold standard crisis in the late '20s and early '30s. Countries that had begun to embrace globalization, including the European core, some states at the edge of Europe and several European offshoots in the Americas and Oceania prospered. Inequality between those states was disappearing while goods, capital and workforce were exceptionally free flowing between countries.

Globalization in the period after the Second World War was led by rounds of negotiations under the auspices of GATT in the first phase, leading to more understanding in the removal of restrictions on free trade. Uruguay Round led to the signing of a treaty which creates the role of mediating commercial disputes. Other sections of bilateral trade agreements including the Treaty of Maastricht and NAFTA were also signed with the aim of reducing tariffs and trade barriers. 

Globalization is a system or a complex phenomenon, sometimes ambivalent, even contradictory, which was viewed and analyzed differently by those who have taken this risk or this responsibility. Beyond this analysis, globalization remains a real fact, alive, with which we must face regardless of our will or option. It is considered that the highest risk (reported by some theorists of globalization) that globalization may involve is the dehumanizing of those who are simply overwhelmed.
Conquered by the market, doped by the globalized world, a comprehensive cultural and educational disaster is living amid a general crisis of the meanings of life, as an alarming symptom of uncivilized society’s future. 
Traditional culture of societies disappears or is transformed into spectacle and freight (McDonaldization), humanist culture is increasingly eliminated by the invasive techno-science and transformed into a pseudo-science. Man or globalized world, the economic only centred man risks becoming an atomized man who lives only for production and consumption, emptied of political meaning, consciousness and any transcendence. Perhaps this is the last stage in the evolution of humanity or "last man".
Immanuel Wallerstein describes the world system as a set of mechanisms for the distribution of resources from the periphery to the centre. In his description, the centre "The Core" is developed, industrialized, democratic (are the states with the highest economic diversity, high not only economically but also that military forces with a high degree of industrialization, with continuing concern in IT, finance and services , mainly producing finished goods for export less raw material, most often the initiators of new technologies and industries with a comprehensive structure that supports the state and external affairs, with background obtained from charges strong enough so that the State support the economic infrastructure, with strong influences on states which are not part of global core system and relatively independent of external relationships with other geographical areas), while the suburbs are underdeveloped, as the poorest part of the system but also a source of material and human resources necessary to maintain core’s prosperity, in other words, the core through the market, is exploiting the outskirts (as the case of countries that have not a diversified economy, tend to depend on one type of economy, often are target of multinational corporate investment, in order to exploit cheap labour and unskilled, in order to export products in the central areas of the system, have a high percentage of poor and uneducated people, the ruling class of that state has an extremely high percentage income and most of the population fall far below the desired economic level, is organized in a poor state, its structures are unable to support infrastructure development, and, last but not least are extremely influenced by the decisions of the core countries and multinational corporations, being required to follow economic policies in favour of developed countries in the detriment, over long term, of their own economies).
Capitalist world system is based on both the independent political units, states, so there is not about a political centre, but a global market dominated by those who conduct capitalism from the centre, respectively from the most prosperous and developed countries in terms of economic power. Between centre and marginal areas are the so called semi-periphery areas, caught between the two worlds, areas receiving unequal relations (of benefit) compared to underdeveloped countries and serving in the mean time, the disadvantageous for them, the central areas, but which tend to industrialization and the economic diversity, not so strongly influenced by the decisions of the centre, as peripherals societies.

Wallerstein speaks about the world system as an organism that has boundaries, structure, consistent rules of conduct, and, as a body, in some ways remains stable, while in other segments is in constant motion, changes. Practically, the most visible segment, at least in our perspective which turns evergreen is the lifestyle of people, style involving changes in the attitude towards education and searching for professional involvement, to clothing, and especially in how cohabitation, as one may please, the couple, the family, in the small community of the origin family. Mixture of modern / western / European and archetypes which are embraced in family relationships often give rise to conflicting images, lifestyles exhausting and frustrating. But we will resume this idea in another chapter, on education in the family.

Osvaldo Sunkel, representative of global system dependency theory says that "the international capitalist system contains activity cores, regions and social groups of varying importance in each country. These sectors share a common culture and a "lifestyle" which manifests itself through the same books. Texts, films, television programs, like clothing styles, similar types of organization of family and social life, much the same genre in homes decorating, similar trends in house building, in furniture, the cities themselves. Despite language barriers, these areas have an extreme capacity to communicate among them more than would be possible between well integrated people and those from the suburbs of the same country, speaking a common language (…) 

Modernization implies the gradual replacement of traditional manufacturing structure to another, much higher and more persuasive. On one hand, the modernization process incorporates in the new structure individuals and groups who are able to adapt to a certain rationality that dominates and on the other side excludes individuals and groups that fit no longer to the new structures of production lacking the ability to adapt to new forms. It is important to understand that this process not only prevents or limits the formation of a national entrepreneurial class, but also of a national middle class. The advantage of modernization introduces, so to say, over a limited area which delimits those integrated by segregated segments. (...) The effects of disintegration of each social class have important consequences for the social mobility.
Entrepreneurs in marginalized areas are likely to thicken among small manufacturers artisans or will abandon independent activity and become employed middle class. Marginalized sectors of the middle class will form a group of frustrated middle class trying to keep middle class appearance without too many opportunities to develop economically, terrorized by the danger of becoming proletarian workers. Peripheral workers will surely add rows where absolute marginalized, and the poorer of middle class will build resentment and frustration. Finally, it is very likely that an international mobility in fact corresponds to internal mobility, particularly among the sectors of the same area. The described process of social disintegration will likely affect the social institutions that provide the basis of various social groups through which they express themselves. The described similar trends for the global society will be strengthened also for the state, church, armed forces, political parties, universities, etc."

References

Adrian Marino, Multiculturalitatea, lumini şi umbre, Editura Altera, Timişoara, nr. 13/2000

Badescu Ilie, Dungaciu Dan, Baltasiu Radu, 1996, Istoria sociologiei – teorii contemporane, Editura Eminescu, Bucureşti

Bauman  Zygmunt, Globalizarea şi efectele ei sociale, Editura Antet, Prahova, 1993 

Boas, Franz - Anthropology and Modern Life, Dover Publications, New York, 1962

Compte-Spondville Andre, Mic tratat al marilor virtuti, Editura Univers, Bucureşti, 1998

Conley Tom,Culture in the Plural, Translated  University of Minnesota Press. 1998. 

Connor Steven, Cultura postmodernă. O introducere în teoriile contemporane, Meridiane, Bucureşti, 1999, 

Deal, Terrence E. şi Kennedy, Allen A.,1982, “Corporate Cultures. The Rites and Rituals of Corporate Life”, Reading, Addison-Wesley.

Drimba Ovidiu, Istoria culturii şi civilizaţiei, Vol 2, Editura Ştiinţifică şi Enciclopedică, Bucureşti, 1987

globalizarea.com Articole si opinii Democratizând globalizarea, globalizând democraţia: un interviu cu Jan Aart Scholte luat de Dennis Soron pentru publicaţia Aurora editată de Universitatea Athabasca, Alberta, Canada
Globalization: Social Theory and Global Culture –London, Sage, 1992

Morar Vasile Moralităţi elementare, Editura Paideia, Bucureşti, 2004

Sunkel O. (1978a), 'The Development of Development Thinking' in 'Transnational Capitalism and National Development. New Perspectives on Dependence' (Villamil J.J. (Ed.)), pp. 19 – 30, Hassocks, Sussex: Harvester Press.

Wallerstein Immanuel,  The Modern World-System, New York, Academic Press, 1974
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Abstract

The communication and understanding processes are significant needs of any educational community. This paper approaches the didactic communication and its different levels of understanding, trying to emphasize the progressive steps that the process of understanding follows starting with the stage of informing to the ultimate stage of message interpretation. The levels identified are, hierarchically, the following: informing, describing, persuading, demonstrating, explaining, understanding, interpreting and finally, internalizing the information. 

Key words: levels of understanding, didactic communication


1. Introduction

It’s a fact that people interact and express themselves by communication regardless of its form. Not only does communication enable knowledge, interaction, relationship building, but it is also the core of a metaknowledge, which lays in the power of hidden messages, generated by the response of each participant to the act of communication. (Sfez 2002, p.69)

Nowadays, the volume of information grows exponentially, primarily due to the highly advanced computing technology. It is very important to convey/send messages in such a manner that allows the process of building intelligence to advance.

Communication works with signs and symbols that bear multiple meanings. They are part of the didactic communication process as well as of the message conveyed. Stringed together, by means of certain rules, these two are "chained so as to produce effects" (Drăgan 2007, pp.99-93), they can generate a message and consequently, communication.. 

2. Influence of message building on its understanding

This paper has taken two perspectives into account considering the process of communication: the Palo Alto School perspective, which addresses the impossibility of not communicating specific to the teaching profession, while the pragmatic perspective considers communication to be a semiotic interaction, sue to the interplay of signs.

Moreover, the comprehension of any message depends on its construction. Within this context, it seems natural to find out and analyze what the levels of understanding involved in didactic communication are. The didactic experience has proven that the knowledge conveyed by a teacher is differently perceived by the students of the same level of physical and mental development even if the message is sent to all of them by the same transmitter. The differentiated perception of the message is caused by the students’ individual peculiarities, by the students’ amount and systems of knowledge, by the teacher-student relationship, by the teacher’s competences in building and conveying messages. 

The research put forth aims to identify the levels of understanding that occur during the process of didactic communication. The research conducted has led us to believe that the different levels can be used as an instrument to assess the degree of comprehension of the informational content delivered to students.

Such an analysis has come to strengthen the idea that understanding is determined by the construction of a message, without ignoring that the significance of the message varies from one individual to another.

At the same time a stratification of understanding can be observed, according to the different levels. In this respect, for example, primary understanding and interpretation can be considered the two levels comprising complete understanding. The suggested analogy is built upon Paul Cornea’s statements (Cornea 2006, p.72) regarding the stages of the understanding process that underline the fact that there is a first, elementary and self-acting phase. The process of understanding is developed in a common way when communication with the others is spontaneous and based on accepted agreements. The meanings are internalized only after having been understood and analyzed. Thus, interpretation does not represent only the performance of initial understanding, but it completes and develops the initial act.

Building on this differentiation offered by Paul Cornea, I have identified several other levels of understanding specific to the didactic communication: Informing; Describing; Persuading; Demonstrating; Explaining; Understanding; Interpreting; Internalizing meanings and using them in a personal way. This analysis is not limited to the levels aforementioned but for the scope of this paper is appropriate, since the process of understanding is present at all these levels, even though in different degrees. Each level displays several stages that advance from the simple to the more complex structures, according to certain variables of achievement(ex: the amount of  the information conveyed, the code of signs, the characteristics of the  sender and the receiver, the context and the type of performance aimed at in the communication).
The paper presents understanding at different stages, especially as a phase of the learning process and as a result of semiosis (the signifying act). We emphasized he dynamic interaction between the sign- the interpreter – the object, as well as the linguistic valences of coding the signs (the language understanding): the sociological valences (societal manner of living) as well as the hermeneutic valences based on sense and words meaning.
The situation of communication (semioza) is represented by the well known model of Laswell, based on the sequence of questions: "Who says what, who, how and with what effect?” Although the message in itself offers only one answer to only one of the five responses, its role is particularly important especially in the case of the communication between teacher and students, when "the message becomes information only in its the movement between the two poles, with the purpose of developing the cognitive potential of the partners or interlocutors by unveiling hidden meanings and significances” (Şoitu 2001, p.38).
Tabel – Levels of understanding

	Levels
	Stages
	Conditioning

	I. Information
	- stimulating the need for knowledge

- integration of information into experience; 

- the achievement of significance;

- reviewing the information to be further memorized.
	The amount of information contained in  message

Decoding the message in a hermeneutic manner

The relationship between the Sign and the Object (information about the object)

Encoding the signs (in terms of language as an organized system of signs)

The Components of the language corpus 

The levels of Communication 

Number of components involved in the communication situation

Transmitter’s characteristics

The context

Complexity of the didactic communication process

The expression level of the message

Interaction (E - R) in terms of clarifying  the assumptions - message

Validity of the information and opinions in a communicative action

The validity of information (search for truth)

Psycho-logical processes involved

Type of explanation

Type of performance achieved / required by the discursive intervention

Type of performance obtained / expected in discursive intervention

Mental characteristics of the of individual 

Establishing the levels of the argumentative discourse (logical semiotic)

The stages of evolution from natural language to formalism (satisfactory)

	II. Describing
	-developing the need for knowledge;

-integration of information into experience; 

- organizing / presenting information;

- reviewing the information to be further memorized.
	

	III. Persuasion
	- drawing attention;

- Inducing the need;

- Satisfaction;

- Involvement / participation to the  identification of the solutions and the adopting of effective attitudes and behaviours 
	

	IV. Demonstration
	-presentation of the thesis basic

- Defining the thesis(conclusion)

- Demonstration 

process.
	

	V. Explanation
	-augmenting the need for knowledge;

- integration of information into experience; 

- Organization / presentation of the explanation;

- Replay / reformulation of the explanation for memorizing
	

	VI. Understanding
	- Agreement;

- Thinking
	

	VII. Interpretation
	 -Basic/current Understanding 

-  Interpretation.
	

	VIII. Assuming
	- in depth understanding;

- Creativity
	


In this comprehensive approach, we focus on the model proposed by Traian D. Stănciulescu (Stănciulescu 2004,p.103), which aims to generate and communicate meanings, establishing four stages: the primary encoding of the message and its transmission as well as the secondary meaning, particularly, the factors that we customize for teaching communication. 

From the point of view of hermeneutics, understanding concerns the demarcation of word meaning and significance, benefiting from contact with the speaker and his speech. 

Pearson, an American researcher said that it completed the definition of understanding so as to find answers to their questions. Hence we readily accept that the process is not linear and unidirectional, but it simultaneously converges and diverges meanings. We have parallel, but simultaneous and successive structures.

The conclusion is that the process of understanding runs at two levels: primary understanding and full understanding, which require achieving, or browsing the full sequence of eight levels in the table above, without forgetting, however, that understanding is present at different degrees at all levels. Thus we consider understanding finds full completion after having been filtered by each individual/student’s cognition, that’s means more than simple knowledge acquisition. It is the key of interpretation and meaning internalization, fundamental pillars of cognitive development. 

3. Conclusion

In conclusion we can say that interpretation leads to a better understanding or develops the meaning. A high quality type of understanding creates potential new interpretations. These two cyclic processes follows the  semiosis pattern proposed by T. Stănciulescu (Stănciulescu,2004) namely that primary understanding enables an interpretation that leads to a higher degree of understanding, generates new interpretations and these two processes interact in a  conditioning manner.

This paper can stand for a fresh start in approaching the construction of as a valuable source of enriching the didactic content conveyed to students.
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Abstract

People generally think that only words are able to carry a message, but in fact, every gesture, tone of voice, facial expression, gesture and posture mimicry, dress code, help create the state in which a man receives the words. Leg movements, voice variations, facial expressions are non-verbal means of communication through which the individual sends messages to others.There is a close relationship between verbal and non-verbal communication. Messages produced by a form of communication are completed and enriched in content by the messages from the other communication channel, thus increasing the unity of total communication and strengthening its determining  place in superior mental activity. 
Keywords: communication, gestures, language, paraverbal, non-verbal
The partners involved in educational communication, teachers and students, exercise a mutual behavioural influence operating in both directions: both teacher’s and student’s behaviour modification. For a long time it has been thought that the teacher's work procedure and the way he organizes his speech are essential for the efficiency of his intervention. 


Nowadays, the focus is moving towards the way the partners perceive and receive each other, the impact on others depending on the quality and depth of the relations. 

Recently greater attention has been paid to gestures, as the usage of oral language as the only method has proven to be insufficient, especially when it comes to children’s early education. People are educated to prefer words to communicate, but various psychological studies have shown that during interpersonal communication, only 7% of the message is communicated orally, whereas 93% is sent non-verbally. Leg movements, voice changes, facial expressions are non-verbal means of communication by which individuals send messages to others. Body language, reasonably used, allows the child during his process of bio-psycho-social development, to get to know the environment and, at the same time, to express his desires, thoughts and opinions, attitudinal-affective states, thus extending communication in all respects. 

During the educational process, the study of the characteristics of non-verbal communication also takes into account how the teacher’s look, body and gestures accompany the speech itself, enhancing or reducing its effects on the class. The teacher, in his dealings with students, ’humanizes’, energises and adds depth to the information he sends by paraverbal and non-verbal means, making it accessible, easier comprehend. By manipulating the usual codes the teacher sends a complete message, using all the expressive means through their adaptation to the context.Thus the messages sent at school are not only cognitive ones (providing only the information exchange), but they also cover a number of other meanings sent through paraverbal and non-verbal channels. 

The paraverbal aspect of the discourse covers voice characteristics, pronunciation particularities, volume, its pace and tone, which we generally "manipulate" unconsciously, as a result of natural endowment or life experience. 

In school activities, there are a lot of circumstances when they need to be adjusted depending on the context. For example, students’ voice characteristics help teachers to make easier identifications ’by voice’, while pronunciation particularities provide data about the environment of origin (rural / urban, geographical area) and about their training and educational level, according to which the children’s educational needs will be determined. Voice volume will be adjusted acording to the classroom characteristics (reduced if the room is small, high if the room is large) and the time of the lesson (the volume should vary from one moment of the discourse to another, being recommended to speak louder and more enthusiastically at the beginning and the end of the presentation to highlight its objectives and conclusions). Students should be encouraged to speak loudly and clearly, thus showing selfconfidence, whereas monotonous speech should be avoided, as it requires additional efforts from the listener to hear what is being transmitted, thus his attention  may easily be drawn by other stimuli. Raised tone is recommended to emphasize key ideas, to highlight a particular issue or to draw attention. To ’calm down’ a noisier class, one can use this method, but the same effect can be achieved with a sudden low of the tone. Generally speaking, a low tone (’gentle’) is preferred in order inspire confidence in students and the tone of a reply may have opposite affective meanings according to the situation. 

’To break’ the speech monotony, the pace should be varied. If the teacher speaks too fast or too slowly, he may not be understood or followed by his students and, consequently, they lose interest in the presentation. It would be better to speak slowly when the main ideas need to be emphasized or to repeat an idea that needs to be remembered, while, when it comes to descriptive passages, the transition ones or those already familiar to the students, the pace should be more alert. Pauses in speech play a very important part in preparing the class to receive an idea of particular importance, drawing attention and making the transition from one moment of the lesson to another one. Students’ pauses may have other meanings, the idea they would like to present may have been lost, lack of knowledge, emotional blockage or uncertainty.

Verbal language has always been the most important communication tool developed by man, but while verbalization acts as a vector of our will to act or react to certain statements or conduct of another person or group, body language unconsciously translates the real image of what we really feel. Therefore, every gesture is a signal indicating the actual condition of our conscious or unconscious mind, our state at a certain moment. Gestures reveal compulsions, emotions or feelings and always accompany speech as the most spontaneous and most eloquent symbols of the communication process. Therefore, teaching effectiveness is largely due to body language, which can communicate enthusiasm and compassion, or rather boredom and stiffness. A teacher with a dull, lifeless communication style can not help students learn, while a successful teacher tries to understand the numerous physical messages sent by his students, knowing that his role is more complex than to teach objective concepts and data or to communicate information, and thus aiming at creating a positive learning attitude (affective learning). To interpret correctly the body signals sent by students and others involved in the educational process, teachers must realize first how their own messages can determine their discussion partners’ reactions, being well-known the fact that there are often instinctive reactions and responses to discussion partners’ allegations.

A person's language is very eloquent for others, the person speaking through his / her presence. It seems that 90% of the opinion that we have of a person or the person’s opinion of us, is formed  within the first 50 seconds of the meeting, a period of time too short to have a proper replies exchance. Appearance or personal presence sends a lot of information through body shape, clothes, smell, jewelry or other accessories. ’Discrimination’ because of appearance begins very early in many cases, even in the early school years. Some teachers have the false belief that nice, clean and neatly dressed students are ’smarter’ than their less presentable classmates. This may adversely affect the further development of disadvantaged students and they come to believe that the latter will fail in the instructive process. 

In non-verbal communication there is a concept called ‘the Pygmalion effect’, which means that a teacher forms a certain idea about a student,and then he forms him, according to this idea. In other words, the image an adult has about a child is passed on to the latter, even without saying a word. Observation made by specialists in psycho-pedagogy showed that when teachers believed that they were dealing with a very good student they smiled at him , nodded, leaned towards him and looked him in the eye, stimulated him to respond more often , calling him more often in lessons, gave him problems more difficult to solve, more time to respond and helped him until he found the correct solution. 

Fashion appearance, being largely the result of personal choice, a sort of extension of one’s self, which reflects the individual personality, gives extensive information about it. The student’s ’fashion symbol’ is school uniform. Specific to each school or class, this is the element easiest to distinguish, through which one can identify the student’s group membership. Wearing the school uniform is an act of discipline, respect for school and the values it promotes, the student’s acceptance and identification with the role-status he has. In reality, situations not requiring wearing of school uniforms are common, and in this case, students must be school adequately dressed. 
Clean, classic, and decent clothing shows that a person is clean, neat who respects himself and does not want to stand out through clothing. Nonconformist clothing, particularly during puberty and adolescence, shows that the person is either original or a rebel, who does not want to fit the classic pattern. Depending on the students’ clothes, teachers can explore different sides of their personality. Teachers’ clothes are also an example for students and if students are required decency, without exaggeration in terms of clothing, teachers must obey the same rules. 

Mimicry  or face expressions. Usually the most intensely watched areas of the face during communication are the eyes and the lower part of the face. The upper part of the face (forehead and eyebrows), is associated with the cognitive variable. Muscle movements generate the so-called wrinkles or folds of the forehead, which can be vertical, horizontal or wrinkled. Vertical folds are most of the times the result of focusing on a point in space or blinding light. They become the expression of a spiritual or physical effort and can be identified on the face of a focused student, in some cases they may even express despair, anger or strong emotion. 
Horizontal folds can be seen on the face of a student trying to process the information he holds, but which he can not fullly comprehend. 
They can also occur when eyes are wide-open expressing fear, fright, surprise, fatigue or an instant understanding of a thing. Wrinkled folds occurring above the nose, express lack of elasticity and strength in thinking and difficulty in processing and understanding the information. A student who does not succeed in something will be frowned until he finds the answer, and when it happens, his face will ’light’. Eyebrows are the boundary between the upper and lower part of the face and they show both a person’s emotional type  and the understanding between mind and heart. Raising the eyebrows can be a simple way of greeting or gratitude ("greeting eyes"). A sudden, short raising of the eyebrows backed by shoulder lifting, expresses helplessness, innocence, ignorance (students who are unjustly accused of a certain offense will involuntarily call this gesture) or, on the contrary, wonder and joy (getting the highest mark, although the  student did not expect this). With right-handed students and teachers, raising the right eyebrow expresses criticism, while raising the left one expresses mistrust and skepticism. Eyebrow lowering occurs when there is imminent danger, students feel threatened and teachers feel they are losing control of the situation. 

The middle area of the face (eyes, eyelids), is closely related to emotional life. Eye contact is an invitation to communicate and it is essential to convey warmth, closeness, confidence and competence. Eye contact is the most important approaching behaviour, the teacher who shows confidence, controls the interactions that occur in class and can interpret his students’ various non-verbal behaviour. Shape, brightness, colour and eye movement reveal a lot about a person’s ’inside’. Bright, lively eyes show an intelligent and cheerful student, while dull eyes show not only fatigue, but discouragement and spiritual collapse. A student’s wide-open eyes are the expression of innocence and spiritual creativity, from a state of normal interest to an optimistic perception of the environment. Half-open eyes express fatigue, nervous tension associated with reduced participation in what happens in class, boredom.Students having this mimicry express indifference, passivity, submission. Tightly closed eyes are the expression of spiritual concentration on an external stimulus or an idea, while winking is a friendly gesture, a secret agreement, being frequently used by students who put on airs. Some teachers close their eyes while they are talking. 
This gesture occurs unconsciously and it is an attempt to get their students out of their field of vision, either because they are bored and they have become indifferent or because they consider themselves superior. Relaxed eye closing can be a natural follow-up of the desire to meditate, to listen to or enjoy something , being a gesture often seen during a lecture. Involuntary eyelid movement, removal of a foreign body from the eye, can express bewilderment, uncertainty, embarrassment or anxiety, this reaction occuring when students do not understand what they required or are not sure of the answers they give. 

Direction a person is looking in plays an important role in determining face expression. Bewilderment and  the recall effort are usually accompanied by the so-called ’staring’. Looking down or sideways can mean an attitude of humility, feeling of guilt, shame; while looking up, over the interlocutor’s head, shows disrespect. Looking straight in the eye shows sincerity, an open attitude, determination or, in other circumstances, harshness, criticism, reproach, and sometimes challenge. 

Research shows that in classes where the teacher shows a close behaviour, having an expressive body language, the students are motivated to read more and value the teacher and the class more, paying more attention to activities. On the contrary, if students try to avoid the teacher’s look, this gesture may be associated with insecurity, excessive shyness or a desire not to be disturbed. It may also mean that the students have something to hide and feel uncomfortable, or they are not interested in what they hear, do not want to participate or do not like the teacher.

 The lower part of the face (nose, cheeks, mouth, chin), is associated with the strength of the instincts. The nose provides information about students’ mood. When they feel embarrassed or find themselves in an unpleasant situation, the tip of their nose either turns red or pale. Smell is an important source of information, therefore, body odors, both natural or artificial, say a lot about teachers and students. The way a person smells, firstly tells us about his / her personal hygiene. Our natural response when we do not like something is ’to pull a wry face’. This gesture can also be associated with low spirits, embarrassment or dissatisfaction. Students’  nostrils can become larger when they smell something nice or feel nervous to increase the amount of air they breathe in. A student’s red cheeks, depending on the context, may signal shame, low  spirits or a feeling of guilt (if he is caught cheating). Cheeks may also indicate students’ health. A student with high temperature will have red cheeks, while the one feeling bad for other reasons, will be pale.

Mouth and lips can make different gestures and express joy, satisfaction, disgust, flavour, protest, concern or embarrassment. An open mouth with lowered chin means rest, lack of activity  and a closed mouth rejection of verbal contact. An honest smile changes the whole chemistry of the brain and makes us feel better. This feeling is sent spontaneously, the teacher managing to induce it to the entire class When teachers smile, they are perceived by students as open, approachable people. 

Gestures replace words and send messages at least as important as them, translating emotions or expressing inner states. The gestures of the hands that ’talk’ are as varied as they are revealing. A teacher’s facing palms,which touch each other, send his restraint. Clenched fists are clear signs of aggression and violence, transmitting the interlocutor’s inability to communicate (e.g. when a student is being listened to and fails to remember what he wants to transmit, clenches his fists, showing anger at himself). Clenching one’s fists may  also have a positive connotation, the Romanian expression ’hold one’s fists for somebody’ being a gesture of solidarity, encouragement, determination and support; and it is frequently used in school, especially in special situations such as during exams, contests and competitions. 

Hiding hands has special meanings, and teachers can tell if a student is lying, this being betrayed by hiding both hands behind his back. Hiding the right hand betrays a sense of inferiority, both students and teachers transmitting dissatisfaction with the situation and fear of losing control, while hiding the left hand shows the student’s lack of inspiration, the tendency to hide his emotions especially when the situation overwhelms him. 
Hands held back show the teacher’s superiority or attempt to self-control and, with students, this position is associated with submission and obedience, as this is a position required by  teachers to maintain order in class and to prevent students from carrying out with their hands various activities that could be distracting. 

Tactile communication is manifested by touching frequency: the manner a person shakes hands, takes somebody’s arm, hugs, taps on the shoulder, comforting touch or brutal hit. Until school age, the world of touch changes for children. They still enjoy and need their parents’ touching, which offers them pleasure and comfort.

During the first school years some students refuse to be touched by the opposite sex, but, as they grow up, touching begins to have different meanings. At school there are touchings that transmit positive emotions (shaking hands with a student in order to congratulate him for having  achieved a particular result, encouraging touch, tapping on the shoulder as a sign of approval and support) but also negative emotions (brutal hit as punishment for a student, or ’pulling sideburns’ regrettable and totally unacceptable gestures in a modern educational system). Control touching aims at guiding the touched person’s behaviour (small schoolchildren are guided when they learn to write, and other activities where students need their teacher’s help and control to develop some skills - drawing, painting, molding).
The way students tend to choose their seat in the classroom, when they can do so, allows the teacher to make an opinion on each student’s interests and expectations. A good student will most likely choose a seat at the first desks to be closer to the teacher, thus showing interest and concern for the educational process, while a shy student who is not self-confident or for whom school does not mean much, not interested in educational activities, will choose a seat away, at the desks in the back, preferring not to be in the spotlight and not to be disturbed too often. 

Making a brief pass through the extremely rich range of non-verbal demonstrations and behaviours that may be encountered in the context of school instruction, we can say that non-verbal language plays a very important part  not only in terms of the expression of attitudinal-affective states, complement and support of the information gathered through verbal language but it also allows both students and teachers to extend communication in every respect. The role of the school and, consequently, the teacher’s is to help train and develop students' personality, which involves the use of behavioural and educational content more comprehensive than those transmitted through school curricula. Achievement of educational communication goals implies achievement of  personal and interpersonal goals (the transmission of emotions, states and attitudes). By his very presence, the teacher is responsible for the transmission of values and attitudes, being an example for his students. Thus, his tasks are to design and manage the circuit of school contents and to promote the circuit of emotional-affective and attitudinal contents. The successful completion of these tasks involves the development of good communication skills.
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Abstract

The aim of the article is to reflect on a series of approaches related to the link between education and inclusion based on common value.

According to this, the analysis of educational policies cover three main components: the legislative framework, the institutional framework, strategies related to Educational policies and European Integration.

Keywords: educational policies; inclusion education; social equity and access to quality education; education for everybody; legislative framework; instituional framework; legislative framework; instituional framework
“The challenge every country faces is now to become a learning society and to ensure that its citizens are equipped with the knowledge, skills and qualifications they will need in the next century. Economies and societies are increasingly knowledge-based. Education and skills are indispensable to achieving economic success, civic responsibility and social cohesion. The next century will be defined by flexibility and change; more than ever there will be a demand for mobility. Today, a passport and a ticket allow people to travel anywhere in the world. In the future, the passport to mobility will be education and lifelong learning. This passport to mobility must be offered to everyone.” 

The Millenium Development Goals and commitments on Education for All reguire education authorities and stakeholders to deliver good-quality schooling for all children.

Participants from all regions at the 48th session of the International Conference on Education (ICE), taking place in Geneva from 25 to 28 November 2008 acknowledged that addressing the diversity of learning needs and fostering inclusive educational approaches requires: (a) a profound change in those situations where curricula are highly academic, rigid and overloaded; (b) the adoption of more dynamic and active teaching learning strategies; and (c) the improvement of teacher education and training programmes. 

In all regions of the world, governments have made robust efforts to translate the right to education into concrete actions and build more inclusive education systems achieving equal opportunities for all and fighting social exclusion. 

The Government of the Republic of Moldova regards European integration as a fundamental priority of the domestic and foreign policies of the Republic of Moldova. The reorganization of the Moldavian education system has involved the restructuring of the legislative framework to meet the requirements of a modern society.

1. The legislative framework

The Government of Republic of Moldova supports the Statements from Jomtien (1990), Salamanca (1994), Dakar (2000); it  promotes principles of inclusion of all children in the national system of education, regardless of nationality, sex, age, social status and origin, political or religious affiliation and criminal record, taking the responsibility to modernize the educational system, by approving The Strategy and National Plan Of Actions „ Education for Everybody”(2004-2015) and other  various  relevant laws and regulations.

The demand of strategic implementation of the educational policies has the aim to assure every child a quality education that respects and promotes her or his right to dignity and optimum development, to protect those children vulnerable to discrimination, as well as the assurance of the access to a quality education system for everybody. 

Social equity and access to quality education in the Republic of Moldova are quite significant challenges. The key for successful, efficient implementation of educational policies lies in settling these two major issues: social equity and access to quality education. These two issues are interrelated: social equity is part of guaranteed access to quality education, while quality education is available only by respecting the social equity principle.

The National Development Strategy 2008–2011, adopted in december 2007 by the Parlament of the Republic of Moldova, stipulates the improvement of the quality of education and increased access as shown by the indicators of access to education, developed by international bodies.

Strategy  and National Plan of actions regarding the reform of residential system of children care for 2007-2012 aimed  to ensure and respect the right of the child to grow up in a family environment. 

National Plan of Action to prevent and combat violence against children for 2009-2011 aimed to improv the protection of children victims or at risk of abuse, neglect, exploitation and violence.

National Plan of Actions regarding the protection of the children  left without parental care 2010-2011 aimed to modify and amend the legal framework for increasing parents’ responsibility including those working abroad for raising their own children.

The Draft of Inclusive Education aimed to establish the accountability of all stakeholders – educational units, local public authorities, parents, – to implement inclusive education.

2. Instituional framework

Participants from all regions at the 48th session of the International Conference on Education (ICE), taking place in Geneva from 25 to 28 November 2008 drew attention to the fact that policy and laws related to inclusive education are rarely implemented in full. The following points were emphasized in all regional workhops when addressing the sub-theme of systems, links and transitions:

· The links and the balance between special needs education and integration;

· The links between early childhood, primary and secondary education;
· The link between formal and non-formal education;
· Curricular changes for inclusive education in mainstream schools;
· The links between school and society.
In case of the Republic of Moldova, the issue of ensuring access of children with special educational needs to a quality education is very acute, because the number of these children is continuously increasing. Being aware of the need to fundamentally change the approach to issues related to the education of children with special needs, the Ministry of Education adopted a Regulation that guide policy makers, school principals, educational staff towards integration of children with special educational needs in mainstream  schools.

Taking all these into consideration, the following key problems identified by the analysis of the instituional framework in Republc of Moldova:
· Launching the pilot projects regarding integrating children with special educative needs;

· Development of social care services at Community level to support families in difficulty;

· Diversification of specialized services for children being in difficult situations, especially in rural areas;

· Develop monitoring and reporting mechanism to implement the Convention on Child Rights in Moldova;

· Implementing children deinstitutionalization policies and programs;

· На латиницеOptimization of school network;

· Modernisation of  school curricula focused on value - centered education. An important step towards creating a child-friendly educational environment is to empower schools to decide for themselves about curriculum, which sets proper conditions to make full use of each child’s potential and reflects the peculiarities of the respective localities in the learning process;

· Hiring of the social assistance within residential instituions;

· Including in the states of mainstream schools of the function of school psychologists to support children left without parental care;
· Update the curriculum for initial formation of the teaching staff, focusing on value - centered education.

3. Strategies related to Educational policies and European Integration

The Program of the Government of the Republic of Moldova „European Integration: Freedom, Democracy, Welfare” 2009-2013 involved the following objectives : improve the quality of education by gradual transition from the academic principle to the preparation of students for life; extend the preschool education (preschool institutions) in each locality across the country and make sure all children have access to preschool education; promote inclusive education, so that no child, including the disabled children, is left out of the education process; encourage extra-curricular education.

Priority Actions: Draft a new Education Code, which would regulate the status of teaching staff and other related issues; reshape the school concept, gradually improving school infrastructure; modify the teaching staff remuneration scheme, by introducing, among other things, the merit and performance criteria; optimize and streamline public expenditures in education; modernize the educational management mechanisms; revise and simplify the school curriculum and bring it in line with the international standards and with the child-friendly school concept; promote the Inclusive Education Concept to make sure the disabled children, children from socially vulnerable families and those of national minorities have access to quality education; reorganize the residential institution system by implementing children deinstitutionalization policies and programs; restructure the initial and continuous training system for the teaching staff in line with the requirements of child-focused education; extend the professional development components, which deal with communication with parents and community; implement new evaluation and teaching methods. 
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Abstract

The problem of education emphasizes at a social level the idea of a methodological rigor meant to support the pragmatism of the significances of an axiological nature. From this point of view, the assumed scientific context sends to the idea according to which a competitive strategy must relate to an entire approach of reorganization and restructuring. Moreover, the logical intensity of such a course of action represents a starting point in the instructive activity. Therefore, the social reality stresses out degrees of complexity specific to some competitive strategies promoted within a new educational paradigm.      
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1. The social education and the scientific responsibility

The social education emphasizes in the context of society of knowing a psycho-pedagogical approach meant to support the requirements of a new scientific paradigm. In this way, at the level of the reorganization of the value systems the freedom of speech of the social actors plays an essential role. Furthermore, the assumed context depends on the way in which these actors relate to the social norms. Therefore, such an understanding of the social education from the perspective of reorganization and reevaluation of the new assumed paradigm, reminds of a specific methodology of dealing with the instructive approach.

An interesting problem regarding the assumption of a new scientific paradigm at the level of the social education is the one according to which the necessity of a qualitative-competitive approach depends on the way in which the methodological strategies are applied. Thus, any form of education supposes a process of socialization (communication) through which the operationalization of the proposed objectives becomes possible. Moreover, it is obvious, within the methodological strategies, a form of social conventionalism which relates directly or indirectly to the system of the human needs. In this context, we consider that it is necessary to have a stimulation of the passing from the idea of evaluation of the educational content to the idea of reevaluation of the methods used within such an approach. In fact, this methodological problem rather depends on the social norms obvious in a new society of knowing. 

The development and the acceptance of some social norms suppose discursive forms of argumentation which from a pragmatic point of view emphasize well-based conceptual-theoretical correspondences. Thus, the justifying reasonings of such an approach reflect different degrees of complexity whose standards of evaluation express after all the assumption of the educational reality in the terms of a specific language which for some thinkers is connected to the level of the scientific discovery (Popper; 1998; pp. 24-25).  At the same time, the individual and social significances suppose utilitarian aspects which determine axiological evaluations. In these conditions, the scientific perspective of the social education "is built" on conceptual-theoretical structures well situated from the point of view of the understanding. 

These pragmatic aspects involve certain epistemic capacities of understanding supported by cognitive-affective attitudes corroborated with scientific approaches. In this mode, the expressivity of the communication act emphasizes the importance of the element of newness at the moment of assuming a new paradigm (Ibidem; p. 144). Also, the social differentiations concentrate, at the level of this paradigm, educational responsibilities characteristic to a certain scientific community. 

Moreover, the scientific dimension of education also illustrates a reality built on the relationship innovation-responsibility. In fact, the scientific contents integrated at this level concretize as long as the process of assuming a new paradigm depends on the cultural comprehension of the educational system promoted at a social level. 

From this perspective, the social structures emphasize specific modalities of analysis through which the competitive process allows the broadening of the knowing horizon. The social reality, as a functional structure expresses a specific typology according to which there are established certain value reference points. Thus, the involved methodological resources aim at a major aspect of the social education and that is the psycho pedagogical model.  In these conditions, the values hierarchy is done according to the epistemic understanding capacities. At the same time, the scientific explanations are organized according to the social analysis meant to legitimize somehow the suppositions which have to do with the acceptance of the social education in a society of knowing. Furthermore, the assumed context depends on the values which relate to the social norms but also on the symbols used through which one can make complex mental operations (Dumitriu; 1991; p. 189).  Therefore, on the one hand, it is visible a specific interpretation of a way of understanding the social education and on the other hand, at a social level there must be promoted and supported a system through which one should emphasize valid cognoscible structures. Consequently, this new perspective supposes the acceptance of a new scientific paradigm referring to an educational model assumed at a social level. 

Far from being an ideal world, the social education supposes a conceptual-theoretical approach where the consistency within an instructive process depends on the attitude of the social actors involved in this approach. The possibilities determined by the development of a conceptual apparatus emphasize a valid structure within which the didactic strategies acquire legitimacy. There is though, within these conceptual-theoretical approaches a series of aspects which generate educational paradoxes. Thus, a first paradox consists in the fact that this type of education must concretize simplistically. Yet, at the moment when the didactic transposition is applied at the level of the process of education, the transfer of knowledge from the "scientific" to the "non-scientific" does not take place as efficiently as it should.  

In other words, the rest of "scientification" can be found in a less intelligible form within "simplistic structures".  In this sense, from the desire to simplify a certain content there is the risk of it becoming less comprehensible. Also, in this context, we support that the passing from complex to simple should be done on the basis of a well prepared conceptual apparatus, with an alphabet very well explained and acquired even from the beginning of an educational approach. Thus, the acquisition of the informational content would only be a problem of principle and time. Obviously, an important factor in this educational approach is given exactly by the educator's attitude and the way in which he/she applies the specific educational methodology. 

A second paradox concerning the social education is that according to which a social fact is anterior to the social education. In other words, the social education is often done only after a social fact (and sometimes even anti-social) has become concrete. For example the campaign for gathering funds for calamities which have just taken place represents a type of subsequent social education. Let us think what could have happened if this campaign had taken place before the calamity happened: the unpleasant events would have been prevented, a series of population security strategies would have been put into application, certain investments with the protection role would have been made and so on. Of course, nobody wants that the idea of such a campaign anterior to the production of such a calamity should also suppose the production of the unpleasant phenomenon itself.  But "to anticipate" and " to prevent" must be part of the strategies of elaboration as far as the social education is concerned. That is why, we consider that such type of education should be focused on even from the stage of the school training to prevent the afterward manifestation of the less pleasant phenomena and even antisocial behaviours. Also, we consider that such an education must be part of our daily life, it should represent a normality, in other words it should have the character of a previous social education. 

Another paradox referring to the social education reminds of the psychological impact that it can have on people. As we all know we live in a world where speed is the everyday word.  We often need time just to fulfill certain tasks successfully.  Yet, the economy of time in a society of knowledge is done through the new technologies of communication and the more and more advanced new means of transport. So, from this perspective, one can give the following example: it is known the fact that boarding a plane to go to a certain destination supposes a previous preparation of the passengers by the plane crew, the things they have to do in case of a plane crash as if this were the first stage from the taking off moment. The "negative" psychological impact on the passengers is worse than in the case they were previously prepared. A previous preparation supposes the awareness and the assumption of some risks, their decrease as much as possible and why not, the taking into account of another possibility as well. Of course, we also have in this case a model of previous social education. This opportunity cost of the social education does nothing but relate to the psychological impact on the human being. It would probably be more indicated for this type of training to be done in the day-to-day life through all kinds of courses. The same thing should be done in the case of fire accidents, floods and earthquakes. It is certain that this approach should not suppose a pessimist script, but rather a realistic attitude to the unpredictable moments.   

The understanding of some paradoxical phenomena at the level of the social education does nothing but remind of axiological reevaluations of the cognoscible structures. Still, what we propose does not represent a purely speculative theory which is based on what there is not but we rather have in mind an educational model which tries to understand the social reality for the perspective of a society of knowledge. This fact makes us argument in favor to the point of view which claims that the social education must concretize even from the first years of school in order to cultivate and develop a realistic attitude, a civic and practical spirit to a kind of phenomenon of the previously described one. Therefore, a realistic social education corroborated with a specific methodology can become concrete in the pragmatic dimensions of a society based on knowing.   

The methodological problem brought into discussion emphasizes the necessity at the social level of a well founded educational policy. It has to do in fact with the putting into practice of some strategies specific to the system of sciences of education within which one can find the spirit of the pedagogical optimism (Bocoş; 2008; p. 34), situation which can lead to the making of a favorable educational environment. We also have in mind the fact that the most of the theoretical approaches become concrete through successive applications of some research methods corroborated with the process of the conceptual-theoretical reevaluation. This fact determines more precisely an analysis which should concentrate on some specifications as far as the linguistic formalism of the conceptual-theoretical apparatus is concerned. In this way, the conclusions of such an approach reflect at the level of a new scientific paradigm the necessity of a social education through which the cognitive-informational structures have to do with a complete process of reevaluation. 

The social reality illustrates a rational pedagogical model which contributes to the reconstruction of education. In this mode, we take part in the problem of the formulation of a reality where the notion of "social education" supposes an analysis which relates to the consciousness of contemporary world. It is good to know the fact that certain competences become complete at a social level through some activities which reflect economic aspects of the reality in general.   

That is another reason why a scientific community should assume certain responsibilities at a social level. Thus, an important aspect within the scientific community is the communication. Yet, the expressiveness of the communication must not eliminate the scientific conventionalism (sometimes expressed in a silent way). In fact it has to do with the acceptance within the scientific community of the conventional education. Moreover, within the scientific community the conventional education (together with the social education) constitutes a fundamental factor in the development of the human personality. In this way, the society where the education is more than obvious must do nothing but give priority to the development and the support of the social values. 

These aspects do nothing but remind of a basic requirement within the instructive process that is the necessity of an adequate educational paradigm in close correlation with the socio-cultural values promoted in a society of knowledge.  In other words, the quality of the social education depends on the way in which it develops in such a system. Moreover, an optimum understanding of this phenomenon supposes an involvement of the social actors at all levels of organization. Thus, their behavioral perspective reminds of the analysis of some problems of maximum social importance. Therefore, the importance of the application at a social level of the methodological strategies specific to a new educational paradigm must constitute a basic policy within such a system. 

Of course, within this process of reevaluation we have in mind, on the one hand, the evaluation of the individual's behaviour in a psychological sense, and on the other hand, the evaluation of the educational actors' behaviour in accordance with their own results obtained as a result of the activity of the cognitive psychical processes. These two models of communication (the psychological and cognitive models) illustrate a perspective that explains the layers of the instructive process taking into consideration the basis of the managerial decisions and the axiological importance of the informational resources. Moreover, the acceptance of such criteria of eligibility reminds of a new theoretical construction through which there are put into value specific strategies of individualization of the social education. This image referring to the architectonics of a new assumed paradigm focuses on the knowledge plan social finalities meant to justify the role of the substantiation of informational resources within the instructive process. Consequently, a well-founded educational policy must have into mind both the consensual strategies at the level of the educational reality and the putting into value of some social principles and norms.  

The approach of the social education from the perspective of a new methodology allows on the basis of the pedagogical interactions, an active learning which combines theory with experience. Especially, the problem brought into discussion generates situations which illustrate criteria of eligibility in accordance with which a scientific paradigm is legitimized. In other words, the epistemic modality of approach reflects theoretical-applicative connections of the epistemic structures. Thus, a scientific paradigm concretizes efficiently as long as the epistemic structures relate to value judgments. 

The priority given to the social education corresponds to the objectives assumed by the education in general, so that the used strategies determine permanent and pertinent changes at the level of the observational knowing. Thus, the epistemic modality of approach constitutes a peculiarity of education through which there are generated some veridical hypotheses. In fact, such an assumption justifies the existence of some levels of organization different within the social reality. Furthermore, the necessity of an educational logic within the social reality must stimulate the activity of the persons involved in the instructive process. 

In this mode, the practical-theoretical importance of the axiological approaches reflects a well justified degree of complexity which many times, must relate to the transfer of knowledge. Yet, this thing is possible if there is a correspondence between at least two different levels of organization.  And many times, there is this correspondence. Therefore, the passing from complex to simple is subordinated both to a logical-linguistic formalism and a "behavioral" formalism. In this situation we have to do with an epistemic model of understanding of the social dynamics. In other words, a typology specific to the training activity reminds of the idea that any social system subordinates to a cultural consciousness. In this context, there are significant value aspects, through which there are emphasized strategies specific to the pedagogical approach. However, this perspective does not exclude the idea of limit of the social paradigms and the idea of limit of the educational paradigms, respectively. Therefore, the social education represents a specific form of socialization and communication through which the assumed finalities can find its value reference point in accordance with the attitudes and the strategies of the educational actors. 

2. The new society of knowledge in the context of the social education
An educational reality in a continuous process of transformation emphasizes a cognitive dimension which can enjoy a certain methodological value at a social level. The dimension of the educational reality from a social perspective reflects the necessity to find out the potential of knowing the instructive approach. Thus, in the context of promoting the value system, the responsibility and the formation of the social actors involve a certain state of spirit. Also, one should not neglect the social-affective relations between the actors involved in this approach.  In other words, we consider that the communication competences must follow a nonconformist way and not obligatorily a standard pedagogical model. In fact, an educational culture supported by an authoritative decisional system can transpose its values freely as long as it has tolerance and respect. A society which does not respect its culture and implicitly its education can only decade in its own compromised conventionalism. In this way, the axiological reevaluations built on pragmatic reasonings cannot find their justification at a social level. 

The social dimension of communication must suppose methodological activities through which there are emphasized a series of relationships consistent at an interpersonal level. It has to do with the communicational barriers. That is why, at asocial level, we consider that the idea of "science of communication" is justified. Thus, the communicational phenomena relate, on the one hand to the axiological principles and on the other hand to the eligibility criteria of a pragmatic nature.

As a dynamic structure, the educational reality expresses a social correspondence between the idea of scientific paradigm and the concept of "education". In other words, within the educational reality there are certain problems which should be solved only by relating the results obtained to the attitude of the scientific community. It is obvious in this situation the fact that for an optimum substantiation of the cognoscible structures it depends to a great extent on the psychosocial behaviour. Out of this it results that a valid social system is the one where the education enters the dimensions of the pragmatism. 

Taken as it is, this perspective reminds of a process of operationalization of the competences assumed at the social level. The contextual dimension of the social education supposes some relating of the actors involved in the instructive approach to a practical thinking meant to efficiently put into value the methodological strategies. In fact, at an operational level, the level of educational performance is directly proportional with the obtained scientific results. Such an assumption justifies exactly the necessity to relate the social education to the new technologies of learning. In this sense, the fundamental modalities of applying the educational methodology are focused on the social innovation. Thus, we have in mind the new forms of education, too through which the strategies applied in the instructive process suppose methodological interpretations resulted from a scientific analysis. We have in mind especially the correspondence relationship that we propose between the educational paradigms and the new types of education (Table 1). 
Table 1. Educational paradigms and types of education

	Educational paradigms
	Specific types of education
	Common types of education 



	Multidisciplinary paradigm
	Conventional education 
	Personal education

Public education

	Interdisciplinary paradigm
	Spontaneous education
	

	Pluridiciplinary paradigm
	Competitive education
	

	Transdisciplinary paradigm
	Scientific education 
	


In conclusion we can admit that a certain type of education corresponds to each paradigm. It is about an education with a deep majoritarian character. This does not mean that a certain type of education cannot be found within another type of education too. Personal education and the public one (understood as common types of education) are those that make the possible correspondence between the educational paradigms and the specific types of education (Table 2). That is why we underline the fact that a theoretical approach results exactly from the way the main paradigmatic approaches are conceptually understood. 

Table 2. Types of education and common types of education

	Specific types of education
	Common types of education

	The conventional education

It emphasizes a silent form of "complicity" between the socio-educational actors; 

It supposes the existence of a communication barrier at an educational level;

It generates a communication built on principles which do not always achieve scientific criteria.


	The personal education 

It promotes the value principles within its own system;

It generates informational paradoxes as due to the context it can be both subjective and objective;

It allows the promotion of an educational management at the level of the professional training; 

It does not always offer the certainty and the fidelity of the knowing process; 

It generates (intrinsic) motivation as far as the reaching of an objective is concerned.

	
	The public education 

It is based on interpersonal communication and consensus at the group level; 

It has to do with the socialization process which is mostly made in accordance with the common interests specific to the group;

It acquires a formal character when it does not take place under the impulse of a strong motivation;

It acts at various levels of understanding;

It approaches especially in a comparative way different social fields. 

	The spontaneous education 

It supports a qualitative growth of the role 

of education;

It allows the conceptual-methodological transfer

 from one level of abstractization to another; 

It generates new educational paradigms of

 a conceptual-theoretical nature;
	

	
	Other common types of education: 

Intellectual education;

Moral education; 

Aesthetic education;

Religious education;

Physical education;

Professional education

	The competitive education 

It makes a hierarchy of the values in accordance with the specific criteria of eligibility;

It involves scientific reevaluations within the educational reality; 

It stresses out a pragmatic correspondence between the assumed didactic methodology and the resulted performance; 
	

	The scientific education 

It stresses out specific forms of approaching and understanding the social finality;

It reflects a cognitive model through  which the situational context concretizes (by relating to the attitudes of the social-scientific community);

It stresses out within the levels of organization a methodological-social reality which is being built (by itself);
	


In the society there are promoted the social actors' attitudes through which the true values must assert themselves, and this fact is possible through communication which appears "as a condition of possibility and determination of the representatives and the social thinking" (Moscovici; 1995; p. 113). At the same time this situation expresses a reality where the system of values does not always relate to the consensus between the social actors. In this mode, the paradox of this situation justifies through the fact that everything a certain scientific does, everything that happens among its members, all these are done in the name of the social and educational pragmatism. This social fact reminds of axiological significances through which the involvement of the social actors determines pro social behaviours.

Such an image emphasizes the importance of family within the process of educating the human individual. In fact, this aspect should assure a pedagogical orientation of the family towards an advanced education. In fact, the quality of a family can be seen in the moral-educational contents which it promotes both inside and outside it. The activities initiated at the level of the social education concretizes as long as the family can influence certain psycho-social parameters through which it generates true values. The instrumental value of the family depends on certain educational criteria assumed at a social level.  This state of fact deals with a social perspective which the family members must take into consideration.  It has to do in this context with a possible education within a family which relates to the problems of a social nature. In this mode, the structural organization of the family illustrates a potential system of values through which the development of the functions specific to the families acquires a social character. That is why, the significances of these aspects confirm the fact that the family is built on a social structure well situated from the point of view of education.  

From a methodological point of view, the social education gathers the common types of education and at the same time tries to illustrate the modalities of learning of the actors involved in an instructive process. Such an understanding of the social education offers explanations which materialize in accordance with a conceptual-theoretical apparatus well-founded from a scientific point of view. The opportunity of such a perspective emphasizes in the context of a new society of knowledge the possibility of relating everything that has to do with the social aspect to a philosophy of education. In other words, the educational reality must pass through a process of reevaluation and value reorganization in a continuous way. In this way, an optimum systematization of thinking constitutes a starting point as far as the understanding of the social education is concerned, relating it to the idea of the society of knowledge.  Also, we consider that one should take into consideration the fact that the development of the activities initiated in an educational context concentrates certain social models towards which the (scientific) society must remain indifferent. In fact, the contextual perspective of this situation resides in the fact that the dimension of the social education subordinates to a specific form of organization through which the act of socialization acquires some shape. This image transposes at the level of the scientific community meaning that the pragmatism of the initiated activities can be felt exactly within that certain community. 

In the specialty literature one speaks especially, from a pedagogical point of view about the educative function of the family. Thus, an important role in this sense is played by the family environment which contributes to the establishment of the relationships between the family members. Also, the structure of a family determines exactly these interpersonal relationships and the family environment differs from the social context itself on which the family is built.  Moreover, a family environment can influence the afterwards evolution of the human personality. That is why, it is also said that family plays a major role in organizing the child's psychical life. "On the line of the psychical intellectual development the family brings its contribution to the organization of the child's psychical life by stimulating the process of growing up and the development of the various components- sensorial processes, language, memory, thinking, attention, the psychical features etc. there are certain moments that mark true jumps in the psychical development to the production of which the family's role is considerable." (Nicola ; Fărcaş ; 1998 ; p. 79). This situation reflects a relevant aspect concerning the social strategies regarding the family. That is why, a sequential ordering of the levels of organization is vital when the family is analyzed at the level of the social education.   

The dimension of the family illustrates however, certain educational valences through which the specific form of social organization acquires value significances. Thus, one can foresee certain functions that the family has at a social level. Also, the family coherence is given by the principles according to which the social actor guides. In this context, of course, the socialization modality is the one which counts very much in this approach. Yet, the basic condition in this approach is that through which the social actor must take into account the interpersonal relationships within the family. That is why, we think that it is justified the idea according to which in a family one has to promote and support an educational model built on true value competences as they are perceived at the level of the family. 

The analysis of the social education from a scientific perspective supposes a reconsideration of the value system and a new theoretical construction. Still, the theoretical architectonics relies on previous structures and the experience of the educational system in general. It has to do with the effective making of a pedagogical (self) training. Yet, this training must take into consideration a real education which should represent a training instrument of the society and which should transmit the science in its true meaning. (Revel; 1993; p. 314). Thus, the pedagogical finalities meant to justify the role of the informational substantiation within the instructive process allow on the basis of the conceptual-theoretical connections the relating of the social education to new paradigms of the scientific knowledge. Especially the problem brought into discussion emphasizes a series of correlations functional at the level of the different forms of education.  


The social norms of the actors involved in this instructive approach relate to a methodological practice (Segerstrale; 2000; p.224), which has a remarkable axiological importance on the informational resources. The dynamics of such an approach supposes the effective making of a pedagogical training. In this way, the educational practice constitutes a group of pedagogical finalities meant to justify the role of the informational substantiation within the training-development activity. Therefore, we have to do in this situation with a spontaneous education through which the creation of the competences specific to the process of communication must generate professionalism and performance. 

The modeling of the informational flux is a priority in a society in a continuous change. The necessary methodological interface from the forms of education and the social-scientific responsibility emphasizes the importance of analyzing the informational culture. The degree of adaptation represents an important factor in such an analysis. This form of organization structures the information in accordance with the concrete methodology of the educational process. The reformation perspectives which are at the basis of the qualitative research imply an activity meant to promote new methods, preoccupations, curricular reforms. The teleological character of the social education expresses in fact the substantiation of the intellectual potential.  The systemic modality of approaching the social education from the perspective of knowledge corresponds to some methodological strategies well defined and which allow permanent changes at the level of the society. The authority employed at the level of such strategies relates to pre established operational objectives in the context of the instructive activity. Also, there are visible some formative, substantial in fact, effects which generate veridical hypotheses as long as the attitude of the (scientific) community is open to the new knowledge. As a result, the interaction of the socio-educational actors and the dynamic of the methodological strategies do nothing but support a specific form of social reality structured on different levels of organization.  

The social education must be, thus in correspondence with the scientific results related to the realities of the contemporary life and the value judgments. Yet, the value judgments relate the object to the values (Weber; 2001; p. 95).  In this sense, we have into mind the scientific perspective and the need of social adaptation within the assumed new paradigms.  There are significant in this context exactly those criteria of performance which make possible the existence of a value system. In fact, an analysis of the social education aims at the necessity of integrating the human personality inside the educational system. Through this approach the assumed finalities concretize in the direction of the social innovation with the help of a methodological functional process. The scientific foundation necessitates a pedagogical research starting from the specific structures of the reasoning. Thus, the educational interpretations aim at certain pragmatic competences through which the typology of the social education supposes a well defined characteristic of the social system. Moreover, the communication process legitimizes a form of socialization with a special status in the social system. At the same time, the strategic educational options emphasize the existence of the culturalization phenomenon in a society of communication. The information found within such a system orientates the type of research towards its rational substantiation by relating to the teleological dimension of the scientific knowledge

The acceptance of a flexible mode of knowing can concretize at the level of the social mechanism by anticipating the psychological dimensions in the field of the sciences of education. The establishment of the optimum decisions consists exactly in overcoming some difficulties connected to the methodology of action. Maybe that is why, it is justified the idea that the innovative paradigms sometimes relate to a critical thinking present especially at the level of the interpersonal relationships. The efficiency of such an approach reflects in the social education and the evaluation of the instructive activities is done in accordance with the obtained results. Consequently, under an educational rapport the personalized attitudes of the socio-educational actors include substantiations of the scientific knowledge potential. 
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Abstract

The problem of decentralization of the public services appears when the big centralized systems become inefficient and the state can no longer sustain this level of expenses. This problem is closely related to the debate on the concept of education as a public good. Public goods are often under provided by a free market because people are hesitant to pay for something when they can free ride on the effort of others. So would this happen with education? Unfortunately, the answer is not simple. Some of the benefits of education are private and some are public. I think the key of this problem is to realize that different kinds of education are associated with differing levels of public, private and anti-public benefits.
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The decentralization of the Romanian education is a very complex process implying deep changes both at the implementation level and in the results of the education system (the service finalization from the point of view of the tax-paying citizen). The present analysis takes into account only the decentralization applied to the Romanian pre-university education. In order to initiate this kind of analysis it is very important to previously debate the education concept as a public good. 

This debate must start with the definition of the public good and with the dissociation between the public goods and the private goods. In order to identify the decentralization specific of the education, we must refer to the issue of education as a public good.

I. Contrary to common misconceptions, public goods are not goods provided by the public. Public goods are sometimes supplied by the private sector and private goods – by the public sector. It is the contention of this essay that technology is blurring the distinction between these two types of goods and rendering it absolute. Pure public goods are characterized by: 1. Nonrivalry – the cost of extending the service or providing the good to another person is close to zero
; 2. Nonexcludability – it is impossible to exclude anyone from enjoying the benefits of a public good, or from defraying its cost (positive
 and negative externalities). Neither can anyone willingly exclude himself from their remit; 3. Externalities – public goods impose costs or benefits on others – individuals or firms – outside the marketplace and their effects are only partially reflected in prices and the market transactions. „Externalities are the other face of nonrivalry.”

It is evident that public goods are not necessarily provided or financed by public institutions. But governments frequently intervene to reverse market failures (when the market fail to provide goods and services) or to reduce transactions costs so as to enhance consumption or supply and, thus, positive externalities. Governments, for instance, provide preventive care – non-profitable healthcare niche – and subsidize education because they have an overall positive social effect.
 Moreover, pure public goods do not exist, with possible exception of national defense.

Education used to be a private good with positive externalities. Thanks to technology and government largesse it is no longer the case. It is being transformed into a nonpure public good. Technology-borne education is nonrivalrous and, like its traditional counterpart, has positive externalities. It can be replicate and disseminated virtually cost-free to the next consumer through the Internet, television, radio, and on magnetic media. Distance learning is spreading like wildfire. Webcasts can host – in principle – unlimited amounts of students.

Yet, all forms of education are exclusionary, at least in principle. It is impossible to exclude a citizen from the benefits of his country’s national defence, or those of his county’s dam. It is perfectly feasible to exclude would be students from access to education – both online and offline.

Nonrivalry and nonexcludability are ideals – not realities. They apply strictly only to the sunlight. As environmentalists keep warning us, even the air is a scarce commodity. Technology helps render many goods and services -books and education, to name two – asymptotically nonrivalrous and non-excludable.

II. The second problem to be analysed before opening the discussion regarding the decentralization specific in the Romanian education system is the education as a public good. I’ll try to answer to the following question: is education a public good?

We have discussed the concept of public goods before. We have defined the public good as the nonrival and nonexclusive good. We have also pointed out the following problem: public goods are often under provided by a free market because people are hesitant to pay for something when they can free ride on the effort of others. So would happen to education?

Unfortunately, the answer is not simple. Some of the benefits of education are private and some public. The private benefits of education include the satisfaction of learning. Social opportunities, increased salary, and parental concern for the welfare of their own children. Public benefits of education include better economic growth, lower crime, more informed democratic participation, and general concern for the welfare of children.

So will a mixed good such as education be under provided by a private market? One thing that people tend to forget is that just a good will be provided by a private market does not imply that it will be provided to the extent that is optimal. I come across this issue more often when discussing intellectual property. People often argue that private industry will continue to develop new technology without patent protection. This may be true, but in most industries it is highly unlikely that technology would be developed at the optimal rate. The same principle applies to education. Many children might get a fine education if the system was purely private, but it probably wouldn’t reach the optimal level.

However, there is also the problem that public provision of a good can sometimes reduce the level of consumption for some people. This is because public provision of goods can crowd out private industry. For example, in the absence of public education some people might choose a private school that is worth $10000. If the government provides a public option funded by taxes worth $8000, they will probably choose the public option. The private option is worth $2000, but it will cost $10000 on top of the taxes already paid.

Another thing to remember is that education also has some negative externalities. The reason is a little subtle, but the basic explanation is that in a competitive job market if one person improves their education it makes things a little bit harder for everyone else. Imagine you know you are going to be competing for a job against another person. Would you want to pay for them to get a higher degree? Probably not, because it will hurt you more than it will help. Education can become a rat race where everyone gets far more than is necessary because we always want to have more than the next guy.

So in the final analysis, education includes public benefits, private benefits, and negative externalities. This makes things pretty complicated because government funding is often necessary to provide public benefits, but it can interfere with the provision of private goods, and it is often wise for government to tax or otherwise reduce the demand for goods that are associated with negative externalities.

I thing the key is to realize that different kinds of education are associated with differing levels of public, private, and anti-public benefits. An individual’s education includes many years of participation in diverse activities. To understand how each of these activities should be funded and provided we should think about its particular effect on public and individual welfare.

III. The transformation of the early childhood education into public good and the decentralization of the pre-university education are some fundamental objectives of the government policy since 1989. Far from being a panacea, the decentralization resolves some problems and creates others.

„If the decentralization increases the level of the citizens’ implication, the decision approaches the client, and the needs of the target groups are known better, the quality is not an objective for decentralisation (we must struggle for maintaining the quality during the process) the discrepancies of certain disadvantaged categories of citizens, as well as of institutions or administrative structures can increase. The measures of decentralization represent a challenge for every governor, as they must be accompanied by quality assurance systems as well as public and individual responsibility systems.”

In Romania, we are dealing with deep centralised systems which have passed through stages of evolution that has delegated attributions to the departments in the territory. We assist in these cases to role conflicts (administrative and management), as well as to the collision between the decentralized institutions and local administration. The policy of the post-revolution governments sustained the necessity of the decentralization politics at the speech level.
During the communist period, the education was not considered a public service, but “a main factor of culture and civilisation, of educating the new man.”
 The concept of public good was not known and the debate regarding the public good notion was systematically avoided.

After 1989, the post-revolution government took the decision to accelerate the politics decentralization of education. Thus, in 2005, the Ministry of Education adopted a new strategy of decentralization. For the first time, this new strategy bases the process of decentralization on certain central principles and concepts. The decentralization model is based on a series of projects and programmes focused on certain components of this process, the common element of the initiatives being the fact that they put the school in the centre of the decision and that they intend that all the key-actors consult and implicate for the provision of educational services adapted to the needs of the beneficiaries.

Regarding the principles, the strategy promotes accountability, institutional autonomy and the closeness between the decision centre and the place of the education, the transparency of the decisional act, and the ethical approach of the educational service. 

As regards the objectives, the strategy aims to streamline the activity and to increase the performances of   education institutions by freeing the central authorities of certain administrative tasks and a better focus on the issuing and monitoring the educational policies, to increase accountability to local actors and to strengthen the autonomy and ability to manage financial and human resources from the schools.   

Regarding the interventions, the strategy proposes to transform the school in the main decisional factor, even if not all the described domains and functions subscribe to this principle. Thus, the curricular level aims to gradually increase the curriculum’s weight depending on the school decision in the national curriculum and to increase the implication of the local factors in determining the supply according to the needs and interests of the students/their parents.   

As regards the school networks and the educational plans, the local public administration will be involved in the establishment of the supply (specializations, domains, qualifications etc.), the foundation or abolition of schools, the patrimony and organization development. There are also planned further consolidation measures by which schools with a small number of students to be included in units with legal personality; the main criteria to be considered is the evolution of the school population in each area.    

Regarding the leadership and management, the strategy provides important changes, of which the most important refer to the administration council structure, the responsibilities and the procedures for the director appointment. In this way the administration of the school is changed, so the school is headed by a board with a tripartite structure: representatives of parents, students, traders and of other local organizations or institutions, school representatives and representatives of local public authorities.

As regards the human resources, the strategy promotes: the active implication of the school in issuing the staff employment project and the function status, recruitment, selection and hiring the teachers based on based on methodologies and procedures developed by the Ministry of Education. A local component of the continuous training of teachers is also planned.

Finally, in terms of funds, a complex mechanism is planned to be used, which will allow schools to use different types of funds. The new finance system introduces the concepts of basic fund and additional fund. Thus, school funds, regardless of source of origin (state budget, local budget or its own sources of funding) are allocated to the following destinations:

1. the basic fund, proportional to the number of students/preschool for the following categories of expenses: personnel, materials and services, professional development (except for those supported by the state budget);

2. additional fund, which is not directly related to the number of students/preschool enrolled, contains: expenses for consolidations, investments and capital repair works, grants for school boarding and butteries, expenses for the preparation of the evaluations, simulations and national exams of the students (except for those supported by the state budget), expenses for the students’ scholarships, for the students’ transport, for commutation, the six discount rail travels provided by law for the  teachers and the auxiliary staff, expenses for the compulsory medical examination of the state pre-university personnel (except for those which are carried out for free according to law), expenses for school competitions and educational activities, cultural, sport and tourism.

The school will thus be able to decide independently regarding the design and the execution of its own budget (except for the investments) and the attraction and expense of its own.

Yet, decentralization of school education has potential drawbacks. Thus, representatives of local authorities can influence the financial independence of schools, the local council tending to adopt the position of the absolute decident regarding school. These dysfunctional systems that are to implement the decentralization in the pre-university education are related to the democratic deficit and the lack of civic involvement. These behaviours and attitudes of the citizens, be they local counsellors, principals, teachers or parents, show the existence of specific social representations paternalist state / welfare. There is also the risk of duplicating the decision authorities and the appearance of points of divergence. The local councils indicate the lack of communication with some county school inspectorates. There are several incriminatory aspects, ranging from confounding interpretation of law to its’ applying to arbitrary or lack of joint training programsAscultaţi
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„The central actors of the whole process of decentralization remain school managers
. As in the case of the health services, in the educational services, the whole decentralization process is based on the existence of qualified persons in the system, who are to develop a transparent and independent financial organization. Currently, the decentralization of education system confirms the importance of school managers, but they give them low credit: the decentralization model takes into account the fact that schools are not ready to enjoy financial autonomy, not having executive managers, motivating this by the reduced managerial implication, lack of skills and insufficient training in educational management Ascultaţi
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Thus, it is important to underline also the risks that may be recorded to the extent that the decentralization stages will not be well defined and will not run coherently, consistently and will not be completed at the deadlines.   The weaknesses of this process could be:

1. the inadequate managerial training of the personnel involved;

2. the inefficiency of some of the local and national cooperation structures;

3. the insufficient attractiveness and the variety of the educational offer;

4. the low mobility degree in the education system;

5. the low intra- and inter-institutional competition;

6. the lack of attractiveness for the teaching profession ;

7. the difficulties in understanding the educational problem of the local decisive factors;

8. the insufficient resources allocated for the infrastructure, logistics, communication systems etc ;

9. the initial and continuous instruction of the teachers which is deficient;

10. the emergence of some imbalances between schools-localities- regions;

11. the misinterpretation and the abusive application of the legal provisions;

In order to avoid such risks, there are also some measures that can facilitate the success of the decentralization programs, regardless of culture and of the context in which the process took place. Of these, we can mention: 

1. the advanced monitoring and evaluating systems that give a strong and continue feed-back both to the schools and to the community;

2. a stimulatory system which rewards the high performances;

3. supporting systems for the actors with medium performances, who cannot increase their performance by their own means;

4. a climate that encourages high performance and quality - through measures such as: encouraging the public debates on the education quality; the teachers professionalization, the quality training of the school managers, the introduction of some advanced quality management systems, supporting the innovation and transformation of schools into learning institutions and independently developing;

5. creating the institutional capacity, at all levels and for all the implied institutions;

6. the necessity of some transparent decisional mechanisms and the politic impartiality;

7. the development of the public accountability systems;

8. the existence of some pressures – ethnic, religious etc – can cause very difficult decentralization.  Therefore, in such situations, a greater attention is necessary for the aspects related to the intercultural issues – both at the curriculum and in terms of the personnel and financial policies;

9. special attention should be concentrated to the “ new inequity” arisen from differences in economic, cultural, ethnic, etc between the communities. For example, in Sweden
, to offset the differences in resources between communities, the state interferes with a new system of grants awarded by well established criteria. The French experience of "priority education areas” (PEA) is also relevant in this respect. Segregation should also be prevented, out of local initiatives, on ethnic, religious or other criteria. 

10. the risk that decentralization will not lead to consistent results in the companies where: a) the participation of citizens in local decision has not been encouraged or is not part of the national culture, b) the local communities are not conservative, c) local authorities do not have the institutional and technical capacity to manage the education, d) the decentralization programs governed from the outside have not been adapted to the local conditions.

As a conclusion, the decentralization must necessarily be preceded by the feasibility studies and by a thorough cost analysis on the areas regarding: the strategic management of the education systems, human resource training, infrastructure, communications, software, coordination of legislation. One cannot decentralize a public service if it is not sure that there is administrative capacity at that level. Is emerging more and more the fact that some communities, local councils and schools are more prepared than others, and the decentralization rhythm will differ from case to case.

Regardless of the enthusiasm or reticence of some actors in the system, the main instrument for the decentralization of pre-university education is a complete methodological packet, which should contain the evaluation of the administrative capacity of local authorities together with schools, a simple and clear legislation regarding the experience, specialized teams of experts handing with methods of analysis and intervention in organizations, advisory and consultancy capacity.

The decentralization is a very complex process, which can be understood if we take into consideration all the theoretical and practical perspectives related to the education and to its efficiency. Thus, it is very important to clarify the education status as good. Is the education a public good or a private one? If we accept the idea that the education is a public good, then the govern intervention is necessary for its supply. If not, then the private initiative for its allocation is inevitable. Regardless the type of answer given for this dilemma, it is essential to adopt a point of view that might argue for a mixed strategy applicable to the delivery process of education as a public good. Only the government or only the private sector is not a realistic solution to this problem. Private participation in providing the educational services is inevitable.

The increasing of the quality of the education services is closely linked to the presence of their private suppliers. This is the only way to stimulate competition and performance in the educational system. 
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Education is very important nowadays. That is why, several states fight  for the achievement of a favorable framework for field education. Thus, through the UNESCO Convention regarding the fight against discrimination in education, the states parties must eliminate discrimination in education and promote both the equality of opportunities and treatment for any person in this field.
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The manifestation of education  occurs in ancient times. Plato defined education as being "the art of forming good habits or of developing the native skills for virtue of those who make use of them."
Education is a condition for the exercise of most of the human rights. The right of each person to education is, in fact, a right to knowledge, enlightenment, which is central in the human rights system. This right is a sine qua non condition for the exercise of the other rights and fundamental freedoms upon which effective development and fulfillment of human personality depends. The main component of the right to education is the right to education, stated in a number of international instruments, but which many of Earth's inhabitants do not know or do not treat as an individual need. The education for young people to obey human rights and fundamental freedoms, to eliminate discrimination in the education system is included in the concept of right to education. To ensure the effective exercise of this right there is, at an international level, a variety of instruments establishes the right to education as an essential right to any civilized society. There were also produced various studies and programs to combat illiteracy, discrimination in education, etc
.
Thus, the right to information, freedom of expression, the right to take part in public life, the right to elect and be elected, shall not be exercised without any minimum level of education.
.
The right to education means a variety of rights and freedoms that parents and children have, which correspond to a series of state obligations. This right is regarded as an economic, social and cultural right, as well as a right of civil and political nature. "The state has the duty to ensure pluralism in education, but may impose some obligations on educational institutions or individuals.”
.

The United Nations Organization for Education, Science and Culture
. (UNESCO) has begun operations in November 4, 1946, and Romania became a member of UNESCO in 1956. The aim of the organization is to help maintain peace and international security through education, science, culture and communications, to develop cooperation among nations to ensure the universal respect for justice and law and human rights and fundamental freedoms which the United Nation Charter recognizes for all persons without discrimination of race, sex, language or religion, etc.. U.N.E.S.C.O. is an intergovernmental organization with the status of specialized agency which operates on several levels:

• by actions with normative character, elaboration of projects, of international conventions and resolutions that are proposed to the Member States for adoption;

• by re-running dysfunctional education systems after hostilities, reopening of cultural institutions (museums, libraries) and restoration of cultural and scientific links;

• by undertaking pilot actions;

• by spreading educational directives to enable the peoples of each country to promote national cultural values and cultural heritage conservation, etc.

Actions initiated under U.N.E.S.C.O. have different themes and they included, among others: the problem of youth (1964), cultural and scientific cooperation at European level (1966), training and use of human resources (1966) etc
. 
This Convention
 was adopted by the General Conference of the United Nations Organization for Education, Science and Culture on 14 December 1960 and entered into force on May 22, 1962, under provisions of Art. 14. Romania ratified the Convention on April 20, 1964 by Decree no. 149, published in the “Official Gazette of Romania“, Part I, no. 5 of 20 April 1964.

Under the provisions of Article 1 the  two words: discrimination and education are presented. 

According to this Convention, the term discrimination includes any distinction, exclusion, restriction or preference which, being based on race, color, sex, language, religion, political or other opinion, national or social origin, economic condition or birth, has as purpose or as result the suppression or alteration of equal treatment as regards education and in particular:

1. Of depriving any person or group from access to various types or educational degrees;

2. limitation of a person or group to a lower level of education;

3. Subject to the provisions of article 2 of this Convention, the establishment or maintainance of separate educational systems or institutions for persons or groups, or

placing a person or group in a situation incompatible with human dignity.
For the purposes of this Convention, the term education refers to different types and different degrees of education and includes access to education, its standard and quality as well as the conditions under which it is taught.
To eliminate or prevent any discrimination, participating States shall
:
1. repeal all legislative and administrative provisions and to end any administrative practices which involve discrimination in the field of Education;

2. take necessary measures, if necessary through legislation to make no discrimination in admission of students in educational institutions;

3. Not to allow, in terms of tuition fees, award of scholarships or other forms of aid to students, licensing or facilities that may be required to follow their studies abroad, no difference in treatment between nationals by authorities, except those based on merit or need;

4. not to accept, if any help, given under any form by public authorities, any restrictions or preference based solely on the ground that pupils belong to a group;

5. To give foreign national residents who live in their territory the same access to education as to their own nationals. 

According to Art. 4, States Parties shall make primary education compulsory and free, to generalize and make secondary education in all its different forms  to be accessible to all, depending on individual capacity under conditions of full equality, higher education, to ensure enforcement of the obligation by all school prescribed by law. The education quality should be identical in all public educational institutions of the same degree. People who have not attended primary school or have not completed it should be encouraged to pursue their studies according to their skills. Also, preparing for the teaching profession must be ensured without discrimination.

State Party to this Convention agree 
: 

1. Education shall be directed to the full development of human personality and strengthening respect for human rights and fundamental freedoms and that it should promote understanding, tolerance and friendship among all nations and all racial or religious groups and United Nations development activities to maintain peace;
2. It is necessary to respect the liberty of parents and, where applicable, legal guardians in certain circumstances, namely:
· To choose for their children educational institutions different from those of the state, but appropriate to minimum standards that can be prescribed or approved by the competent authorities;

To ensure, according to the manners of application specific to each state law, religious education and moral development of children in accordance with their own convictions, also any person or any group should not be compelled to receive a religious instruction inconsistent with their beliefs.

3. It is necessary that national minorities have the right to pursue their own educational activities acknowledged, including maintenance of schools and, according to each state policy on education, to use or teach in their own language, but provided that :

· This right is not exercised in a manner that would prevent members of minority from understanding the language and culture of the entire community and from taking part in its activities, or from prejudicing national sovereignty;

· The doctrine taught in these schools should not be lower to the general level prescribed or approved by the competent authorities, and

· Attendance at such schools should be optional.

States Parties to this Convention will have to prepare regular reports which they will present to the General Conference of the United Nations Organization for Education, Science and Culture.

In Art. 8 stating: "Any dispute between two or more countries involved in fuck the present Convention, regarding the interpretation, or application of this Convention and which will not have been settled by negotiations shall be submitted at the request of parents in dispute, to the International Court of Justice so that it should decide in this issue without any other dispute settlement procedures."

The Convention was conducted in English, French, Russian and Spanish, the four texts being equally authentic. The Convention was opened for accession to any State which is not a member of the United Nations Organization for Education, Science and Culture, invited to do so by the Executive Council of the Organization. Accession shall be effected by depositing an instrument of accession with the Director General of the United Nations Organization for Education, Science and Culture. 

The provisions of art. 15 state that each State Party to this Convention acknowledges that it is applied not only to their metropolitan territory but also to all self-governing, non under guardianship, colonial and other territories whose international relations are ensured, they undertake to consult, if necessary, the governments or other competent authorities of the so-called territories at the time of ratification, acceptance or accession or in advance in order to achieve implementation of the Convention to those territories, and to notify the Director General of the United Nations Organization for Education, Science and Culture, territories to which the Convention shall apply, this notice will take effect three months after its receipt.

This work was supported by the strategic grant POSDRU/89/1.5/S/61968, Project ID 61968(2009), co-financed by the European Social Fund within the Sectorial Program Human Resources Development 2007-2013.
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Section 2 –  MANAGEMENT OF SCHOOLS
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Abstract

The present study attempts to be a bidirectional approach of the whole managerial process taking place in the classroom. On the one hand, we intend to highlight a series of positive aspects concerning concrete ways to efficiently approach the multitude of situations school managers have to deal with, and, on the other hand, we would like to identify a series of aspects deriving from the inadequate management of the educational situations.
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1. Competences of a successful classroom manager

Today, in the context of the ample debates to which the entire educational community takes part, on globalization and education in the European context, have been structured and applied The common European Principles for the Formation of the Competencies and the Qualification of the Teaching Staff.  In agreement to these principles, the teaching profession will have to:

1. be oriented towards quality standards in the domain of initial training through higher education institutions;

2. suppose a continual professional development, based on permanent training and information (the concept of lifelong learning);

3. involve mobility as a principle applicable both to initial training and to continuous training;

4. rely on the realization of partnerships both with other school institutions and with the pupils’ families, with the local community, with the economic agents and with other in-service training institutions etc.( Zgaga, Neacsu, Velea, 2007).

In agreement with these principles, the teaching staff must: 

5. possess solid psychological-pedagogic knowledge, on the basis of which they need to develop competences of knowledge of the students’ personalities and of solving potentially hazardous situations in which certain pupils may gat involved;

6. help the pupils/students structure their own particular learning style and develop their meta-cognitive capacities, facilitating the transition from education to self-education;

7. continually improve their scientific and methodological training, in their domain;

8. use didactic strategies that promote the differentiation and the individualization of the teaching approach;

9. develop their competences in relation to class management, school organization management and curriculum management.

High expectations concerning the teachers come not just from theoreticians of the educational domain, but also from the local community, parents and of course, the direct beneficiaries of their work, namely pupils/students. 

A piece of evidence in this sense is represented by a study carried out at “Valahia” University of Târgovişte concerning the representations of the students who want to embrace a didactic profession on the characteristics of a successful teacher. So, they mention as attributes of a successful teacher the following: fond of the work with the pupils/students, understanding when it comes to their problems, empathic, well prepared theoretically, practically, scientifically and psychopedagogically, correct in evaluation, with pedagogic tact, an authentic model for his students. Analyzing the qualities that recommend the students as “future teachers”, we noticed that the top five qualities recommending them in this sense are: patience, correctness, creativity, capacity to understand and the pleasure of working with pupils/students, after which come, on the second position: empathy, consciousness, pedagogic tact, sincerity, responsibility and humor. By comparison with the competence framework structured by the professional-didactic standards, namely methodological competences, communicational and relational competences, competences in pupil evaluation, psychosocial, technical and technological and career management competences, we can see that the students who answered the survey sketched a relatively realistic portrait of the teacher. (Savu-Cristescu, Petrescu, 2008)

So, beside their specialized formation and the psychological-pedagogical training, teachers must possess solid knowledge and develop their competences in the domain of classroom management. 

In this sense, Ioan Jinga stated that “through his entire activity related to the conceiving, the designing, the realization and the evaluation of the training, the teacher carries out a specific classroom management at the classes he is in charge of. In this way, he will be able to rethink his entire activity from a managerial perspective, without ignoring certain constraints he continues to be submitted to (general objectives of the educational system, mission of the school institution where he deploys his activity, didactic principles etc.).” (Jinga, Istrate, 2006, 525)

The teacher-manager must possess a series of competences allowing him to achieve an efficient class management: competences in communication, in the identification and the knowledge of his pupils’ needs, aspirations and possibilities, competences in planning, organizing, analyzing, controlling and evaluating the activities, competences in advising the pupils, competences in decision-making and, last but not least, competences in educational conflict and crisis management. 

2. Good practices in classroom management

In order to realize an effective classroom management, teachers must have in view a few important aspects:

· aspects concerning the training, targeting the adaptation of the instruction to the pupils’ peculiarities and the class’ particularities as a whole, the way the teaching time is used, the methodology used;

· aspects concerning the discipline, which refer to the respect by the pupils of certain demands and behavior-related rules in class and in school;

· aspects related to the curriculum, which refer to the way the curriculum is implemented, evaluated and developed in class; 

2.1. Training management

The teacher-manager’s ability to organize and lead the class is extremely important for the obtaining of positive results in learning. So, an efficient teacher must be able to give his pupils:

· informational support, constituting a true knowledge resource for the pupils he works with;

· instrumental support, accentuating the formative character of the teaching process, the formation of competences related to the use of the interiorized information;

· evaluative support, providing a formative feed-back to the pupils;

· emotional support – providing support and understanding when the pupil needs such elements, which invariably leads to the increase of the pupil’s level of trust in his teacher” (Pânişoară, 2009, 189).

According to R. Iucu (2006), the notion of training management intervenes when the teacher is faced with the need to coordinate the space, the classroom materials and equipments, the pupils’ movements and location and the actual material that must be studied, integrated into a curricular area or a study program. 

The managerial dimensions implied by the training process are:

· management of the rhythm of the training process;

· promoting group activities: management of the group type the teacher works with, management of the group responsibilities, attention management;

· avoiding saturation (boredom), by means of strategies such as: progressive presentation of the material meant for study, variety, challenge;

· coordination of the daily revision;

· coordination of the unit revision;

· coordination of the individual work in class: presentation of the work tasks, performance monitoring, selection of the work tasks, evaluation;

· coordination of homework;

· coordination of class discussions;

· coordination of projects and systematic learning.

The teacher must know all these dimensions and respect them in his activity, as they lead to an effective classroom management.

2.2. Discipline management

The educational process in the class represents a systematic, organized action, supposing, with necessity, to accept and respect certain demands, norms and the existence of certain ways of control concerning their acceptance and respect.

Determining and maintaining class discipline represents a challenge for the teacher-manager. He has to know teaching strategies and strategies for keeping the class disciplined, and he must also be able to contextualize these strategies, because they can prove efficient or inefficient depending on the situation he is faced with and on the particularities of the class. 

In the context of the assurance of an efficient discipline management in class, an important problem is the determination of a set of rules.

Rules are very important, because they present the teacher’s expectations concerning the pupils’ behavior. At the same time, they make clear what behaviors must never be manifested by a pupil in class and the consequences of an inadequate behavior, too.

The teacher-manager should know that there are certain demands in the formulation of the rules, which he must respect (Oliver, Reschly, 2007):

· let them be short and clear, for the student to grasp them fast;

· let them contain an accessible language, adequate for the pupils’ age and developmental particularities;

· let them be formulated as affirmations (so what the pupil should do) not as negations.

At the same time, it is desirable for the rules to be formulated together with the pupils, this fact having positive effects concerning their understanding and interiorization by the pupils and responsibilization, in the sense of respecting them.

For an authentic discipline management to be attained, the teacher must not content himself with formulating rules, but must be consequent in applying them. 

A good class management involves “the determination of clear rules where necessary, avoiding useless rules, eliminating as much as possible the punitive rules, revising them periodically, changing or eliminating them when necessary” (Stan, 2006, 83).

Beside determining a system of rules for the class, the teacher manager can use as well other ways of maintaining the discipline in class:

· creating an atmosphere of mutual respect in class;

· demonstrating selfdiscipline (respecting the rules, teacher’s punctuality);

· equal treatment for all pupils;

· using silence as a corrective means;

· signaling the manifestation of a disciplined/undisciplined behavior;

· manifesting trust in the pupils’ ability to correct the eventual discipline problems;

· treating undisciplined behaviors individually, without making generalizations.

When faced with discipline problems, the teacher must use an entire repertory of strategies to solve the disciplinary problems in class.  

Froyen and Iverson (1999) make an inventory of these problems: appreciating the sense of responsibility, correcting irresponsible or inadequate behaviours, ignoring, proxemic control, soft verbal admonition, delaying, placing the pupils differently in class, the technique of the “time due”, eliminating, announcing the parents/tutors, written engagement, determining the rules of behaviour outside the class, coercive measures. 

A special importance in discipline management goes to the teacher’s authority. In class, the teacher’s authority must not be mistakenly taken for threats, limiting freedom, coercion (be it physical/psychical, direct/indirect), order, command. The teacher should adopt an authority by competence, characterized by: choosing the ways of supporting the pupils, using self-analysis, self-correction by keeping in mind the goals and expectancies, getting the pupils active and responsible (Tudorică, 2006, 112).

2.3. Curriculum management

Curriculum management, as an interdisciplinary domain of study, is related to a set of activities implying the projection, the realization, the permanent evaluation and development of the curriculum.

The main elements that are part of the curriculum management area are: general school policy and organizational culture, the norms and rules system governing the school, curricular products made by the teaching staff (school curricular project, planning, didactic projects etc.), particularities of the training area, ways of organizing the class (frontal, individual, group), teachers’ and pupils’ behavior (didactic style, learning styles, discipline, respect for oneself and for others, evaluation forms etc);

 Jacques Delors spoke in his work with the role of pedagogical manifesto entitled “The Inner Treasure” about the fact that in the contemporary society education relies on four “pillars” directly connected: learning to know, learning to do, learning to live with others, learning to be.

 Such an approach of the educational process obliges to a specific perspective on the school curriculum  addressed to the child and on the way how this curriculum should be adapted to the context and, implicitly, to reality. So far, education was focused mainly on the informative aspect (learning to know) and less on the formative aspect (learning to do), giving very little importance and sometimes even ignoring the other two components (learning to live with others and learning to be). The actual curriculum must give equal importance to all the four components, so as “education to be looked at as a total experience taking place throughout our lives and dealing both with the development of the capacity to understand, and with the way how knowledge is applied, in the center of attention being situated the individual and his place in society “.(Delors, 2000, 70) .

Seeing that a high-quality curriculum adapted to the local context and to the demands for change can be built and applied only in the conditions of the partnership between school and community, it is natural for each school to develop specific strategies concerning the partnership projects that could support it from all the viewpoints.

So, an important source in curriculum management is represented by the educational partnership, which represents a type of formalized relation between two or more educational factors, whose purpose is to increase the efficiency of the instructive-educative activities with direct and indirect positive effects on the children’s’ training and development.

An effective and sustainable partnership should consider the following directions of action: sesitivizing the parents, attracting local economic agents, convincing the local authorities concerning the importance of their involvement in school life, co-interesting non-governmental organizations from the community. The main role of any educational partnership is to increase the efficiency of the didactic act. The involvement of the educational institutions in partnerships with the family, with the economic agents, with NGOs, or with the organisms of the local community is justified by a certain situational context in which “they increase the schools’ ability to provide high-quality educational services by the access to multiple additional resources” (Gherguţ, Ceobanu, in Cucoş, 2009, 706)
The concept of educational partnership has a value of principle in post-modern pedagogy, representing in fact an extension of the principle of the unity of the educative demands and of the principle of focusing on the pupil, stated long before that. It represents today an absolute necessity from a fourfold perspective:

· The pupils, as direct beneficiaries, need a unitary and coherent interpretation of the messages coming from the different environments generating education, meant to avoid, as much as possible, their orientation towards non-values;

· The family, as indirect beneficiary, needs the support of the educational institutions and of the local community in order to achieve a high-quality education;

· Under the impact of the principle of decentralization, the educational institutions need to rely on the logistic (economic, especially financial) support provided by the parents and the community;

· The community must know the problems the educational institutions are faced with and get involved in finding local solutions to them.

An efficient school can only be “a school in partnership with the pupil, by valorizing and respecting his identity, in partnership with the family, by recognizing its importance and by drawing it in the didactic process, and in partnership with all the society’s educative resources, which it identifies, involves and actively uses.” (Vrăsmaş, 2008, 220)

3. Consequences of an inappropriate classroom management approach

The realization of an effective classroom management represents an objective hard to attain for many teachers. For this very reason, in the educational practice, we are faced as well with situations of inadequate management. The most important consequences of an inadequate class management, in the opinion of R. Iucu (2006, 167-185), are:

· Fatigue is the result of certain pedagogical actions characterized by: repetitive and monotonous tasks, absent or inefficient feedback, decrease of the pupils’ motivation and interest for the activities proposed by the teacher, inadequate didactic behavior etc.;

· Overcharging  is related to the non-respect of the daily and weakly effort curve in the curricular and extracurricular activities;

· Lack of motivation of the class: is related to the teaching staff’s role in optimizing the pupils’ individual motivation for learning and their social motivation concerning the roles assumed by the pupils in the class-group;

· Depreciation of the educational climate represents an indicator of the alteration of the health of the educational group. A depreciated educational climate (atmosphere, affective state of the class) supposes: non-engagement from the pupils’ and teachers’ part, routine, depersonalization, critical reactions, etc.

· Lie : it consists in a verbal and nonverbal behavior of the pupils which often appears as a consequence of certain managerial mistakes. The teacher has to consider aspects such as: gestures, sound of his voice, intonation, physical aspect, position of his head, body etc.

· Physical or verbal aggressiveness of the pupil are often the result of imitating certain behaviors present in the family or in school. The teacher should use altruistic managerial strategies, based on the valorization of positive models.

The teachers-managers have a great responsibility in the exercise of their activity. On the way their class management is realized depends the educational and even professional evolution of their pupils.

For this very reason, it is very important for them to know all the consequences an inadequate approach could have on the class and find the most adequate strategies to prevent them or to fight against them. 

We propose, below, a few possible ways of preventing and combating the consequences of an inadequate class management:

· establishing diverse and complex learning tasks, able to solicit the pupils’ creativity, critical thinking;

· assuring a permanent feed-back;

· promoting an atmosphere of mutual respect teacher-pupil, pupil-teacher, pupil-pupil;

· avoiding routine tasks;

· using modern methods in the activities, able to determine the pupils to get actively involved in solving the learning tasks;

· valorizing the knowledge and the competences the pupils have, as a means of motivation;

· realizing an efficient communication with the pupils.

Although the teacher-manager tries to prevent the appearance of certain problems in class, there are moments when he is taken aback by certain difficult situations which disturb the entire educational process, so that it can no longer attain its goals. The class is, many times, also an area of manifestation of certain educational crises, which, not managed or managed inadequately can lead to the depreciation of the entire educational climate. 

The educational crisis represents “an unexpected and unplanned event or complex of events, generating hazards for the health, climate or security of the organization (class) and of its members.” (Iucu, 2006, 191)

The appearance and development of these crisis phenomena can be determined by certain conflict states manifested between pupils or between teachers and pupils (quarrels, fights, abuses etc.), or between teachers and pupils’ parents (denigrations, fights, bribes etc.), or between classes (group conflicts).

R. Iucu sketches a synthetic picture of the features of the educational crisis situations as follows:

· they appear unexpectedly, without warning and usually start by affecting the informational system: they distort the messages;

· they make communication difficult by permanently setting obstacles in its way, by destructuring the channels;

· they follow the instauration of a state of confusion; 

· they facilitate the installation of a climate of insecurity, generate dissonant states and panic by eliminating the  value-related orientation guidelines. (Iucu, 2006, 192)

Confronted to a situation of educational crisis, the teachers, as educational managers, need to find the best ways to manage it efficiently. So, in the specialized literature are mentioned the stages that must be covered to get over the crisis situations that can appear in class:

· Identification and knowledge – characterizing a certain situation of educational crisis, describing its specific elements;

· Etiology of the crisis situation – identifying the reasons that led to the appearance of the respective crisis;

· Decision – choosing, from a number of alternatives, the optimal solution variant;

· Intervention program – determining some stages or guidelines for applying the solution;

· Applying the measures – implementing the intervention program and permanently adapting it to the particularities of the situation;

· Control – for controlling and avoiding certain secondary effects and for monitoring the application of the intervention program;

· Evaluation – measuring and evaluating the results obtained (Iucu, 2006, 196-200).

    For a successful management of educational crisis situations, teachers must make use mainly of win-win strategies, so all those concerned may be, even though sometimes only apparently, advantaged, and the crisis may turn into an opportunity with a positive formative role.

    The realization of an effective classroom management puts a series of problems to the teachers, generated both by the multitude of the situations they are faced with and by the inadequate management of the educational situations. However, the professional competence, the didactic experience and the pedagogic tact help most of the teachers to successfully deal with these educational realities.
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Abstract

Teacher training should be centered on methodological skills, reflective practice based on profession, broadening training by studying closely related areas of specialty, pluralism, multiculturalism, polycentrism, training in teamwork, situational analysis skills training and guidance in diverse socio-cultural environments.
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1. The need of a new vision of education, school and the teacher’s profession. 

"Foreshadowing tomorrow's society, the analysts believe that the decisive mutation will be passing on the first place production of information values and the amplification of intellectual work through integration of artificial intelligence. The implications of these mutations on education systems appear to be radical and, anyway, quite difficult to predict in the concreteness they will get. How many are just some of the fundamental directions - the development of systems of self-education, the stimulation of creative potential, practical realization of what we mean by "lifelong learning" » (E. Noveanu, 1994). All these impose a new view on the teacher’s profession, on education and school.
2. Stages of the teacher’s evolution:

Before a prospective analysis is made, it is required an evidence of educational stages of education. Some authors, including Alvin Toffler, have distinguished three stages: 

· Stagnant society, oriented to the past, in which the lessons were held by the elderly, the Bible, family, religious institutions, each adult was a potential master.

· Industrial age causes overturning the system of values, promotes a model of school after the order and assessment criteria of industrial society, the separation between the metaphysical thinking, experience, action in learning process.

· The new revolution in education implies the preoccupation for the future, a new perception of time is forming: to know how to anticipate meaning and rhythm of changes.

Anticipating changes in society and especially in education we will know what skills to promote for teachers trained to meet tomorrow's society and school.

3. The perspective (definition, objectives, models – factors, principles, "Methodological Commands")

There is no prospective in training future teachers without or outside educational prospective. (Prospective - science which studies the future, especially the causes that accelerate the development of the modern world - communications progress, technical power multiplication - Gaston Berger, creator of "prospective" as particular science, it sets the trend: we must " judge what we are today starting from the future, instead of making the opposite approach, that concerns in the approach of deciding the future in terms of what we are now"). Prospective is to see beyond - and overall - changing deep any action project. It studies the psychological and social environments’ development, being essentially synthetic and global: 

· It is a humanistic science, not a science of historical facts. 

· Its object is a general statement of the future (not private facts).

· Her method is an in-depth analysis of the human world.

· The degree of certainty is very large, since it's not only broad estimates, of specifically human order. 

· It’s usefulness is that it allows us to build a social order that is already ours. (LAROUSSE "Dictionary of Philosophy, 1996, p. 874) 

Torsten Husén determines prospective educational field through the following three objectives:

· Identifying future consequences of current policy decisions on education and learning.
· Expressed in statistical trend analysis to combine with systematic reflection on the future change in their directions of development.
· Investigating the social values involved in education and training policies, and explores their possible change.
Regarding the educational prospective, D. Todoran envisages three types of futuristic models: 
1. projects of systems and educational actions, educational systems, processes and personality types; 
2. forecasts or forecasting of  systems and processes of education and educational training of personality; 
3. planning specific operating mode of education and training, education and learning action processes, training of personality, in terms of resource allocation and scheduling of action through which a forecast. 

Both systems and action learning projects in their forecasts and  actual operation planning mode  education and training systems (for all three models) must take account of factors determining role in shaping the education of tomorrow. These factors were analyzed by Charles Humel, who believes that external factors of educational systems will have the determining role in the characteristics of education. External factors could be grouped as follows (on the authors opinion Sh. Rassekh and G. Văideanu) 

· Demographic trends. 

· Economic changes.

· Socio-political changes. 

· Cultural mutations.

· Scientific progress.

· Contemporary world issues.

Other authors argue that scientific and technological progress will play a leading role. In analyzing the three models should be considered also the principles on which education will be done tomorrow. Reflecting on this issue, Pierre Bourdieu expresses nine principles: 
1. Science unit and plurality of cultures. 
2. Diversification of socially accepted forms of cultural excellence.
3. Multiplying opportunities with "multiplication of channels and passages between channels... So that a failure has no effect on the market conviction. "
4. Unit in / and trough pluralism: "Education must go beyond the opposition between liberalism and centralism, creating conditions for real emulation between autonomous and diverse institutions." 
5. Periodic review of taught knowledge. 
6. Unification of knowledge transmitted (Open University that will contribute to a "European unification education systems and titles). 
7. A lifelong learning, alternating study in school (university) with work done in the company or laboratory. 
8. Using modern techniques of learning. 
9. Openness in/and trough autonomy. A highly competent scientific staff in the field of material taught and how teaching is the best guarantee of autonomy. 

So put emphasis on the transition from a knowledge-centered education to an education that articulates the knowledge, skills and attitudes, putting them in self education service, social and moral action. 

Referring again to the question of principles that should be promoted and used in shaping the education of tomorrow, G. Văideanu stops at: 
· Lifelong learning.
· The enlarge of efficiency and formative nature of learning.
· To ensure content relevance.
· Integration in light of the aims of school education.
· Promoting interdisciplinary.
· Computer assisted learning.
· Modernization of two subsystems: educational research and initial and continuing training of teachers.

Prospective educational model takes into account verbal educational messages, models of educational relations and especially models of action learning methodologies and technologies. A relevant perspective should consider the following "detailed commands, in G. Berger's opinion:
· To look forward: to examine the actions and decisions, choices and processes in light of current and future consequences and their long-term deployment.
· To look wider, comprehensive: to investigate interactions and processes of current and future events with as many related areas
· To analyze in depth: the exploration has only provided sufficient foundation to identify long-term determinants of development examined.
· To take risks: prospective assume specific social and human, not a free game of intelligence.
· Think in humans: prospective future exploration is not satisfied with institutions, organizations, activities, but focuses on man, the needs and requirements, demands individual and collective subjects.

Education will be oriented to socially meaningful action, not just "learn to be" but "learn to be able" to invent and innovate ways of life and societal inter relationships, social structures. Shift from "apprendre à être" to "apprendre à entreprendre."To act, to dare you must know, to have culture, but you must also believe, you have to leave yourself tacked by passion and compassion, you must give yourself to give something." (Quoted by Federico Mayor Văideanu G., 1996, p. 108) Charging time especially on the size of the future, the school must become a factor of invention, enterprise and innovation - the three coordinates defining any educational action capable of successfully mastering future.

4. The essential features of education in future perspective, in the concept of author D. Todoran, would be: 

· Individualization, moving the focus from workforce training used to cultivate and use civilizing powers of man.

· Professionalization to be mobile, growing and achieving specific individual vocations. 

· Human form as subject of self education. 

 Personality education that Paul Freier defined as a problematical education, dialogue (communication between teacher - educates) that express the essence of the value of culture, environment and social humanization spiritualization objective and inner universe of subjectivity. 

To achieve such an education it imposes the transformation of the role of school and teachers that will enrich diversified. Role of school increases also because of deep changes in family life, where time and attention devoted to the education of children do not seem to be increasing. School must allow living situations with significant psychological problems for students which solve draw on the spirit of analysis and synthesis, logic, creativity, attitude, motivation techniques, thereby achieving action and relationship with the human psychic. 

Further, knowledge has an important role. However, this knowledge is different from the past, they are being more direct in service of action and implicate a considerable number of strategies and useful knowledge can be mobilized quickly, qualitatively and quantitatively existing knowledge using computer that will become an everyday tool for action. So in tomorrow's school curriculum we will shift from learning to know to learn to act. "A quick look at the timelines allows us to see that education is entering a phase of profound change. Subtle nuances between education and training is phased out. Social context has changed considerably. Educators will have to adapt to this new situation by giving equal importance to socio-emotional and psycho-somatic in relation to the intellectual. specifically knowledge should enable learners to participate in their communities to improve social life, making it more humane, more cohesive, more just, more free, more democratic and moral "(G. Văideanu, 1996, p. 63)

Overwhelming and confusing volume of information highlights the importance of attitudes and capabilities able to help the modern man to move, to select and use information science and technology. Obviously, being imperative reversal of classic triad of educational objectives (from knowledge-attitudes-skills, to skills-attitudes-knowledge), E. Brunswic highlights the transition from discipline-centered curriculum to student-centered programs. 

"School known to transmit knowledge but it is less prepared to develop skills and totally disarmed when it comes to training skills and attitudes relevant and adaptable to a changing world. Instead of preparing for autonomy and change schools often develop passive and routinely attitudes, instead of teamwork and skill to cooperate, school encourages individual competition, sometimes ignoring the cultural and social traditions of the community. "(G. Văideanu, 1996, p.70).

 Some authors want to limit the school's role to socio-emotional aspects. This artificial dissociation between cognitive and affective, in the benefit of the second one would be as regrettable as for the first one. "To prevail the spirit of understanding, cooperation, solidarity is important for people to have a huge common stock of knowledge, techniques, values, attitudes and habits." (G. Landsheere). Like this, it can be question of implementation "modal personality, typical for the European in 2000" (G. Landsheere) and "international education" (G. Văideanu). It makes the assumption that contemporary cultural crisis will evolve to a level favorable balance of values. This balance can be achieved by the objectives which should reach the international education: 

· Acquired knowledge (equal peoples, peacekeeping, development, United Nations system) 

· Attitudes and values (self-respect and respect for each other, care for the environment, spiritual openness and solidarity) 

· Skills (critical thinking, cooperation, imagination, tolerance, participation) (G. Văideanu, 1996, p. 78-79) 

Referring to the school of tomorrow, G. Landsheere emphasizes other characteristics: 

"School without walls" as an expression that characterizes school tomorrow which refers to direct contact with society and constantly responding more constructive aspirations; 
· The educational system would be fully open from day care institutions at the university, last school attended action immediately extended through continuing education, barriers between schools tend to blur. Initial and ongoing training, continuing education constituents are articulated functional without breaking methodology. From this perspective, teachers will gradually expand their area; 
Training of tomorrow involves an obligation to connect to a real social experience; 
Highly selective nature, present throughout the traditional school system, replace a flexible guide, a provisional guidelines, a determination which would never be final; 
· Individual deal depending on skills and personality of each individual;
Features teacher lies not in one area, they can grade into five categories: 
1. functions related to promoting social and emotional development of the student (socio-emotional) 
Functions related to promoting student knowledge (cognitive factor) 
2. Functions and skills related to materials and teaching methods (methodical material factor) 
3. Work with other adults inside and outside school (cooperation factor
4. Functions relating to education and school development (Development factor) - Landsheere G., 1967.
Transforming the role of school education and renewal methods accompany a change in the teacher's role is obvious. 

Based on comparative studies, the OECD reaches formulates a system of requirements relating to school teachers of tomorrow: 

· To pay more attention to students' emotional development; 
To be able to diagnose the learning difficulties of students; 
· Organizing and structuring learning content so that the methods agree to each student and whole class; 
· Determine operational objectives of their school depending on features, but integrating the national curriculum;
· To work with parents of pupils; 
To maintain a constant dialogue of students; 
Be capable of an objective of self-analysis activities, teaching methods and results, (G Văideanu, 1988). 
"The educator will become the principal advisor to guide the instructional and educational activities." (E. Noveanu, 1994). Trainers of tomorrow are characterized by: capacity of synthesis, selection, sensitivity, vision foresight - G. Văideanu. 

Reflecting on the skills of future trainers, G. Berger emphasizes' teachers that we need have to poses   knowledge and a vivid imagination”; “essential knowledge, enthusiasm, lucidity, courage, decisiveness "(G. Berger, 1973) and analyze Several elements of future teachers' attitudes:

· Cool - "The faster things go, the more people tend to lose their composure, the need to keep our composure; 

· Imagination - a stable world, quality is the main reason. In mobile world ingenuity we need. " 

· Team spirit, enthusiasm, courage, sense of humanism - G. Berger, 1973. 

Among the essential qualities of the educator in tomorrow school, G. Landsheere highlights: attitude of understanding of others, flexibility, quick adaptability. 

Starting with some definitions of teacher: 

Official person responsible for guiding or directing experience of students in a public or private institution. 

Person who, thanks to its rich experience may contribute to growth and development of others who come into contact with it. 

· Person having completed professional studies in an officially recognized in teacher training institution. 

· Person to instruct others. 

The word teacher means all persons from schools, occupied with the education of students "(UNESCO), 

G. Landsheere believes that the future teacher should be: 

· A colleague of the other members of an institution (school, university); 
· Member of a team of specialists who share their experience and responsibilities; 
· Though who individualizes, using different materials, learning; 
· A critical skill and judgments of self and students; 
· A man who explains the individual or group, an animator of seminars; 
· Member of a school community whose traditions and spirit derived from the company and school functions;
· Concerned about education in collaboration with parents; 
· Member of the society were belong parents and students; 
To respect and be respected according to what is that man 
Seeks its own moral rules, recognizes its moral failures and understand the rules adopted in the pupils' families, let students build their personal morality. 
"Education of 2000 seems to be more rigorous and thorough" (G. Landsheere, 1967) and cold be characterized by: 

· the actual implementation of equal choice for all; 
· continuing education;
· abandonment of adverse selection procedures in profit of orientation and guidance; 
· abandonment education in rigid classes in profit of auto transformation helped by educational technologies; 
· generalization of congestion regarding schools;
· establishing a comprehensive education in Anglo-Saxon sense;
· organization of an educational system, allowing students a maximum of mobility and giving him an opportunity to confront his skills with experience satisfaction (individualization); 
· combining ancient principles reaching a de-tuition that doesn’t mean anarchy, but the organization and responsibility (B. Schwartz, 1976). 

Competences of future educators derived from this characteristics of tomorrow's education should be: open to innovation, tolerance, pluralism, orientation to learning problem solving, individual work with the alternating group, knowledge of laws, the essential facts and techniques of intellectual work , emotional and social phenomena, the list remaining opened for those skills required by future changes in society and school. 
"Living today means evolve, to become without abandoning the origin of your own personality. From here the need for linking education to change, proactive in preparation for assimilation of rhythms, with training resources and confidence in their continuity." (Văideanu G., 1996, p. 51)

Table 1. Characteristics of education and competences of teachers for school of tomorrow

	Characteristics of education and school of tomorrow
	Competences of teachers for school of tomorrow

	1. Science unit and plurality of cultures (P. Bourdieu) international education (G. Văideanu)
	1. Knowledge, attitudes and values, skills in international education (G. Văideanu)

	2. Continuing Education, alternating study in school with work in laboratories or enterprise (P. Bourdieu) continuing education (G. Văideanu) initial and continuing education (G. Landsheere)
	2. Professionalization; subject of self education (D Todoran)

	3. The balance cognitive / social-emotional (G. Landsheere)
	3. To pay more attention to students' emotional development (G. Văideanu)

	4. Using modern techniques of education (P. Bourdieu), computer-assisted learning (G. Văideanu)
	4. To know to program a computer to make it fit for an daily action tools (G. Landsheere) maintain with the help of it a constant dialogue with students (OECD)

	5. Openness in and trough autonomy (P. Bourdieu)
	5. A highly competent staff in the field of scientific matters and way to teach

	6. Switching from a knowledge-centered education at an education that articulates the knowledge, skills and attitudes by putting them in the service of self  education (G. Văideanu)
	6. Socio-emotional, cognitive, methodological and material facts, of cooperation and development (G. Landsheer)

	7. Individualization (D Todoran) treatment according to individual student abilities and personality (G. Landsheere)
	7. He who individualizes (G. Landsheere) teacher to organize learning so that content structure and methods suit individual students and entire classes(OECD)

	8. The transition from programs focused on discipline to programs centered on student (E. Brunswic) shift from "apprendre à être" to "apprendre à entreprendre (G. Văideanu)
	8. To diagnose students' learning difficulties (OECD) to collaborate with parents (G. Landsheere)

	9. Promoting interdisciplinary (G. Văideanu)
	9. Member of a team of specialists to share experiences and responsibilities (G. Landsheere)

	10. The educational system fully open (G. Landsheere)
	10. Knowledge, imagination, peace, team spirit, enthusiasm, courage, decisiveness (G. Berger) synthesis capacity, selection, flexibility, vision, foresight (G. Văideanu)
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Abstract

This paper aims to discuss Equal Prospects in Education, Myth or Reality in the context of managing education for all. It looks at the role of management function in creating good relationships between students of diverse backgrounds and amongst teachers. The application of good management principles act as an initiator for continued professional development, training and appraisal of teachers to achieve performance indicators set by the government, educational institutions and funding bodies to which they are answerable. The paper explains that high-quality management and administration of education plays a critical role in developing a societal social and cultural systems, disciplinary measures and performance indicators for educational practices. Also the paper thrashes out the role of poorly managed education systems and highlights important concerns that managers should be aware of and strategies they need to implement and evaluate to ensure that the population benefits from a sound and well managed education organisation and networks.
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‘Equal opportunities policy and individual teachers are responsible for upholding its principles. Schools must broaden opportunities for all pupils to achieve their potential. The objective is to remove barriers to educational success rather than expect everybody to achieve the same. The requirements for equal opportunities are underpinned by law. Education authorities, governing bodies and teachers are bound by many of the provisions of human rights legislation. The Human Rights Act, 1998, enshrines the European Convention on Human Rights’ (TDA 2010)

The above quotation from Training and Development Agency (TDA 2010) highlighted the very essence of Equal opportunity governance on school management system and point out the role that school should play in the education of students for development and achievement. It illustrates the importance of this rationale by ensuring that challenges are identified and remove to ensure the rights of individuals are protected as they pursue their educational goals. The term equal prospects or equal opportunity houses multiple definitions for example, it minimises any obstacles to effective learning and plans for all children( ATL,2010) Also it has the potential for ‘promoting a good and harmonious working environment in which all persons are treated with respect’ (ECFNI 2007), More over its characteristics are practiced by John Clare Primary School, (2007) when designing schemes of work, they use this policy to guide themselves, both in choice of topics to study, and in how to approach sensitive issues. For example, history topics in the school include examples of the significant contributions women have made to developments for example in this Britain’s history. Also in geography topics, the teacher attempts to counter stereotypical images of Africa and Asia and to show the true diversity of development in different parts of the world. In addition, Taylor (1994) noted that equal prospects or opportunity is about economic efficiency and social justice while Verma, Zec and Skinner (1994) highlighted that the term is about responding to cultural diversity. Furthermore Singh, (1993) emphasised that it is the relationship between educational achievement and ethnicity plus Reeves etal, (1993) mentioned that is the monitoring of students and staff by gender, ethnicity and disability. Lastly Peters (1966) ethically defined it as ‘Equality and Fairness’. 

Based on the various interpretations, the concept of equality presents a philosophical belief in ensuring fairness to all students and how educational organizations should be administered and managed. The importance of acknowledging this belief is that all students are equal and should not be judged on their gender, race, ethnicity or disability. Teachers and educational managers have a very important role to ensure any educational decisions that are made in the organization do not become a barrier as the student attempts to pursue their educational development, but to support them unconditionally as they learn. However the notion of equal opportunity, are noted by some critics who believed that it is rather a myth than reality given the mounting challenges institutions are facing to deliver educational opportunities to a wide population in diversity community settings. The continued rationalization of financial, human and physical resources has had a significant impact on how educational agenda can be delivered to the populous where by not all institutions are able to fulfill this agenda. Wallace (2003) aired the view that equal opportunity as a cornerstone of our democracy and the pillar of a just community are the values by which we attempt to live our lives every day. However, our actions, laws, policies, and decisions do not always follow those principles. As noted by Verma (1994) in research a study carried out in nine schools in the United Kingdom, discovered that joke telling on Muslims, Bangladeshi and White students including their names, races, religion and color involved negative stereotypes. In addition Curtis (2008) observed from another research study that Black Caribbean pupils are being subjected to institutional racism in English schools which can dramatically undermine their chances of academic success. 

In the face of the above statements, it is the writer’s point of view that the myth of equal prospects in education as cultural concept, evolve as result of indirect and direct negative experiences from diverse student groups in institutionalised racial education systems. Students telling their personalised stories of their encounters and raising transparent debates by questioning the worth and the contribution equality can provide for learners to access and participate in the teaching and learning environment. Despite these occurrences which may be experienced overtly or covertly, many academics, societies, organisations and individuals concluded that if community groups and individuals are to make progress, it is vital that equal opportunity as a realness in education management is seen as the most important vehicle that will provide the pragmatic chance for the student to academically development and to be competitive and creative in their environments.

Effective management of equal prospect in the school community is to create and maintain the unique characteristic of a group or society valuing and respecting individuals within the framework of the school’s culture, social, political and operational scheme.  Consequently, managing equal prospects in education enables all humanistic groups irrespective of their age, disability, gender, sexual orientation, religious and spiritual beliefs, transgender qualities and race not to be discriminated against.  Also they have the right to educational opportunities for self and career development and advancement in a pluralistic society. It is fundamentally important that education equality be seen as the focal point for organisation commitment to fairness, justice and delivery to students, because its absence can create opportunities for pragmatic failures leading toward the development of a poverty stricken society and communities with deep societal illiteracy across ethnic populations. Subsequently, the main importance of equality in education is that it is used to equip individuals with knowledge, skills, and habits and cultivate positive attitudes thereby guaranteeing individuals to develop to their true potential. 

Education is the most important key to social and economic development [ICPD1994]. It has the prospective powers to enable a country to perform at a very high productive level ensuring that the society’s needs, wants and expectations are met at various levels of the societal structure. Moreover, if managed proficiently equal chances in education can make a positive and significant difference in the attitudes and behaviors of students. Students are taught disciplines, how to value their peers, and to communicate intra-culturally and inter-culturally between different groups irrespective of ethnic group, class or origin. In addition, it empowers staff to be dedicated, responsible, accountable and reliable in the delivery of education on fair terms to a multicultural and pluralistic society. This gesture encourages high achievement, sustains good student retention rate, the reduction of bullies and encourages students to develop and achieve their learning environment. It is important to acknowledge that equal prospect in education involves learning specific skills and also something that is tangible, but more profound, the imparting of knowledge, good judgment and wisdom to learners. More so, it is about good management practices and promoting good relationships between teachers and students in the class room environment [Vassel 2006]. Hence, an effective and sensitive relationship between students and the staff population serves as the foundation to create the necessary conditions for effective learning to take place. Furthermore, equal opportunities enhance the teacher to comprehend student’s behavioral qualities and seek to encourage the development of respect, fairness and transparency in the teaching and learning environment. 

Education equality has the power to lay down the boundaries for disciplinary measures in effective school management, to put in place performance criteria’s for students to achieve, raise the teacher’s expectations of students, increase student’s confidence and self esteem in the organization. In addition, it enables the teacher to understand the issues students are experiencing as they develop academically in an institution of learning. Additionally, education equality empowers teachers and managers to identify social, cultural, religious, spiritual, financial or psychological problems that may have an impact on the rate of how students learn and achieve. Moreover, it can influence professionals to develop strategies to address educational concerns from a personal viewpoint, family or community level.  These thought out strategies will help the establishment to achieve their vision, mission, aims and objectives as part of the school’s manifesto. It also allows the individual to achieve better jobs, more income, and higher status and access more education itself [Paterson 2001] this contributes towards raising the standard of living, the creation of more employment and supporting a driving toward self sufficiency and independence for all.  

Thomas [1991) reminded us that a society needs education both to survive and to thrive to keep itself intact, to keep itself growing toward conditions that supports the full human development of all its members.  Furthermore, Maslow (1970) stated that everyone has a need, want and expectation and from this viewpoint parents, careers or guardians expects their child or children to achieve a good standard of education. Without attaining a reasonable standard of education, individual, family or the community may see the educational establishment as a failure and provide the chance for children to be engaged in unlawful event. In addition, they may conclude that such learning establishments are incapable of providing academic opportunities and progression as their children develop. Consequently good quality management in education is seen as an essential tool in the fight against drugs and crime and to produce good citizens who will hold the law of the land. Having a good education management operation helps to recognise that factors such as isolation, segregation, disharmony and unhealthy relationships between students and teachers result in conflict, underperformances, poor learning outcomes and targets set by institution.  By recognizing these factors, educational managers can commence to develop important strategies to encourage meaningful and effective teacher – student partnership and collaboration to achieved shared objectives. This creates the ideal situation for self improvement and effective communication and academic productivity.  

Additionally, successful management of educational opportunity is the key tool for dispelling myth, ignorance, selfishness, poverty, victimization and racism amongst individuals in the school environment.  The above factors are social barriers that affect positive growth and development of students in the learning environment.  All of the above societal obstacles can be managed effectively if physical, financial and human resources are implemented and evaluated to preserve and project equality in education organizations. Such equality philosophy must be clearly documented in the vision, mission, and objectives statements of the strategic, operational and functional management systems in the organization.  It should be clearly understood and practiced by both academics administrative staffs and student population. All of which are accountable for its implementation, monitoring and evaluation. A well managed education system encourages the school community to access and participate in all aspects of school business without ethnic groups being discriminated or victimized.  Such academic system should drive educators to design, develop and implement a diversified curriculum that will contribute to the economical, political, social, cultural and environmental concerns of the community.  

In addition, a well coordinated education scheme should encourage school authorities to implement a system that supports the recognition and achievement of students and teachers in their individual studies and work. Recognition systems may include awards of certificates, scholarships and commendations to show the school’s appreciation of students and teacher’s hard work and commitment throughout the academic year. This acts as a motivation tool for school students and staff to work towards attaining high achievements in their studies and fulfillment of teaching goals. On the other hand, de- acknowledging the role that education management and equality can play in organisation can have a negative effect on students. For example, poor management of equality practices can prevent students from achieving the genuine learning objectives and their intended career aspirations. The outcomes of which can lead to underachievement, truancy and behavioral problems in the school and locality. Also from a staff or teacher perspective this may lead to a high rate of staff turnover, stress related-illnesses, low motivation, poor self esteem, confidence and un-fulfillment of teaching desires.  

Part of the education management of equality function is to implement helping tools that will enable students to be successful in their learning environment. For example the functioning of a mentoring system for all will ensure on one hand students have access to professionals or academics that can provide guidance and coaching in their studies and to address specific problems they are experiencing in school studies. While on the other hand teachers are provided with the opportunity to seek out scholars who can provide information on how to improve oneself for promotional success with the management structure of the institution. It also enables students to accumulate experiences [Morton-Cooper and Palmer 2000] from learned professional individuals through the process of guidance and counseling. 

For education equalities to be effective, it must be practiced in the teaching and learning environment. Education equality increase teacher’s sensitivity to class room teaching and management techniques and ensures that all students access information and participate in activities during the teaching and learning sessions. Furthermore, it also enables the school authorities to provide teaching resources which should represent a diverse student’s group interest in curricula areas. Students can be at a disadvantage if they are only exposed to learning and teaching materials that represent an indigenous population. Throughout the equality agenda, managers need to ensure that a variety of teaching and learning resources are available for constructive learning to take place.  This will increase the student’s motivation to learn and also it serves as a reduction tool for stress and stress related problems, boredom and helps teachers to effectively control the class room environment. The provision of teaching and learning resources for a diverse students group provide the prospect for teachers to design lessons based on different speed at which students learn. Such lessons can be designed to accommodate group or individual working in practical and theoretical activities. 

In Great Britain, reference are made to minority students, for example, concerns are raised that ‘Black children are being systematically marked down by their teachers who are unconsciously stereotyping them (Asthana, etal 2010). Teachers are engaged in stereotyping a minority of students as lazy, idlers, thieves, drug addicts and confused. The outcome of these practices results in the students being de-motivated; engage in truancy activities, isolation and loss of interest in school work. In children this can lead to mental health problems caused by stress, bullying, and acts of racism, prejudice, discrimination, isolation and exclusion [Vassel 2006]. Equality prospects in the school operational scheme have the potential to address prejudices, labelling, racism, victimisation, bullying, exclusion and alienation.  For example, the nature of prejudice supports favourable or unfavourable attitudes, feelings and beliefs that have been constructed with prior knowledge, understanding and reason.  Verma et al (1994) argues that the prime characteristic of prejudice is its irrationality, a mind closed to evidence support and conflicting views. In addition, other factors such as of racism involve the combination of prejudice with the ability and power to subordinate individuals or group either consciously or otherwise. Following from this are bullying activities that include calling minority ethnics derogatory names and verbal racist jokes. In addition, students are alienated because of their ethnic identity, color of their skin, their accent and communication styles. All of which help to slow down the learning and progression rate of students in the class room Furthermore, equal practices in education can eliminate student group segregation, undervaluing of students, the restriction of knowledge transfer and the denial of group independence in the learning surrounding.

Promoting equality in education has several advantages for the educational managers, teacher, students and administrative staffs.  It provides the chance for the school community to be aware of the cultural background of each student. Moreover,  it helps school authorities to recognize the diversity of student population and encourages fair play, thereby, promoting of value, respect and maintaining dignity amongst student groups Likewise, it helps teachers to appreciate the range of experiences that each student brings to the class room environment and to demand the same level of excellence from all the students. More to the point, it encourages students to appreciate their social differences and put into motion sociable factors such as appreciation, tolerance, moral, ethical and conduct in students.  Finally, equality in education ensures that the educational managers and teachers should embrace various communication models amongst the schools population to ensure justice is practice within educational context of teaching and learning. Below are statements to demonstrate how equality or prospects can be promoted, implemented and maintained in the schools environment. 

1. Promote staff development and training 

2. Democratic leadership styles

3. Address methods of communication styles

4. Develop internal partnerships

5. Collaborative Projects

6. Encourage good supervision and motivational techniques

7. Effective classroom management 

8. Avoid the use  of threat and  intimidation

9. Implement equality opportunity policy 

10. Encourage team leading and team Building

11. Reduction of positive discrimination of teachers, students and community groups

12. Promote learning opportunities for all 

13. Create a ethos that eradicates the support of discrimination activities

14. Promote professional  group / teacher identity in staff recruitment,  selection and development,  curriculum, mentoring and coaching, guidance and counseling 

15. Encourage parents and communities to become actively involved in their children’s education

16. Encourage parents to be  involvement in the classroom & school management

17. Encourage parent & communities are also contributing to improving the quality of schools.

18. Strong and committed  leadership on equal opportunities for pupil and parent perspectives

19. Designing and enacting clear procedures for recording and acting on discriminatory and prejudice incidents

20. Managing Poor Performances 

21. Management of Stress

22. Consultation Net working

23. Community Net working 

24. Partnership and collaboration

25. Develop Educational Projects with overseas partners

26. Improving and sustaining an ethos that is transparent which enables pupils to discuss prejudices issues and share concerns

27. Using diverse monitoring as a practice and rigorous part of the school’s self evaluation and management

28. Developing and communicating high expectations accompanied by a clear view that underperformance by any group is unacceptable

29. Reviewing curricular and pastoral approaches to ensure their sensitivity and appropriateness
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Decentralization in the Romanian educational system is part of the national decentralization strategy and is meant to create an organized educational system, managed and financed according to the European rigors, which concerns the quality assurance of the instructing-educating process, total, equal and free access of all the children and youngsters to the educating act, the adaptation of the educational offer to the interests and needs of the direct and indirect beneficiaries, as well as creating and developing specializations adapted to the demands of the labor market.

The functioning of schools in a climate which is not easily adapted to the incessantly changing demands of the economic and social environment, affects the quality of education at any level and under all aspects.

The already conducted studies of diagnosis, as well as the actual facts demonstrate that in the Romanian educational system there is a crisis caused by the managerial competences of the school units’ managers, regarding the application of modern managerial theories and strategies.

According to the PIRLS (Progress in International Reading Literacy Study) of 2007, which measures the level of text comprehension, the reading and interpretation competences at the end of primary classes, Romania is situated on the 36th rank out of 45, in comparison with the 22nd rank that we had at the last evaluation in 2001 (an average score of 489 points out of 1.000 possible points) 

In comparison with the average of European countries, where only 5% of the pupils of the fourth grade are at the limit of the lowest degree of performance, 16% of the tested pupils in Romania in 2006 cannot reach even the lowest level of performance at the comprehension of a written text, 4% more than in 2001.

The international evaluation PISA (Programme for International Student Assessment) of 2006, made by the Organization for Economical Cooperation and Development (OECD) tested the competences of fifteen years-old pupils concerning Reading and Mathematics, and the way they use all the information in their everyday life. More than 50% of the pupils in Romania have low competences at Reading (53, 5% are situated at the first level of proficiency or below this level). We also mention that this percentage is growing as compared to the one in 2000.

The international evaluation TIMSS (Third International Mathematics and Science Study) is made on students from the fourth and eighth grade (Romania participated only at the evaluation of the students from the eighth grade), in order to test their competences at sciences. As the other test revealed, Romania is situated in the second half of the classification, and the results in 2007 are under the score registered at the anterior applications.

The performances recorded in sciences place Romania under the international average media. Only 2% of the eighth grade achieve high performances in science, while 23% fail to achieve even a low level of performance. In Romania there are still large differences between students from urban and rural areas, as well as differences between the performances of various schools. Young people, aged 15-24years, experience the greatest difficulties in the overall employability of the working population: the youth employment rate is 11% lower than the one registered in 2001. Also, the lowest values continue to be registered in the case of young people with a low level of education (8 grades -14,3%, 4 grades or without graduating school – 16,1%). This indicates the difficulties of finding labor on the labor market which they face, and the adult participation in lifelong learning in Romania is of 1,6% compared to 9,5%  as  it is the average in E.U. 

International studies show that there is a direct correlation between the quality of school management and the quality of the offered education, as seen in the students’ results at different national and international evaluations. 

A study realized by the Education 2000+ Centre, refers to the perception that the parents of primary and secondary level students have about school and the educational system in Romania. The parents complain about the fact that students in Romanian have a complex timetable and that they are part of an incoherent legal system, poorly funded by the state, with an out of date teaching style. Even if 95% of the parents believe that school is useful for their children to form their theoretical knowledge, very few of them say that school is useful to develop their children’s talents or practical skills which will help them to prepare for a profession.

The number of Romanians who are satisfied with the Romanian education is quite small, only 13% of the population aged 15, says a study conducted by GfK in September 2009, on a sample of 1000 people. However, comparing the school today with the school 15 years ago, there appear more negative opinions: about 58% of the Romanians aged 15 perceive an alteration of the quality and only 19%,  on the contrary, seized an improvement, mention the specialists from GfK. In addition, people with higher education are more likely to have a critical attitude towards the actual Romanian educational system and towards the way in which it evolved over the past 15 years.

Numerous studies and analyses have revealed the inappropriate use of resources, including human resources and, in particular, teachers’ psycho-educational training and the scientific methodological training, at a medium or low level. 

The researches of The Institute of Education Sciences, and other studies and reviews have identified barriers related to crisis of the managerial competences. The lack of or insufficient crystallization of knowledge/skills in strategic management and educational leadership of the persons involved in school management, the using of managerial techniques and instruments as an end in itself and not as a means of efficiency, the lack of failure or inadequacy of objectives, policies, strategies on quality, for a short, medium and long period, a belief  such as: “quality is achieved by detecting and solving the problems” and not by the fact that strategies regarding the prevention and addressing the risk factors that may occur in the current activity, lead to the application at the level of school units of a bad management.

Improving the quality and efficiency of education involves opening the educational organization to society and linking school education system with the labor market by promoting educational leadership focused on performance. According to this idea, performance refers to individual progress and to the value added through education.

Training managers at a national and local level must take into account the essential changes in the theory and practice of education, in management and leadership education, the results in these areas, the necessary changes at the level of mentalities. Following the principles of decentralization, the management system applied to all sections of the Romanian preuniversity educational system requires managerial career professionalization.

The promotion of an educational leadership focused on performance in a “healthy school”, characterized by trust and commitment of its professionals and its students’ success, involves applying a high result-oriented management and having the ability to promote a stimulating, dynamic learning environment, generator of performances and integrated especially in the UE economic and cultural space, as well as in the national and European space. 

The manager’s competent, participatory and reforming way of communication, having a situational managerial style, based on a supportive behavior, attracts the employees and gives them energy for joining a vision. Aligning the educational system to the criteria of the EU policies in education, requires the existence in the organizational culture of concepts such as: quality, performance, devotion and love for work. The managers’ role as institutional leaders is “to communicate the vision, to provide the auctioning direction of the group and to achieve the merger between work and pleasure.”

The functioning of the educational pre-university system in a decentralized environment requires, as a consequence of redistribution of decisional authority and public responsibility among the stakeholders (ministry-inspectorates- school unit- County or local government authority), the replacement and development of managerial competences at the level of school inspectorate and the school unit.

The effect of the functioning of the pre-university system in a decentralized environment at the school unit will increase the ability to:

· implement educational policies developed at the national and European level;
· increase the quality of education, quality expressed as through the students’ learning progress and their results, and thereby increases  satisfaction for all direct and indirect beneficiaries;

· increase the level of society’s confidence  in education;

· increase the prestige of the educational establishment in the community;

· ensure an institutional growth on average and long term, in line with the needs identified at the community, regional, national and European level;

· manage human, financial, methodological resources towards institutional development goals and objectives;

· communicate effectively intra and inter-institutionally, through rational use of modern information and communication;

· generate a real  and efficient educational partnership at the level of local community;

· initiate and develop partnerships at regional, national and international level;

Decentralization requires the effective management of the school, according to the requirements and socio-economic situation of the local community. 

Decentralization requires a “marketing” of the school. The marketing of public schools consists of increasing their autonomy from local or central authorities. The school units would remain in the public property, but they will be managed by a board composed of teachers, parents and local community members.

The administrative board will have fully decisional power, regarding the employment policy, curriculum (within the limits set by regulating authorities), student selection and school resource management and heritage. Funding will be made according to the parents’ request for a school or another, but also from private funds attracted by the administrative board. 

The advantages of school marketing   include: the parents can choose the educational services, the increased link between  the educational system and the local community, the imposition of high educational standards and teachers’ motivation. The students will benefit from a flexible and open system, that enables an appropriate and flexible educational course, which provides the opportunity of personal skills development. There will be created new opportunities of learning and social integration and active citizen participation in society will be among the fundamental objectives of the society.

The parents will have free choice of the unit where they want their children to attend school according to clear and transparent, non discriminatory criteria and rules.

The local or regional community will define in its strategies their expectations on the school network, and due to a contract they will state the requirements and aims from the school manager, and also the expected performances according to the allocated resources.

The employers, through local and county community, or through a direct contract with the school will participate in the decision on the basic skills at the exit from the system, regarding the profiles and the qualification, and they will directly participate in  the monitoring and evaluation.

In order to implement decentralization, we must take into account the relatively low managerial capacity of the schools’ managers, especially of those in the rural areas, who confront themselves with their own inability to exploit the law, to overcome the obstacles that arise. The prolonged lack of independence made a reduced administrative act, the decisions regarding the school unit being made by the school inspectorates. Among the identified obstacles are those which maintain the school’s organisation personnel’s counter-productive mentalities, attitudes and behaviour; the lack of or inadequate training of the staff involved in the managerial process; perceiving and ensuring the quality as an exclusive “duty” of the enforcement personnel and the lack of involvement of the concerned institutions; the priority given to quantitative objectives, at the expanse of quality objectives; the inefficient communication with the interest partners; ignoring the reluctance and resistance to change and of the methods/techniques to reduce them.

Decentralization, in essence, suggests moving the responsibility for financing and providing educational service, including management of all documents created or brought into the institution, from the central authority to the local authorities and even to the schools themselves.

In the context of applying the educational reform, based on the promotion of managers-leaders and not just managers-administrators, there is an essential note: internal managerial communication is not just a tool, but also a dynamic, independent and innovating force, which manifests itself especially in  relations with subordinates, materializing through what the manager realises beyond his administrative powers. The school manager should manage efficiently educational resources (human, material and methodological resources), he should develop his capacity to attract financial and human resources, to maintain in the system the well trained and motivated human resources.

The manager should define and communicate the required profile for future teachers, motivate teachers to achieve high performances through financial leverage, but also through identifying individual, real, training needs by mentoring activities, organizing training and development activities on a regional/county level and on the unit’s level. The school manager should also identify good practice and acknowledge innovation.

In order to achieve all these, the school manager should develop at the unit’s level a system of managerial control. School’s problems do not appear because of the managerial control operation; they exist and are caused by mismanagement and breach of law. The smooth running of an educational institution, regardless of the level, is conditioned on the acceptance and assuming of the fact that the student should be the centre of our interests. 

Developing a system of managerial control is done mainly in order to ensure that the management’s objectives are met. The standards of good practice in this field state that every employee should be responsible for his own internal control in the structure to which he belongs.

In this sense, the internal control is reflected in the structure of each of management’s functions, of every activity and it is the responsibility of every employee, this is why it is not recommended to be organized as a separate department within the entity.

The management control system has no reason to be, unless it superposes to the activities performed within the school organization, such as achieving the objectives which have been stated.

With the help of this control system, the school manager identifies the deviations of the results from the set objectives, he analyses the causes which determined them and adopts corrective or preventive measures. He handles a misconduct, an irregularity or failure occurred during the course of an activity by verifying the compliance with the law, the procedural legal framework in force. At the same time, the manager provides documented feed-back to the county, regional and national decisional-makers. The beneficiaries of this managerial control system are the students (directly beneficiaries), the unit’s employees, the parents, the community, the entire society (indirect beneficiaries).

It also facilitates the participation of all the beneficiaries in the decision-making process regarding the institutional development, based on shared information and on known requirements. However, at the level of pre-university school unities, there is on course an implementation and development of the managerial control system inadequate or ineffective, incapable of solving the deficiencies which arise in the school’s current activity.

The Control Body of The Ministry of Education and Research, Youth and Sports conducted from April to June 2010 a study, without claiming that it respects the sociological standards applicable to the conduct of such studies, involving 277 schools in the rural and urban area, of varying degrees, and from different geographical areas.

This study allows us, those who perform managerial control activities to have a general view, as close to the real situation that the school managers have to face with, in order to be able, together with other specialty lines of the Ministry, Institutes of Science and Education, Institutes of Superior Education, as well other organisations specialised in education, to develop a policy for the pre-university educational management, which has as a general objective the optimization of pre-university education at regional and local level in a decentralized environment.

The managers of schools unities had to complete a questionnaire which included several items related to management training, the use of modern technologies for communication in the current activity, the implementation and development of a managerial control, the knowledge and application of standards and strategies in the quality domain.

The results of this study are given below.
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The analysis chart of Fig.1 shows that the, from the actual school managers, only 42.29% followed and promoted either a master in educational management, either a training course in educational management.

97,10% of the respondents said that they had knowledge of PC, Fif.2 a), and out of them 94,58% used them in their current activity, fig.2 b). However, the item about the documents’ archiving, including the elaboration ad transmission of documents, fig.4 b), only 53.51% of them use the computer for archiving.

97,83% declared that the school unity had its own archive, but only 7.94% of them had attended a training course related to archiving, fig.4 a) and c).

Related to the implementation and development of a system of managerial control, 94,94% of the respondents declared that they had such a system, Fig.5), but only 35,74% of them had a managerial system control  in accordance with the Official Gazette no. 946/2005, fig.5 b).

In connection with the underlying operating system of managerial control, 89.89% said they had developed procedures, fig.6. Procedures developed under the Official Gazette no. 946/2005 were only 36,14% of the respondents, fig.6 b). An important fact is that the percentage of those who have developed procedures according to Gazette no.946/2005 is about the same as that of those who have developed and implemented a management control system according to the provisions in the Official Gazette no.946/2005, about 36%. The managers who fall in this percentage are the managers of vocational  high schools! Only 21,29% have developed or participated in developing procedures, fig. 6 c).

Regardless to the managers’ knowledge of the quality standard EN ISO 9001:2001, 81.94%  said that they had heard of this standard, fig.7), but only 38,32%  know the provisions, fig. 7 b). To notice that this percentage is given by the same executives who have management control systems and operational procedures according to the provisions in Gazette no. 946/2005.

From the analysis of the responses given by the managers of educational unities surveyed, the general conclusion was that they have shortcomings in terms of managerial training, as reflected by insufficient crystallisation of knowledge and skills in strategic management and educational leadership, by the absence or lack or inadequacy in quality strategies, in using the technology and instruments for communication as an aim in itself and not as a means of efficiency of the activities developed in their school unit.

At the national level there is a very heterogeneous section of teachers, headmasters, both as managerial performance as well as communication skills, motivation for institutional development. There are strong leaders, dedicated, motivated, promoters of the new, together with those who occupy this position because “someone has to do it”.

At the local level we can observe the existence of a group of school managers selected in many cases out of the only candidate on the station that he occupies, the validation of the manager depending on the economical, social and political context of the area where the school is located.

At the school unity’s level, the school manager’s status is tributary to the local context and to professional performance.

Noteworthy is the fact that the managers of vocational. High schools have better results to the referred chapters of the questionnaire The explanation of this better placement than the rest of the respondents is the multitude of training sessions where they participated due to the participation in the National Program Phare Ro 0104 – RO  0109, a program of educational modernization, involving preuniversity vocational and technological schools.

Finally, we can conclude that insufficient professionalization of the school managers amplifies the problems of the educational system regarding the students’ results, the satisfaction of the beneficiaries, the use of the resources, of access and equity in education.
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Abstract

The current century could be synthetically described as being under the sign of the management or as truly representing “the management era”  (M. Vlasceanu )

The management assertion as a profession represents an event with a major significance in the 21st century, an accepted and desired reality in the labour market and ,generally, it receives a great deal of attention, recognition and social respect.

The manager’s role is essential in any educational organization because he is the one who, by using his promoted position, practices and values, can develop a school into a dynamic institution or ca bar any lead of improvement. ‘The manager is the door  which the transformative measures could pass through easier or more difficult (or they even can’t pass) and this way they can reach the proper place-in this case the teachers and students.(Iosifescu, 2001, pag.9)

More often, the notions “manager” and “leader” are put side by side. The literature on this theme is considerable and so it is the implication of these debates for the development and the improvements of the managerial practices in organizations.

P Drake in “The Practice of Management” defines the two terms distinctively: “management” means to do the things properly; whole “leadership” means to do what you have to do. Such an analyses is sustained by the metaphor of the way through the jungle: in organizing and displaying the expedition- which is often similar to the organizations’ activity in attaining their goals- the manager prepares the tools, give them to the participants, writes down and debates upon the books of procedure, while the leader checks out for directions, for the route, as he has a special sense in finding the best route.

Therefore, while the manager generates order and organization, the leader creates and stirs up the change, maps out directions, not only objectives, sets out directions, not only agendas, looks for new resources, not only assigns rationally the ones that he has already had.

In the literature of speciality, there is a certain tendency bent for bringing forward the leader who dissociates himself from the manager because of his motivation, way of thinking and operating. The latter tends to take an impersonal line, even a passive one regarding the assumed targets, and this way the managerial objectives come from necessity rather than will.

Socializing with different people who held a leadership position, it was proved that they are dynamic people, shaping and animating different ideas. They are those who take an active line in relation to the determined objectives and it is significant the exerted influence in changing the present situation, in evoking images and expectations or in setting specific goals.

The managers socialize with other people by token of the role these people play in a chain of events or in a decision making process, while the leaders, who are mostly concerned about ideas, interact in a more intuitive and empathic way.

John P. Kotter considers that such each position requires a certain type of necessity: “the leader is rather associated with the imaginative, pre-emptive and intellective plan, while the manager is associated with the operative plan. The former is the architect the latter is the builder; it is certain that there is no way to have one without the other, no one is superior to the other.”

The near future inevitably brings about uncounted changes of content and spread regarding the philosophy and managerial practice on a level with the Romanian school. By the intricacy, earnestness and spread of the assumed actions, decentralization is the capital factor for the reorganization and re-dimension of the managerial position. The two actions go together axiomatically, encompass and define themselves mutually. This is because decentralization imperatively supposes a redeployment of the authority in charge and the public accountability for specific educational positions, from a central to a local level. These goals cannot be attain unless school consolidates its educational capacity to assume an extended and responsible decisional role.

At the same time, decentralization supposes the transition from a leading culture centered on procedures, on the school functionality as an adequate goal, to a strategic approach. This means as well a reversal of the leading pyramid from administrative to leadership, from a management oriented toward the internal school to a public, co-operant and prospective approach.

An essential role in the success of the managerial activity is represented by the psychological and social managerial competences acquired in different formal/ standardized or informal contexts. So, the manager must be able to generate, to manage and control the interpersonal relationships in the surroundings where he carries on his activity; he must also prove self-control and he must be able to surpass stress and anxiety.

Because of the social skill lack, the intellectual excellence produced a haughty behavior, a lack of genuine communication between the manager and his subordinates, failing to communicate them a work vision and, more than that, failing to determine them to involve in attaining the assumed standards.

The art of leading is a form of emotional intelligence which refers to the individual’s capacity of being assertive, empathic, of socializing easily and of being charismatic.

Those managers who prove to have a high IQ meet with more professional success than those with a lower IQ,  they are  better viewed  in the organization, they are more internal motivated, more optimistic.

In conclusion, the management is science, as well as art, because it is based not only on well-based knowledge, but it also requires intuition, spirit of anticipation, innovative solutions.

At the same time, the compulsory abilities of a manager should regard the self assessment capacity, the super evaluation and control capacity, the communication and socialization ability at the organizational level; he must batch his time properly, identify, analyse and solve the problems efficiently, manage successfully the subordinates’ activities, evaluate the attaining of the assumed objectives, be aware of his own qualities and drawbacks as well as the others’, and he also must have the ability to get next to his subordinates, successfully solving   delicate situations. 

This novel blend between knowledge, informing, creativity, empathy, adapting capacity of the theoretical models to real situations and contexts, makes the management a complex activity which requires at the same time not only charisma, but also knowledge; not only information, but also formation.
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Managers Professional Diseases
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1. STRESS

When confronting a stressful situation, people can have different reactions: physiological, psychological, biological and behavioral. In everyday life there are two types of stress: the positive one which is productive and benefic and the negative one which is part of a subsequent pathological evolution, illness or even decease.

Enterprises which consider the psychological health of the employees an essential priority as they consider their turnover will be the most succesful. What is the role of stress at work and how this is amplified by the economic crisis we are going to find out by evaluating the hope of life. 

From the scientific point of view the term ”stress” is defined as a physiological, biological and psychological reaction  of the organism faced with a certain danger, response which follows some stages: the first- focusing and recognizing of the stressful, destructive agent, the second –mobilization of the energy to fight against it, the third- urging to action . The positive type of stress helps the organism to adapt and react in critical situations. These reactions are sometimes healing. But there are circumstances when the stressful situations surpass the possibility to adapt and react normally so they might became further serious pathological evolutions. The reaction of the organism is observed through the biological modifications or the behavioral reactions.

If the stressful circumstance lasts, after the alarming phase which mobilizes the entire organism to defend itself, a stage of adaptation to this harmful factor follows and the organism tries to maintain a minimum of defensive reserves. After that, decompesation and a full state of exhaustion succeed. In everyday life we are frequently confronting to stressful events which are mostly adaptable reactions to certain stimuli. These responses and attitudes depend on the type of stress, the period of exposure, on the connection to another aggravating factor and, of course, on our genetic structure and the continuous connexions between our professional and personal life. 

At work, the notion of stress may be approached taking into consideration three main elements: the stress factors, the relational dimension and the stress effects. In the professional field, the employee is subdued to a permanent challenge which causes him/her a very “expensive” period of storm and stress. On one hand, the employee suffers mentally and physically this determinating some reactional states which will generate functional responses and further real physical diseases. On the other hand, the enterprise will also "suffer" not only from the employees’ absenteeism but from the cost of the treatments for recuperation and also from the tension created between people whose self confidence will deteriorate day by day.

In Europe almost 20% of the employees think that their health is strongly affected by the stress problems they have at work. We can talk about stress at work when a person suffers a lack of balance between what someone asks him/her to do and the resources he has to accomplish this demand.  Among the main health problems we can mention headache, cephalalgia, osteoarticular pains, a permanent state of tiredness, sleep problems and anxiety or depression. The problem of suicide as the one from "France Telecom" (25 cases at work in 18 months) is far from being solved and this situation is presently considered as a suicide epidemy. Even if this is a psychological process, the effects of stress are not only of this nature because stress equally and progressively affects psysical and mental health. There are many stress factors recognized in the professional field: physical hard working, the impeding impression to make mistakes, assuming certain professional responsabilities, etc  are some of the elements that create the psychological barrier. Working in isolated places, security jobs and working at night produce biological desyncronizations such as unrest, confusion, lack of autonomy, frustation. This also creates impression of devaluation of work and of the individual which has negative impacts on the work performance.

Supraqualification (persons who stepped forward into professional hierarchy without a necessary qualification, give up psychically and cannot cope with the job responsabilities) as well as underqualification (employees who are forced to work in lower conditions just for a living not accordingly to their proffesional schooling  ) may generate a permanent stress which seriously affects the individual.

Political and social instability in a state as well as organizatory instability in an enterprise generate conflicts, ambiguities and insecure situations which are not easily supported by the human body. These also bring about suffering, the sensation of injustice and permanent worthless which may degenerate in anxiety, violent reaction, agressivity even stimulating the stress of the people around.

And finally these problems cause a diminuation of the professional efficacy which demotivates the worker and increases when he/she doesn׳t have the possibility to express himself/herself.

2. DEPRESSION

The diagnosis of “depression” is given to a person who has a two week bad disposition and who feels no interest no matter the given situation. In addition there can also appear: losing weight, inhibition, unrest, tiredness, ideas of committing suicide and lack of appetite. There are some cases when hearing halucinations may appear. Sadness is part of the human living but it can modify the typology of thinking and so does depression. In most of the cases, ambulatory treatment is righ enough in depression. "If someone is going to commit suicide he/she must be hospitalized" said Radu Mihailescu, medical director from "Obregia" Hospital, Bucharest. 50 % of the persons who suffer from depression can be cured, 30% can be partially treated and 20 % from the cases became chronic.

Luca (2010) establishes some physical causes of depression: tiredness, loss of energy, lack of sexual appetite, insomnia, lack of appetite (in general) or immoderate, alcohol consumption or smoking in excess.” If you have only four of these symptoms for a day, two weeks or a month, you must see a doctor immediately" says dr. Laurentiu Luca, the director of “Puls " Clinic.

Doctors and psychologists suggest ten antidepressive pieces of advice. People should always:

· Accept help!

· Concentrate!

· Be sociable!

· Smile!

· Dance!

· Keep themselves busy!

· Do sport!

· Be optimistic!

· Learn to forgive!

· Be greateful!

Find out information that may help you understand this disease but do not try to heal yourself! Sometimes there’s necessary a psychological conciliation and medicinal treatment for a long period of time! Don׳t be desperate and unhelpful! Try to be optimistic, hopeful because this helps your psychic! Think positively and concentrate on good and beautiful things around you! Be friendly with people around you! Look for funny persons and things that can make you smile! Explore any state of good mood! Music can be of great help. Singing and dancing are signs of happiness. Entertain yourself! Daily routine, compulsory or free, helps you became useful and forget about depression. Do as many physical exercises as you can! Walk more! Even the physical contact is important. Permanently hug someone! Don׳t let thoughts  ruin your mood. Reflect upon yourself! Psychiatrists say that depression is sometimes perceived as a sens of guilt. For this reason, learn to forgive! It is very important to be pleased by the thought that we exist and we are healthy. So, learn to show it when receving a gift or a helping hand!

3. SPONDYLOSIS AND PROFESSIONAL DISCOPATHY

The spine rachis may be affected during some continuous activities which sometimes impose non-physiological conditions such as the activity done by the managers. The intervertebral annuli lose their resistance and there are cases when they turn up. Their structural and physiological modifications can produce the so called vertebral and paravertebral "discopathies", whose most unpleasant symptoms are the pains.

Osteoarthritis - Represents a degenarative process of the ossous joints, disease which can be caused by obesity that frequently appears from sedentary situations as managers are exposed to.  This is usually a two-sided affection especially at the knees’articulations. (Todea 2000)

Myalgia - this disease appears at managers who spend much time sitting and represents a contraction of certain muscles.At managers this problem usually locates on the back muscles. It is recommendable that managers should adopt the right position when working, fit out properly the place of work, have regular breaks to relax and do some exercise.(Hoghstedt, 1993). Among the professional diseases whose investigation and evidence is compulsory, there are mentioned:

· coordination neurosis which appears as a cause of the systematic training of muscles and ligaments, of an incorrect position when sitting or of a tendons pressure.

· chronic arthrosis appears after long working adopting incorect positions.

4. OBESITY

Obesity is one of the most severe humanity health problems being considered in some countries the second cause of mortality. In Romania the rate of obesity is 25% and 50 % of Romanians are overweight. The main causes of this disease are: excessive accumulation of adipose tissue, different disturbances of lipidic metabolism, diabetes, severe breathing deficiency, heart diseases, hypertension, vascular accident, gout, biliary lithiasis, insomnia, depression.

Proportional to the excess of weight, obesity can be light (+10 – 15%), moderate (+10-20%), severe (+20% and more). A method of estimation of the body mass (after Lorentz) consists in dividing the weight of the body  into the square of the height.

Example: weight 73 kg

· height 1,72 m

· etimation 73/1,72x 1,72-24,67

Analogy with the following data:

1. underweight: < 18,5 

2. normal: 18,5 – 24,9

3. overweight: > 25 

4. pre-overweight: 25-29

Difference for sexes:

5. ideal weight for man = (hight-100) – (hight – 150)/4.

6. Ideal weight for women = (hight -100)-(hight -140)/4 

Obesity frequently appears when people eat in excess and at sedentary persons (managers who do little physical work or physical exercises). The excessive caloric indigestion implies not only the exagerate consumption of food but olso eating inadequate food or drinking too much alcohol. Every surplus in kg represents a threat for the body health.

Nutritive necessities have to take into account the age, the sex and the height. When overweighting it is recommendable that people should follow a hypocaloric diet, physical exercises and in more severe cases, medicinal or surgical treatment.

In general, a diet supposes reducing the consumption of fats and sweets and  other food rich in colesterol (eggs) and salt. When someone is angry or nervous he/she must drink wather instead of eating, it is advisable to have a frugal dinner, to take a walk after dinner, to get up earlier in the morning not to leap over meals; food must be well masticated; he/she must eat only raw vegetables (carrots) or less sweet fruits between meals.

Physical exercises accelerate the diminuation of fats but alone they cannot provide an adequate  treatment against obesity, they must be associated with an appropriate diet and with other therapeutic means, if necessary.  The physical exercise is absolutely necessary to struggle against sedentary life (hipoactivity) which is defined in many ways. However, Sui et all (2007) show that a healthy body is associated with the ability to walk quickly at least 30 minutes a day. Onose et all (2009) show that a sedentar person is the one who doesn׳t walk 15 km a week or 50 minutes twice in a week, 30 minutes three times a week.

A physical exercise has great positive affects:

· losing and maintaining weight;

· reducing the adipose tissue;

· diminuating glycaemia, especially for diabetics.

Prescribing the physical exercises must be a varied at people on the third age (managers) especially at overweight people, taking into account their weight, their more aged organisms. That is why Kodama et all (2007) recommend minimal levels of physical effort for aged persons to present cerebral accidents or even exitus. As relaxing and revigorating means we can mention massage, climato-therapy, alternative treatments as: cromo, aromo, or melo-therapy. 

However, when treating such a problem many doctors must cooperate: cardiologist, endocrinologist, nutritionist, family doctor, psychologist, etc.  All of them must cooperate and indicate an alimentary diet, an on-going way of life and to persuade the pacient of the importance and necessity of:

7. a healthy and balanced diet ;

8. smoching elimination;

9. having an adecvate sleep; Copinschi (2005) sustains that having  a rest in small sizes leads to increasing the apetite and consequently to overweighting;

10. removing sedentariness.

Teachers, especially managers, must imply themselves in fighting against students obesity by implementing programmes which contain physical exercises,  combatting sedentarism and limitting the time they spend watching TV or playing on the computer.

Among the recommended medicinal treatments there are:

· amonium carbonicum;

· amonium murtiaticum;

· antimonium crudum;

· aurum metalbicum;

· calotropis giganteea;

· capsicum;

· fucus vesiculosus;

· graphites;

· Kali bichronicum;

· Phytolacca Berry and others.

The surgical treatment is applied in cases of severe overweight that do not respond to diet or medicinal treatment.

5. HAEMORRHOIDS

Haemorrhoids represent another pathological aspect which shows itself especially at sedentary people, such as managers. Although half of the population over 50 suffered or will suffer at a certain moment of this disease, only 4% of cases producces serious problems. Haemorrhoids appear as a dilatation and an inflammation of veins in the rectal and anal zone at persons aged between 45 and 70, age being a cause itself. They may also appear at the age of 50 as a genetic inheritance.

One of the main causes of haemorrhoids is considered to be constipation which is regularly determined by the life style (sedentarism), by the luck of fibres in nutrition (fruit, vegetables) which reduces the intestinal transit, by some gastrointestinal disorders (diarrhoea) or by the bad habit of standing to much time in the toilet reading. Sedentariness also represents one othe most frequently cause due to the lack of physical exercises, sitting on the chair or standing is associated with a slow intestinal tranzit (constipation). A sedentary life supposes a continuous pressure in the anal area that leads to haemorrhoids.

Among the other causes we can mention some hepatic diseases such as fat liver and hepatitis. Even some medicines like antidepressives, narcotics, antiacids, or oral contraceptive may cause the appearance  of   haemorrhoids. Haemorrhoids may be internal (into the rect), usually unpainful and external which are often painful and irritant if they are not treated.

Generally, hemorrhoids are not dangerous and do not represent a threat for the people׳s life. But this problem may be prevented with a healthy diet, rich in liquids and fibres together with physical exercises, avoiding too tight underwear, treating constipation, reducing weight and doing pelvic gymnastics.

Modern data in the management of haemorrhoids were amply presented by researchers and clinicians after 1985 (Banov et all, Sikirov, 1987) and in the past few years especially by Mackay (2001).

Specialists recommend: 

· treatments applied at home through hydrotherapy, cold compress, analgesics, etc;

· natural dietetic treatments: many liquids, rich fibres food, Ruscus aculeatus, Aesculus hippocastanum;

· surgical treatments (Scheier et all, 2006, Giordano et all, 2009)

6. MILKLEGS

Every step we make the weight of the body is taken over by the leg and the blood is pushed up to the head. When the veins don׳t ensure an appropriate circulation they can dilate becoming real "lakes" of blood – milklegs. And when they are visible and dilated they give typycal symptoms: tiredness, the sensation of weight and pain of the leg.

Milklegs represent permanent blue dilatations of  veins especially of the lower limbs: thigs and shanks. In severe cases, milklegs may became ulcerous wounds on the skin surface.

Broken veins are permanent dilatations of superficial veins. Much more thinner than milklegs these broken veins are usually red. The causes of milklegs are not fully understood. There are cases when the absence or the weakening of the venous valves that prevents the retrograde flowing of the blood in gravitational direction leads to a bad circulation. In the other cases we can talk about the weakening of the venous walls. Milklegs are rarely the consequence of the disease such as phlebitis. 

Women suffer more frequently than men from this problem. 80% of the cases are dued to eredity factors but there are still many other factors than can increase their appearance: hormone disorders, puberty, pregnancy, menopause, life style: sedentarism, high-heeled shoes, warmth, obesity, cellulite, hormon treatments, age, profession.

Preventing milklegs

Milklegs are generally progressive and cannot be completely prevented. But maintaing a normal weight and doing regular exercises represent some  beneficial methods. People who have such problems must avoid having hot showers, sunbathing,  sauna, continuos sedentary activities. Symptoms: discomfort, the sensation of tension in lower limbs, oedma at an advanced stage chronic venous insufficiency (50%), hiperpigmentation, eczema, bleedings, varicose ulcer. Before any treatment it is necessary to have a clinical examanation to detect the type of milklegs.

Almost all types of milklegs can be healed and the treatments are not painful. Internal and external milklegs are surgically treated through the strepping method. Scars may remain on ankles, knees or inghinal area and that is the reason that the patient needs hospitalization and general anaesthesis. After the surgical intervention medicinal tights are recommended for a month or two. Among other methods there are microsclerose or sclerotheraphy – methods that are not allowed in the hot periods of the year, the laser method is promising. Sometimes a medicinal treatment is necessary to protect the sangvinic walls but the medicinal tights are very useful because they calm the pains. 
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Strategic objectives of the educational managerial plan (the curriculum and school inspection department)

Marin Ionică


Inspectorate of Education, Olt County, Slatina City, Ecaterina Teodoroiu Street, nr. 64 B, Postcode 230053, Romania
As a result of the diagnosis activity, the Curriculum and School Inspection Department intends to attain some strategic goals, aiming the following educational fields: Curriculum, Human Resources, Material and Informational Resources and Community Relationships. This activity of diagnosis was realized by using the PESTE analysis which evaluates the general context which is external to the educational system (the political, economical, social, technological and ecological context) and by using the SWOT analysis which is based on the internal background, focusing on strong points and weak points, on opportunities and risks/threats.

These strategic goals are:

· Quality Assurance in Education

· Ensuring equal access to Education

· Ensuring personal and professional development for the school education staff

· Increasing the  school’s role in promoting new information and communication techniques

· Projects and programmes development with the community help

All these will be synthesized in the Managerial Plan as following:


	STRATEGICAL GOALS
	EDUCATIONAL FIELDS

	 Quality assurance in education
	1. Curriculum

a) the optimization of the system assessment by using the quality criteria and the target  performance

descriptors in order to acquire competences

b) the assurance of institutional background in order to acquire quality in education, at the county level

c) The development and diversification of the curricular offer in order to motivate all categories of students so that to attend school.

d) The stimulation and democratization of school life by offering extracurricular programmes.

2. HUMAN RESOURCES:

The assurance of managerial and specialized assistance by school inspection for teachers who live in the county.

3. MATERIAL AND INFORMATIONAL RESOURCES:

The popularization of the political educational documents and of the finalities on schooling grades in order to know and apply efficiently.

4. COMMUNITY RELATIONSHIPS

The ISJ Olt works together with MECT, The National Council for Curriculum, ARACIP, The Institute of Education Sciences on Curriculum issues, The Prefecture, The Olt Council, The City Hall, ONG, associations and foundations which offers educational programmes. (“Muntenia” Centre, Pitesti ”Valahia” University – Targoviste, S.C. Educatia 2000 + Consulting S.R.L., Siveco Romania S.A., S.C. 10 Plus S.R.L.), The Parents Associations and The Parents Representative Council, etc.

	B. The equal access assurance to education


	1. CURRICULUM: The projection and development of the curricular offer  in relation to the students’ individual characteristics and the community educational needs

2. HUMAN RESOURCES: The assurance of specialized assistance for the teachers in the county who work in improper surroundings.

3. MATERIAL AND INFORMATIONAL RESOURCES: The popularization of the legislative documents about the equal access assurance to education so that these could be applied efficiently.

4. COMMUNITY RELATIONSHIPS: ISJ Olt cooperation with the community representatives for spreading the educational programmes intended for groups of students from disadvantaged surroundings.

	C. Ensuring personal and professional development for the school staff
	1. CURRICULUM: the promoting of a personnel policy so that it could assure the growth of the quality and efficiency of the activities

2. HUMAN RESOURCES: the stimulation of the teachers’ participation in formative/ training programmes.

3. MATERIAL AND INFORMATIONAL RESOURCES: the promoting of the adapted programmes bidders whose main goals are the  changes in education  

4. COMMUNITY RELATIONSHIPS: the advertising of the special results obtained by  teachers

	D.  Increasing the school role in promoting new information and communication techniques
	1. CURRICULUM: the implementing and promoting of E-learning programmes at the county level which must enfold the whole teaching staff

2. HUMAN RESOURCES: the teachers’ stimulation to get through the programmes which apply thee educational soft

3. MATERIAL AND INFORMATIONAL RESOURCES: the endowment insurance for a complete informatisation of the educational, managerial and executive departments. All these will be made by setting the investments requested at the county level.

4. COMMUNITY RELATIONSHIPS: the promotion of the schools’ concern about applying the new techniques

	E. The projects and programmes development with the community help
	1. CURRICULUM: the schools’ supporting in bidding educational projects and programmes with the community help.

2. HUMAN RESOURCES: the teachers’ motivation in order to apply for educational projects and programmes.

3. MATERIAL AND INFORMATIONAL RESOURCES: The supporting of the information transfer in  projects and programmes elaboration

4. COMMUNITY RELATIONSHIPS: The promotion in the community of some good role model practicing in schools regarding the  educational projects and programmes development


The Strategic Target A: 

Quality Assurance in Education

The curricular fields

The motivation for all students to attend classes by diversifying and developing the curriculum offer

The assurance of an institutional background in order to acquire quality in education, at a county and town level

The optimisation of the system assessment by using quality criteria and target performance descriptors in order to acquire competences

The stimulation and democratisation of school life by offering extracurricular programmes

The establishment of professional boards with specific responsibilities as following:

· the monitoring and assessment board of school inspection

· the monitoring board of material basis in schools

· the board implementation of the optional courses and the school staff’s hiring

· the health and security board

· the quality assurance board

The evaluation and vindication board

· the board of educational projects, public programmes and training programmes

· the vindication board of school attendance and non-attendance rate and rhythmic marking

· the board of exams and school contest organisation and expanding

· the C.L.D.P.S.F.T.( the local development board of the social partnership regarding the professional training)

The following important actions will take place:

The elaboration of the analysis reports for 2008-2009 school year

The organisation of the Curriculum and School Inspection department; the job requirements

The diagram elaboration of the orientation and control activity in the Curriculum and School Inspection department

The school planning check-up for the optional courses

The diagram elaboration for the school contests development

The programmes elaboration for the teachers’ training

The school information regarding the amendments which occurred in the plan framework and school planning

The realisation of guidance and control diagram in order to assure quality in education:

· pre inspections

· special school inspections

· thematic inspections

· complex inspections-e.g. RODIS

· returning inspections

· the plan measurements elaboration in order to rectify the problems and the checking of their implementation

· the national exam organisation

1. bacalaureat

2. national evaluation

· the school contests organisation at the county and town level

· the organisation of the educational market offers/bidding

· the guidance and control regarding the correct implementation of the plan framework and school planning

· the programmes achievement regarding the misbehaviour and juvenile delinquency control and prevention 

· the private schools monitoring regarding the legal adherence in organizing and development (the functioning notification; the staff’s policy recruitment; the projection of teaching-learning-evaluation process; the study completion)

Human Resources Field

The assurance of managerial and specialized assistance for teachers who live in the county, by school inspection and the following actions:

1. The data base updating regarding the inventory of the didactic, auxiliary didactic and non-didactic staff

2. The project elaboration and endorsement of the school plan for the 2010-2011 school year

3. The class attendance monitoring in order to exclude school abandons

4. The check up of students’ mobility and adherence to legality

5. The establishment of advisory boards for each teaching line

6. The establishment of the boards which are responsible for subject elaboration for the school contests

7. The check up of didactic planning and projections

8. The organization of the high school preliminary examination in 2010; the organization of registering in the 11th grade and in the completion year

9. The organization of the teachers’ examination and its development

10. The monitoring and practical application of the students’ fruition in internal and external evaluation

11. The check up of the way in which the managerial roles are accomplished in the methodical boards

Material and Informational Resources Field:

The document popularization of the educational policy in schools, in order to know and apply it efficiently

· The accomplishment of a data base for each teaching line, encompassing the official curricular documents, the alternative school books offer, the curricular auxiliaries, the available educational soft

· The assurance of free school books for the 1st to 10th grade students

· The exam subject examination for professional certification

· The realization of school legislation, on the I.S.J. site

Community Relationship Field

The following actions will be to apply:

· the unfolding of the extracurricular programmes which allows students’ initiative and involvement in different kinds of social actions. These actions will develop students’ consciousness of being a part of the local community and also the fact that they have social responsibilities to carry on.

· the check out of the conformity between the material resources in schools as well as the local community and the students’ options, in order to assess CDS.

· the check out of the efficiency the school learning zones are used and the hygienic-sanitary conditions.

Strategic Target B: 

Equal access assurance to education

· CURRICULUM: the development and projection of the curricular offer in relation to the students’ individual characteristics and the community educational needs.

· HUMAN RESOURCES: the assurance of specialized assistance for the teachers in the county who work in an improper surrounding.

· MATERIAL AND INFORMATIONAL RESOURCES: The popularization of the legislative documents about the equal access assurance to education so that these could be applied efficiently

· COMMUNITY RELATIONSHIPS: ISJ Olt cooperation with the community representatives for spreading the educational programmes intended for groups of students from disadvantaged surroundings

Strategic Target C:
Ensuring personal and professional development for the school staff:

· CURRICULUM: the promoting of a personnel policy so that it could assure the growth of the quality and efficiency of the activities  

· HUMAN RESOURCES: the stimulation of the teachers’ participation in formative/ training programmes.

· MATERIAL AND INFORMATIONAL RESOURCES: 

· the promoting of the adapted programmes bidders whose main goals are the changes in education  

· COMMUNITY RELATIONSHIPS: the advertising of the special results obtained by teachers

Strategic Target D

Increasing the school role in promoting new information and communication techniques:

· CURRICULUM: 

1. the implementing and promoting of E-learning programmes at the county level which must enfold the whole teaching staff

2. the monitoring of the educational soft using ( SEI, AEL, so on)

· HUMAN RESOURCES: the teachers’ stimulation to get through the programmes which apply thee educational soft

· MATERIAL AND INFORMATIONAL RESOURCES: the endowment insurance for a complete informatization of the educational, managerial and executive departments. All these will be made by setting the investments requested at the county level.

· COMMUNITY RELATIONSHIPS: the promotion of the schools’ concern about applying the new techniques

Strategical Target E:
 The projects and programmes development with the community help:

· CURRICULUM: the schools’ supporting in bidding educational projects and programmes with the community help.

· HUMAN RESOURCES: the teachers’ motivation in order to apply for educational projects and programmes.

· MATERIAL AND INFORMATIONAL RESOURCES: The supporting of the information transfer in projects and programmes elaboration

· COMMUNITY RELATIONSHIPS: The promotion in the community of some good role model practicing in schools regarding the educational projects and programmes development. 
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Abstract

The study we have carried out is dedicated to the theoretical and practical problem of  teaching strategies.

It aims to give an overview of the information on teaching strategies that already exists in the specialized literature. The purpose of this necessary synthesis is to emphasize the acute need for its systematic research from a more subtle educational point of view. The theoretical perspective from which we treat this issue is suggested by a classical definition of teaching strategies (that can be found in many other definitions).

Keywords: teaching strategies, active/interactive teaching strategies, efficiency of teaching activity, educational technologies
In modern didactics, where the student’s statute and learning status is reconsidered, where learning is approached as a constructive and active process, models of teaching strategies have been developed, where teaching actively involves both the teacher and the student, presuming systematic actions and operations developed in order to organise, carry on and guide the best the learning activity. Therefore, teaching is no longer perceived as an activity of conveying knowledge, but a problem of organising and leading the teaching procedures, of organising the students’ learning experiences. Professor Romiţă Iucu states that teaching is “a difficult and complex task that presumes time and willpower to reflect upon it and revise necessary and possible actions and decisions” (IUCU, ROMIŢĂ, (2008), School Training. Theoretical and Applicative Approaches, Polirom Publishing House, Iaşi, p. 98). 

In the thesis the theoretical and methodical premises of selection of active/interactive teaching strategies are justified: the analysis of the scientific approaches to the problem of active and interactive methods of teaching is presented; the determination of the concepts „teaching”, “didactic strategy” and “pedagogical technology” is introduced.

In the last ten years, there has been considerable interest in the educational applications of electronic networking. The use of the educational soft has been adopted into every aspect of educational life. The academic community supports the use of the Web as a tool to enhance teaching and learning. The problem is that the implementation of Web courses is not an easy task. The implementation of educational soft for teaching teachers in a supplementary teacher education course is also presented and discussed.

The development of modern technologies opens new dimensions to the achievement of the educational activity – combining traditional strategies with modern ones (multimedia, educational software, distance courses through radio, television, internet, e-learning, virtual learning classes).

The variety of educational circumstances and influences require original strategy constructions, the educator having multiple strategies selection and combination alternatives. The trends of updating and improving the teaching strategies subscribe to increasing the interactive-creative feature of the teaching process, to applying methods of a pronounced forming character, developing active-creative teaching, to making available new training technologies (e-learning) or some technologies linked to developing multiple intel (expert system, drill and practice strategies etc). Within the multitude of training methods, procedures and techniques permanently developing, the issue that emerges is of an efficient, contextual combination of individual strategies with the cooperational, group learning and interdependent work strategies. 

The first studies of the concept have been performed on the level of the educational macro-system (educational policies), where strategies used to be analysed as sets of measures intending to achieve the purposes of a certain educational policy and to manage contents of administration, as a set of decisions. (D Hainaut, 1981, p. 6). The structure of great complexity of the teaching process, the multitude and interdependence of component factors, the difficulty to isolate and sepparately differentiate between the teaching variables and influence over the learning activity explain the slower accumulation in the field of scientifical fundamenting of teaching strategies. 

Pedagogically speaking, strategy is the means to achieve the teaching activity and fulfill the intended objectives; analysing the specialised literature, we notice the concept is pluri-semantical. 

Teaching strategy represents: 

· „a set of resources and planned methods, organised by the teacher in order to allow students to reach the given objectives. The individuals, locations, materials and equipment make up the respurces, while the means of intervention (approaching), teaching forms and techniques represent the methods” (Parent,  Nero, 1981, p. 16).

· „ a set of forms, methods, technical means and principles of employment, with the help of which contents are circulated, in order to reach objectives”. (Ionescu, Chiş, 1992, p. 9)

· “a set of tools put to work in order to reach a goal, starting from organising the materials and choosing the bases to determining learning tasks and conditions to achieve them. All of these would depend on the objectives to be reached and the phases of the formation directly experienced by the subject”. (Nunziati, 1990, p. 15);

· „the specific, timely, conjunctural combination of methods, means, forms of organisation, material and time resources, types of learning” (Ungureanu, 1999, p. 16);

· „a group of two or more methods and procedures, integrated in an operational structure” (Cristea,  2002, p. 350)

· „the expression of the organic unity of methods, procedures, teaching means, ways of organising learning during their sequential development, in order to achieve the instructive-educational objectives” (Stanciu, 2003, p. 183)

· “a complex, circular set of complementary educational methods, techniques, and types of organising activity, based upon which the teacher develops a working plan with the students, for an efficient learning”. (Oprea, 2006, p. 24)

Defined as such, the combination of its elements becomes a „defining reference of strategy and an efficiency issue” (Cerghit, 2008, p. 327). Ioan Cerghit defines strategy as a „way to approach (theory, global representation) of a training circumstance, that associates a combinatory type of action (a procedure), in order to concretely solve this circumstance” (idem, p. 326). 

The author gives to the concept of „teaching strategy” four connotations that do not exclude themselves, but complete each other (Cerghit, 2002, p. 274):

· “an integrated kind of approach and action”, “a way of thinking or contriving how to put students in contact with the subject, with reality”, “a way of thinking and option for a certain type of learning experience out of more possible ones – by means of problem raising, eurhystics, alrorhythms, facts – experiments etc”. 
· “a procedural structure”
The interpretation of this assertion points out that strategy implies to draw up a behavioural plan in teaching and learning, an action plan that leads to the achievement of the purpose, a programming of specific behaviour and particular circumstances of development, according to the principle of coherence, compatibility and complementarity of effects. The achievement of the teaching activity is not algorhythmical, but requires an operative readjustment of educational interventions according to the permanent feedback, it involves moments of didactic option for a certain way of continuing the activity. 

· “a chain of decisions”
The achievement of teaching means a logical order, a chain that leads in the end to accomplishing the intended objectives. Strategy presumes „the identification of learning types that exercise the envisaged behaviour: establishing the modality of working with the students, of teaching interactions (six variants), of stating the educational methods, procedures and means: selection of the set of exercises, of homework, practical activities that they will solve are the four elements that add to crystalising a strategy.” (Radu,  1986, p. 45)

· „an optimal interaction between teaching and learning strategies” 

Analysed at this level, teaching strategies cannot be sepparated from the learning ones; the teaching strategy represents the best way to present teaching contents, while the learning strategy, defined by other authors as cognitive strategy or self-management behavior (Raynal, Rieunier, 1997, in Cerghit, 2008, p. 332) defines “the student’s capability to select strategies from his inventory and the effective way of using the most adequate to the given topic”.(Cerghit, 2008, p. 331).

Irrespective of the expression shape, all these definitions present some mutual elements that catch the essential specificity of a teaching strategy: 

· Strategy views to reach the teaching objectives;   

· Strategy presumes a certain combination, optimal articulation of its component elements; 

· Strategy represents a set of methods, means, types of learning, organized in an operational structure, as to achieve a training circumstance;

· Strategy presumes a set of decisions, materialized into operations that lead to the achievement of the teaching activity;

· Strategies are characterised by plasticity, polivalence and determine „flexible communtations between the teacher’s actions and those of the student, between the ways of frontal, group and individual organising, between methods and means, unrestrictive taxonomy of the educational objectives (…), variability of teaching principles (…)”. (Neacşu, 1990, p. 218)

At a synthetic analysis of definitions, implying different points of view, we can establish the following conclusions (Iucu, 2001, pp. 98 - 99):

1. strategy implies a way to approach an educational situation, both from the psycho-social point of view (relationships and interactions) and the psycho-pedagogical one (motivation, personality, learning style).
2. it is a way to make instruction optimal, a functional method of managing educational resources to reach the efficiency criteria of the process; 
3. A teacher’s psycho-pedagogical representations and beliefs are determining elements in the construction of a strategy;
4. by means of strategy it is possible to reason on the contents of training, determining the active structure that are appropriate to reaching the objectives; 
5. it presumes a structural combination where probabilistic elements intersect with voluntary ones, on the decisional level; 
6. has a multilevel structure: method of training, means of instruction, types of organising training, interactions and instruction/training terms.
The different ways to define strategy cover a large area, from just reminding it as an element of the process (in classical didactics), to its limiting to methods, procedures and ways to solve a working task, respectively to its catching into the sphere of the whole accomplishment of an objective or more, as basic element in the design and achievement of the activity.

The reduction of the teaching strategy to a part of its composing elements – procedures and methods - , its extension beyond structure, to functionality and processes (actions, programming, decision making, operations – actions decomposed into decisions), or the unilateral centering of its significance on just one of the component processes of teaching (leading learning, instruction activities, teaching-learning of a volume of information) are still aspects that should become clearer in defining teaching strategy. 

Trying to catch the complexity of the process, authors analyse some characteristics of the teaching strategy: 

· It fundaments an educational action made up as a built experience; 

· it has a normative characteristic, representing the dynamical component of training situations, characterised by a great internal flexibility, resilience. From this ground, it bears the imprint of the teaching style, creativity and of the teacher’s personality. Ioan Cerghit consider sit „a teaching engineering which solves an instruction circumstance and refers to a set of predetermined actions and operations and other ones spontaneous, as a consequence of the moment’s decision”;

· the component elements of the strategy make up a system and establish connexions, interrelations, even interdependence; 

· they do not identify with the teaching method – using the methods represents an action that views learning in the terms of an immediate performance, on the level of a teaching/learning/evaluation activity, strategy aims at the instruction process as a whole, not to a single sequence; 

· they have the characteristics of probability; a certain strategy, even though it is scientifically fundamented and adequate to the class’ psychological resources, it cannot guarantee the success of training, because there is a large number of variables interfering with the process; 

· cannot be assimilated to the lesson, because it must be valued within all types of activities carried on by teacher-students. According to their relationship, with the teaching process in the class or outside it, strategies can be organised into three sequences or steps of teaching: at the beginning of a topic, with the role of familiarising students with the learning task, awakening the interest for the topic, accumulating factual material for the follwoing debates; within an educational type of activity – tutoring, didactic trip, to enrich and value class knowledge (Jinga, Istrate, 2006, p. 314).

The training strategy involves the student into specific learning situations, reasons and makes the learning contents adequate to the characteristics of the students’ and educator’s personality, creates premises for the best manifestation of interactions between the components of the teaching process. 

The strategic behaviour is under the incidence of basic and crystalised factors in the teacher’s personality, is referred to the „theoretical position”, to his expectations and competence, being a variable of the teaching style. (Iucu,1999). 

In projecting the teaching strategy, the educator will combine methods and types or organising according to „their contribution to the development of knowledge and to the initiation of learning – stimulating situations” (Oprea, 2007, p. 43). The development of the set of teaching means, by integration of new information and communication technologies in teaching activity has determined an enrichment of the educational functions of teaching. These elements will make up as supporting factors in the teaching activity. Their choice and employment will be made according to the criteria of efficiency and suitability, which is conditioned not only by their intrinsic quality, but also by how they are integrated in the activity.

According to the nature of the contents, the novelty, level of difficulty and complexity, the concrete-intuitive or abstract-general characteristics, the educator will decide upon a certain combination of methods, means, types of organising, that is for an optimal training strategy in an educational circumstance, correlating the experience of the subjects, the nature of contents, the intended objectives and means of evaluation. (Potolea et al., 2008, p. 276).

To the purpose of offering functional models, Ioan Neacşu proposed a model of the combination between objectives, contents, methods, means and procedures, that may represent a source in elaborating strategy alternatives in solving training circumstances (Neacşu, 1999).

Thus, in the case when objectives are centered upon assimilating terminology, learning concepts, teaching contents are knowledge, concepts, laws, principles: in this case it is recommended to use strategies of observational type or based upon experiment, solving case studies, debates, role play, exercises. 

If the intended objectives refer to shaping skills and abilities, some operational capacities, then the contents are activities, actions, operations, operational knowledge, active-specific contents; in such a case, the most efficient are the practical strategies, based on projects, simmulation, role play, individual and group exercises, practical activities. 

In the case when objectives view shaping abilities, attitudes, interests and beliefs, creating values, traits of personality, the contents are presented either as knowledge, action contents, or life circumstances, emotional states, social or ideological actions and contents; in such case we will employ practical strategies, project based strategies, simmulation, role play, strategies based on individual and group exercises, interactive communication strategies, those based on simmulation, choice of models, motivational strategies, nonformal strategies. 

Modern theories stress on the need to combine different forms or organising the teaching activity, the disadvantages of one being possible to compensate with the advantages of another, the types of groups valorising individual work and representing the basis for group activities. In the recent years, there are a lot of studies proving the efficiency of achieving teaching with groups of students, from the perspective of informative and formative development. Which is the weight of individual activity, of frontal and group activities or which are the variables according to which an efficient teaching process will be created, combining the previously mentioned, remains an open issue for further analyses. „The complex interactions and flexible communtations between the teacher’s and the students’ activity, between frontal, individual and group approaches are truly representative for the efficiency of teaching activity”. (Potolea, 1989, p. 130). 

In this respect, the success of the educational activity depends on the teacher’s talent or ability to select optimal strategies, so that the student lives a positive learning experience, significant from the point of view of educational needs and interests. The efficient teaching strategy is refered to the theory of the motivational optimum, being a bridge in getting over difficulties and to the theory of efficient leadership, by the optimal decisions referring to the given circumstances. 
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Abstract

The paper makes a short synthesis of the main tendencies present in the field of theory and practice of managing the school units in the pre-universitary teaching system.

The motivation of such a paper was generated by the real importance, especially in the context of recent years, of a competent educational management that requires a laborious work, extremely complex and aiming at various fields and problems, from the instructive activity to the administration of material, financial and human resources.

A qualitative educational management requires a succession of activities based on certain principles and functions, which are a real guide for the appointed school manager. He has as a mission to develop activities of planning, organizing, making decisions and controlling, as well as assessing the entire activity of the school,with the goal to properly use the means he has and lead the institution to an optimization of the activity and an instructive performance.
The interdisciplinary character of an educational manager's job makes the expectations regarding his abilities very high. He is expected to be initiated in more fields of activity, to have a background and experience of speciality, general and social psychology, law, economy etc., to ground his activity on real pedagogic qualities and on an intuition and perspicacity of great fineness.. And this because the area of management is large and the manager must change the people he works with into a team, proving a real management art. On the other hand, a good professional background represents one of the important ways through which there may be eliminated the dilettantism in the management activity, the superficiality, the mediocrity or the simplistic approach of some complex problems of school management.

In the instructive practice it always comes out that the school management, regardless of its parameters, leaves its mark on the entire activity, as well as on the educational products ( the pupils' results in that school unit)

In our position as teachers, doubled by an activity of school management for many years, we have found that the management activity cannot develop only on the theory basis and that the approached methods, principles and techniques must be applied in more diverse and continuous changing situations, otherwise their use as patterns cannot lead but to a failure. The results of the activity are incomparably superior when the manager proves his ability to find solutions, sometimes unexpected, of solving the various problems which a school unit can confront with.

The educational management can actually become a real art when the knowledge and the personal ability of management are complementary factors which intensify each other in the difficult process of managing a pre-universitary school unit.

As a conclusion, our paper wants to emphasize some practical aspects of the school management, by capitalizing our own experience in this field; we also offer those who are interested a range of proper answers, based on the present legislation, to the management problems that we have solved throughout our activity.

The paper makes a short synthesis of the main tendencies present in the field of theory and practice of managing the school units in the pre-universitary teaching system.

The motivation of such a paper was generated by the real importance ,especially in the context of recent years, of a competent educational management that requires a laborious work, extremely complex and aiming at various fields and problems, from the instructive activity to the administration of material, financial and human resources.

A qualitative educational management requires a succession of activities based on certain principles and functions, which are a real guide for the appointed school manager. He has as a mission to develop activities of planning, organizing, making decisions and controlling, as well as assessing the entire activity of the school, with the goal to properly use the means he has and lead the institution to an optimization of the activity and an instructive performance.
When the ideal aspect of getting performance in the school management is mentioned, the 'rule of the 4 C', present in the speciality literature, is brought into discussion
. According to this well-known rule, the essential characteristics of any performing management are: coherence, courage, clarity and consideration.

The coherence of the managerial practices refers especially to the agreement between facts and words or promises. A school manager cannot promise certain changes in the organization for an unspecified time, without having them materialized, and he cannot show incoherence of demands  between his employees and his own managerial behaviour. Thus, the manager cannot ask for punctuality from the teachers as long as the meetings of the Teachers' Council or of the School Board start late. He cannot solicit initiatives from teachers and then punish them on their first mistake, etc.

The principal must show coherence regarding his own judgements, because contradictory decisions lead to the destabilization of the entire educational system in the school and they obviously involve more people. He also has to define his priorities very clearly, because the weak point of management is related to the allocation of funds, and there must be a total concordance between the intended objectives and the alloted means to fulfill them.

When the manager is careful with the coherence of his decisions, especially when it comes to rewards ands punishments, his legitimity cannot be questioned. If his decisions prove to be correct, they will be accepted even if his subordinates and coworkers do not always  approve of them, and regardless of the management style. On the contrary, absence of coherence leads to dispute, frustrations and even indignation from his subordinates and collaborators.

Besides intelligence, courage is one of the qualities that must define the manager's activity. This quality means the courage to make decisions and a decision once made involves a lot of effort and energy consumption to be applied. It is more like a psychological and moral courage and not necessarily physical, because a manager will have to be very resistant to the multiple pressures which come both from the inside and outside the educational organization, the society, respectively.

A good manager clearly informs his employees about the mission of the organization, the existence of strategic objectives and options and he must ensure transparency in the relations between management and subordinates.

Last but not least, the school manager must show consideration regarding his coworkers and subordinates, respect their personal life, value the ideas and proposals coming from them. The interdisciplinary character of an educational manager’s job makes the expectations regarding his abilities very high. He is expected to be initiated in more fields of activity, to have a background and experience of speciality, general and social psychology, law, economy, etc, to ground his activity on real pedagogic qualities and on an intuition and perspicacity of great fineness.. And this because the area of management is large and the manager must change the people he works with into a team, proving a real management art
.
On the other hand, a good professional background represents one of the important ways through which there may be eliminated the dilettantism in the management activity, the superficiality, the mediocrity or the simplistic approach of some complex problems of school management.
In the instructive practice it always comes out that the school management, regardless of its parameters, leaves its mark on the entire activity, as well as on the educational products ( the pupils' results in that school unit)

The quality of the activity in a school unit depends on a multitude of factors, among these the climate which characterizes the respective educational organization. Having the role of coordinating the entire activity, the principal of the school unit acts as a mediator of interpersonal relations among the members of the organization and of the school climate, inevitably. The school manager works, facilitates, clarifies, orients, impels, coordinates, helps the others, creating a socio-affective atmosphere in the school community. 

The motivational climate in the school organization is positive when it is characterized by constants like: free speaking of opinions, taking and valorizing the ideas and initiatives coming from the subordinates, acknowledgement and encouragement of success, a quick solving of possible conflicts. On the contrary, a negative emotional climate is emphasized by characteristics like: reduced responsibilities for the members of the organization, absence of positive  feed-back from the management, a limited implication of the members in  the decision – making, little time to do the work requirements, improper working conditions, unrealistic or insufficient well-considered decisions of the manager
.
The actions of the school  manager are oriented on two complementary axes: administrative-academic and instrumental-expressive axes
, and one of the decisive factors of the existent climate in school is exactly the management style of the principal.

 In school practice we will almost never meet one single style of managing a school unit , what we really see is a combination of styles that makes a dominant style. In many situations, the personal style of management, as it appears to others, is a joining of personal variables and the contextual-situational ones, a fact that makes the same person have various approaches and practices of management, in different contexts, some constants still existing.

The management style is characterized by the way in which the school manager plays his role, the duties he is invested with, the competence he has based on his status in school and his skill to use this power. If this power has managerial practices as products, which allow the fulfillment of the objectives in the school organization and also ensure a climate of participation and personal manifestation for each member of the school community, it can be asserted that the respective school unit is a happy example, an ideal situation.

The most well-known and mentioned typology about the management styles is that offered by the German-American psychologist Kurt Lewin and his coworkers, Ronal Lippit and Ralph K. White,typology that describes two fundamental styles: the authoritative style and the democratic style.

The authoritative style has as characteristics:  establishing the general objectives of the organization by its leader, imposing of duties, respect for standards and hierarchies, unconditional submission to the manager's decisions, implementing a formal-bureaucratic activity, employees' lack of motivation, encouraging the competition among the teachers, stagnation and resistance from the members of organization, existence of a tense and confrontative climate. Such a manager will consistently use management methods like the normative-authoritative method (dividing responsibilities, precise and strict rules, orders, form letters, rewards, punishments).

The authoritative type belongs to a traditional conception,it is based on a fixed hierarchical structure in which communication is unidirectional, up and down.This type of management is liable to conflicts, because it puts rigid barriers between the leader and  those he leads, or among the various categories of personnel.

The organization managed like this will stagnate into a bureaucracy and the consequence is  the maintaining and reproducing of the existent state.

On the other hand, the democratic style is characterized by participation and encouragement of the initiative and creative potential of the employees, cooperation, team spirit, joining the goal and objectives of the organization, assuming responsibilities, a high level of motivation for teachers and also for the didactic-auxiliary and non-auxiliary personnel, for these are encouraged to participate in decisions and, in the same time, their merits and results with students are acknowledged. 

The existent climate in a unit with such a management is positive, as a rule, based on trust and self-respect between the management and employees, among all the members of the school community
.

You can also talk about the development of a high organizational ethos and the school managed like that has real chances for progress and and upward dynamics of its evolution.

For a manager who practices a democratic-participatory style,the main used  methods are the participatory  method and the consultative one.

Besides these two main styles of management,we can identify intermediate styles, closer or farther from these. Also, especially during transition, post-revolutionary periods or in an economic crisis, you can frequently meet a type of management very convenient to a  lot of employees, and that is the permissive, indifferent, laisser-faire type, which 'gives free hand' to the others, controls them minimally, and the liberty of the members inside the organization is very large. Such a manager do not intervine in the tense relations between the members of the school community, delays taking decisions unlimitedly and lets things 'flow' naturally. In a field like education, with demands and expectations in a continuous change, where initiative and inovation are fundamental, such a management is completely deficient.

There is in the educational practice another type of leader, very interesting, the charismatic type, with a strong, attractive personality, who has a great impact on his subordinates. Sometimes he can be autocratic but democratic, too. Roughly speaking, dominated by the powerful personality of the principal, teachers accept his ways of action because he succeeds in imposing himself with great energy. He inspires confidence around him, often contaminating them with the spirit of order and respect for ethics. There are people born with these qualities, but a lot of charismatic leaders manage to learn gradually this very successful style, depending on the others' expectations.

In our position as teachers, doubled by an activity of school management for many years, we have found that the management activity cannot develop only on the theory basis and that the approached methods, principles and techniques must be applied in more diverse and continuous changing situations, otherwise their use as patterns cannot lead but to a failure. The results of the activity are incomparably superior when the manager proves his ability to find solutions, sometimes unexpected, of solving the various problems which a school unit can confront with.

The educational management can actually become a real art when the knowledge and the personal ability of management are complementary factors, which intensify each other in the difficult process of managing a pre-universitary school unit.

As a conclusion, our paper wants to emphasize some practical aspects of the school management, by capitalizing our own experience in this field and also offering those who are interested a range of possible answers to the management problems that we have solved throughout our activity.
References

Andrei, Nicolae, Dumitrescu, Ion, Conducerea ştiinţifică a unităţilor şcolare, Editura Didactică şi Pedagogică, Bucureşti, 1983.

Bărduţă, Vasile, Teoria şi practica conducerii-management în învăţământ, Editura Conphys, Bucureşti, 1999.

Ezechil, Liliana, Comunicarea educaţională în context şcolar, Editura Didactică şi Pedagogică, Bucureşti, 2002.

Gherguţ, Alois, Management general şi strategic în educaţie, Ghid practic, Editura Polirom, Iaşi, 2007.

Joiţa, Emil, Management şcolar, Casa Corpului Didactic, Craiova, 1994.

Mihuleac, Emil, Conducerea. Contribuţii la elaborarea ştiinţei conducerii, Editura Academiei, Bucureşti, 1977.

Moeglin, Pierre (coordonator), Industriile educaţiei şi noile media, Editura Polirom, Iaşi, 2003.

Radu, Ioan T., Teorie şi practică în evaluarea eficienţei învăţământului, Editura Didactică şi Pedagogică, Bucureşti, 1981.

Stănciulescu, Elisabeta, Teorii sociologice ale educaţiei, Editura Polirom, Iaşi, 1996.

Zaharia, Dan, Iorga, Ghiorghi, Sibişteanu, Livia-Liliana, Ghidul practic al directorului unităţii de învăţământ preuniversitar, Ediţia a III-a, Editura Paralela 45, Piteşti, 2008.

The Perception of Teachers on the Efficiency of Modern Teaching Strategies of Teaching/Learning/Evaluation in Class
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Abstract

Due to the profound changes occurring in the teaching activity in what concerns the cognitive and social competencies that education should build up in the students’ personalities, it is inevitably to reform and increase the efficiency of instruction/education. 

This circumstance is analysed from the perspective of a benefic and optimal combination between traditional teaching strategies and newer approaches that imply a student’s active involvement in the process of his own formation and that value the new informational and communication technologies. 

The theoretical purpose of the research presumes establishing the methodological basis for the construction, design, optimal combination and evaluation of teaching strategies, in the light of modern educational trends. 

Keywords: traditional teaching strategies,  Efficiency of Modern Teaching Strategies, new informational and communication technologies, combination of teaching strategies
 MACROBUTTON NoMacro Main text 
General Hypothesis: In the circumstances of a coherent theoretical and practical model regarding the curriculum application, the teaching strategy will be efficient if criteria and optimal strategy combination versions are employed, from the perspective of modern educational approaches.

In the investigation there have participated 91 school-teachers, having varied professional experience, that we have quantified by teaching degrees; these persons have different educational experience.

The investigation has been performed based on an opinion questionnaire (for school masters). The first dimension of the instrument aims at identifying criteria of selection, structuring and optimal combination of methods, tools and types of organization defining the structure of a strategy, in order to increase its efficiency. The last dimension of the questionnaire aims at identifying the subjects’ opinions on assessing the group interactive strategies.

One objective of the research is to identify how teachers in primary school achieve the selection, structuring and combination of teaching strategies.

On the item „Please state at least three factors you hold account of in projecting (choosing) a teaching strategy!”, we have come to the following data.

Diagram 1. Determining factors in the design (choice) of a teaching strategy

	Initial Teaching Degree
	%
	Second Teaching Degree
	%
	First Teaching Degree
	%

	Students’ education level Psycho-individual and age characteristics 

Interests, likes, skills


	50,8
	Teacher’s personality, competences/psycho-pedagogical training, methodology. Teaching style

Availability to use certain teaching methods. 

Teaching outlook 
	19,9


	Level of previous training/education, students’ experience, psycho-individual and age characteristics, learning capacity, preferences, likes, interests.

Characteristics of the students group, level of class homogeneity
	38

	Aimed teaching objectives Type of lesson 
	20
	The specific nature of the activity/field of activity

Accesibility of teaching contents 
	18,9


	Teaching contents

Flexibility and diversity of teaching contents

Applicability of the teaching contents
	28,6

	Available teaching tools


	12
	Material resources, available teaching tools
	18,6
	Material resources, available teaching tools
	23,3

	Teacher’s personality, competences, ability to efficiently design the lesson
	8,3
	Psycho-individual and age characteristics, education level, interests, likes, abilities of the students
	18,6
	Type of lesson
	3,6

	Time factor
	4,3
	Intended teaching objectives

Type of lesson
	11,9
	Teaching experience, teaching outlook 
	2,6

	Characteristics of the teaching contents/type of subject


	4,3
	Time factor/how much time he spends 

The moment of employing the strategy during the lesson
	5,3
	Teaching principles


	1,3

	Level of class homogeneity
	1
	Evaluation techniques


	3,2
	Type of learning experience proposed to students
	0,6

	
	
	Teacher – students relationship
	1
	Efficiency in reaching the objectives
	0,6


On another item of the questionnaire (“In selecting teaching strategies, which of the following factors you consider as the most important? Please arrange them according to the importance granted from 1 – most important to 10 – least important”), they were asked to set a hierarchy of these factors, from 1 to 10 (1 – the most important, 10 – the least important), in order to achieve a comparative analysis between the enumerated factors and the hierarchy they form.

The centralised data analysis reveals the following hierarchy of factors teachers take into account: teaching objectives, specific nature of the teaching contents, students’ interests, preferences and abilities, available teaching materials and tools, students’ learning capacity.

Initial degree teachers select strategies according to the teaching objectives, namely the specific nature of contents (rank 1), according to students’ interests, preferences and abilities (rank 2), their learning capacity (rank 3) and available teaching materials and tools (rank 5). To a lesser extent they take into consideration factors such as level of class homogeneity (rank 7), school time (rank 9), nature of the evaluation, size of the class or the educator’s teaching outlook (rank 10). 

Teachers having the second teaching degree select strategies according to the teaching objectives (first rank), to the nature and specificity of the teaching contents and to the available teaching tools and materials (rank 2), to the students learning capacity (rank 4). To a lesser extent they consider factors such as educator’s teaching outlook (rank 6), students’ interests, preferences and abilities (rank 7), class homogeneity (rank 8), school time (rank 9 nature of the evaluation, size of the class (rank 10).
Teachers with the first teaching degree select strategies according to the teaching objectives (rank 1), namely the specific nature of contents (rank 2), available teaching materials and tools and students learning capacity (rank 3). In a lesser extent they take into consideration factors such as students’ interests, preferences and abilities (rank 6), educator’s teaching outlook (rank 7), the level of class homogeneity, school time and nature of the evaluation (rank 9) or the size of the class (rank 10).

The results we have obtained to this item show in the hierarchy made by the subjects the same factors, according to which teachers make the selection of teaching strategies, proving the level of trust towards the given answers. One fac tis obvious. Being asked to enumerate selection factors, teachers with second and first degree do not give much importance to teaching objectives (just 11,9%, accordingly 0,6%state this factor), but when they are asked for a hierarchy, teaching objectives is granted the highest rank. These data may be justified by the fact thatteachers with a longer experience do not necessarily refer to the objectives in the syllabus, but to long-term objectives, to competences they should induce in students. 

Another item of the research instrument („State teaching strategies – combinations of methods – that you frequently employ in class!”), aims to identify the most employed teaching strategies (combination of methods), compared to the factors according to which the teachers in the group of subjects make their selection.

Diagram 2. Teaching strategies employed during class activity

	Initial Teaching Degree
	Rank 1
	%
	Rank 2
	%
	Rank 3
	%

	
	Problem-raising based strategies


	36
	Traditional communication based strategies (explanation, demonstration)
	48
	Interactive communication based strategies (heuristic conversation, debate)
	37,50

	
	Traditional communication based strategies (exposure, demonstration)
	26,3
	Independent work strategies
	16,6
	Traditional communication based strategies (explanation, demonstration)
	37,5

	
	Interactive communication based strategies (heuristic conversation, debate)
	17,3
	Interactive group strategies (tour of the gallery, the cube, SINELG, the dial, mosaic, brainstorming, thinking hats, quintet)
	16,6
	Problem-raising based strategies


	12,5

	
	Exercise based strategies (didactic exercise and playing)
	17,3
	Exercise based strategies (didactic exercise, role play and playing)
	8,3
	Interactive group strategies


	12,5

	
	-
	
	Problem-raising based strategies
	8,3%
	-
	

	Second Teaching Degree
	Interactive group strategies (tour of the gallery, the cube, the dial, mosaic, brainstorming, thinking hats, quintet)
	68
	Interactive group strategies (tour of the gallery, the cube, the dial, mosaic, brainstorming, thinking hats, quintet)
	52,9
	Interactive group strategies (tour of the gallery, the cube, the dial, mosaic, brainstorming, thinking hats, quintet)
	47

	
	Interactive communication based strategies (heuristic conversation, debate)
	16,3
	Exercise based strategies (didactic exercise, role play and playing)
	23,5
	Exercise based strategies (didactic exercise, role play and playing)
	17,6

	
	Problem-raising based strategies


	8,4
	Discovery based, heuristic strategies
	11,7
	Interactive communication based strategies (heuristic conversation, debate)
	17,6

	
	Exercise based strategies (didactic exercise, role play and playing)
	4,3
	Traditional communication based strategies (explanation, demonstration)
	5,8
	Traditional communication based strategies (exposure, demonstration)
	11,7

	
	-
	
	Problem-raising based strategies


	5,8
	Inductive strategies, based on research (experiments, case studies)
	5,8

	First Teaching Degree
	Interactive group strategies (tour of the gallery, the cube, SINELG, the dial, mosaic, brainstorming, thinking hats, quintet)
	88,2
	Interactive group strategies (tour of the gallery, the cube, the dial, mosaic, brainstorming, thinking hats, quintet)
	90
	Interactive group strategies (tour of the gallery, the cube, SINELG, the dial, mosaic, brainstorming, thinking hats, quintet)
	95,2

	
	Problem-raising based strategies


	5,8
	Discovery based, heuristic strategies
	4,5
	Exercise based strategies (didactic exercise, role play and playing)
	4,7

	
	Algorithmic strategies


	5,8
	Project design based strategies
	4,5
	-
	


Of these teaching strategies employed during class, teachers assert the most efficient are, in a hierarchical order („Please state, in the order of the importance you grant, from 1 – most important to 10 – least important, the interactive methods and techniques, as well as the teaching tools you employ in your activity”.) as follows. 

Analysing the statistical data, it is revealed that teachers with the first teaching degree employ traditional teaching strategies, their approach being mostly traditional. Teachers with the second degree use a larger range of predominantly traditional strategies; they employ algorithmical strategies or independent work strategies, combined with interactive communication strategies and group strategies. Teachers with the first degree combine traditional and modern approaches, by group, heuristic strategies, or strategies based on problem raising, on project design. 

As to identify the weight of modern methods in the teaching activity, educators were asked to make up a hierarchy, according to how much they employ them („Please state, in the order of the importance you grant, from 1 – most important to 10 – least important, the interactive methods and techniques, as well as the teaching tools you employ in school activity”). From the anaylis of these statistical data, teachers with lesser experience use multimedia tools in a very small extent (just 16,6% of them grant rank 3); those with the second degree use them in a greater extent (20% - rank 1, 36% - rank 2, 33,3% - rank 3); teachers with first teaching degree state they employ multimedia tools in their activity (20,6% - rank 1, 68,1% - rank 2, 50% - rank 3).

Teachers assess the most important techniques they need to achieve an activity are, hierarchically: 

Diagram 3. Teaching tools employed during class activity 

	Initial Teaching Degree
	Rank 1
	%
	Rank 2
	%
	Rank 3
	%

	
	bidimensional teaching tools
	80
	bidimensional teaching tools
	100
	bidimensional teaching tools
	83,3

	
	audio-visual teaching tools
	10
	-
	
	multimedia teaching tools
	16,6

	
	natural teaching tools
	10
	-
	
	-
	

	Second Teaching Degree
	bidimensional teaching tools
	50
	bidimensional teaching tools
	40
	multimedia teaching tools
	33,3

	
	natural teaching tools
	25
	multimedia teaching tools
	36
	audio-visual teaching tools
	33,3

	
	multimedia teaching tools
	20
	audio-visual teaching tools
	12
	natural teaching tools
	33,3

	
	audio-visual teaching tools
	4,1
	natural teaching tools
	12
	-
	

	First Teaching Degree
	bidimensional teaching tools
	55,1
	multimedia teaching tools
	68,1
	multimedia teaching tools
	50

	
	audio-visual teaching tools
	24,1
	bidimensional teaching tools
	27,2
	bidimensional teaching tools
	50

	
	multimedia teaching tools
	20,6
	natural teaching tools
	4,54
	-
	


The criteria according to which they achieve the selection of teaching strategies are the following: 

1. for initial degree teachers („Please state the criteria according to which you choose one or another of these strategies!”):

· Efficiency, measured by the level of achieving teaching objectives - 36,3 %

· The volume of new knowledge acquired by students - 24,3%

· The stimulative, motivational characteristics, the level of development in students’ motivation  - 23,3%

· The level of the intellectual capacity development - 9,5%

· The level of creativity stimulation - 4,7%

2. for teachers with the second degree: 

· volume of newly acquired knowledge - 37%

· Efficiency, measured by the level of achieving teaching objectives - 37%

· The stimulative, motivational characteristics, the level of development in students’ motivation - 16,3%

· Level of development in cooperation and competition - 6,3%

3. for first degree teachers:

· Efficiency, measured by the level of achieving teaching objectives - 30%

· The volume of new knowledge acquired by students - 22,6%

· The stimulative, motivational characteristics, the development in students’ motivation  - 18%

· Level of employment of available teaching resources - 11,6%

· Level of thinking development - 5,3% 

· Level of development in students’ abilities - 5,3%

· Level of development in students’ communication abilities - 1,6%

· Level of development in cooperation and competition - 1,6%

· The level of creativity development - 1%

The criteria following which they achieve the selection of teaching strategies are: teaching efficiency, expressed by the level of accomplishing the intended objectives, by the volume of acquired new knowledge and the level of development in learning motivation. Experienced teachers select teaching strategies according to the students level of competences development (cognitive, communication, team work competences, intellectual abilities) and creativity. 

 More than half of the questionned subjects consider it is possible to employ modern teaching strategies, based on multimedia tools and interactive types of class organising. Subjects assess that employing combination of teaching strategies is useful in developing cognitive capacities and students motivation and interest.

As to identify which are the attributes subjects consider it is necessary to use combined group interactive strategies and multimedia based strategies, they were asked to set a hierarchy of these attributes from 1 to 10 (1 – most important to 10 – least important) („Please select an attribute that expresses the necessity of employing modern teaching strategies – interactive, group and multimedia strategies. Arrange them from 1 to 10 (1 – most important to 10 – least important) (you may indicate more answering choices).
The centralised analysis of data reveals the following hierarchy of attributes teachers regard as important and that explain their option for modern teaching strategies ( interactive, group and multimedia strategies): they ensure learning efficiency (rank 1), develop creative, lateral and critical thinking (rank 1, and accordingly 2), increases interest towards learning in students (rangurile 3, and accordingly 2), socializes students and favours knowing each other in class (rank 4), favours teaching creativity (rank 4). The factor develops class competition and cooperation spirit is important for teachers with initial and second teaching degrees, but not that much for first degree teachers. Factors which aren’t considered as important are ensures preparation for life, eliminate teaching routine (rank 10).
Teachers with the initial degree and those with the second degree state the following attributes in favour of employing teaching strategies: ensures learning efficiency, develop creative, lateral and critical thinking, increases interest towards learning, develops class competition and cooperation spirit.

First degree teachers assess the following attributes in favour of teaching strategies: develop creative, lateral and critical thinking, ensure learning efficiency, increase interest towards learning, ensure a positive learning environment.
Those with lesser teaching experience assess the importance of a combine duse of teaching strategies from the point of view of learning efficiency; those with longer teaching experience state their efficiency as developing students’ competences and their role in providing a positive learning environment. 

As to identify which are the attributes („Please select an attributes that prevents the use of modern teaching strategies – interactive, group ones and multimedia strategies. Arrange them in the order of their importance from 1 – most important to 10 – least important) that prevent the combine duse of interactive group strategies and multimedia based ones, subjects were asked to set them in a hierarchy from 1 – most important to 10 – least important.

Attributes that prevent the combined employment of interactive group strategies and multimedia based strategies are the following: inadjustment to the teaching of some subjects in different curriculum areas, difficulties in achieving the objectives in the syllabus (rank 1), difficulties in adjusting to students’ requirements (rank 3), difficulties in adjusting teaching tools (rank 4). 

Results

Being required to enumerate three positive aspects of using group interactive strategies, the subjects express the following: they develop communication and sociability; group tasks and responsibilities can be shared differentially; the emotional blockage phenomenon reduces; information may be applied in a varied, creative way, in new situations; the abilities of team working, tolerance and respect for your partner develop; cryptical, divergent thinking, multiple intelligence develop in children; it amplifies children’s interest in the teaching activity. 

Being required to enumerate three negative aspects of using group interactive strategies, the subjects express the following: difficulties appear when evaluating each student; not all contents can be taught employing such strategies; it is difficult to conduct and control the activity; disorder and noise amplify during the activity.

On the item „Which factors do you consider to ensure the efficiency of a teaching strategy?”, the subjects enumerate the following: teaching experience, teaching creativity, educators’ initiative and positive attitude towards curriculum changes, the capacity of applying and adapting strategies to the work circumstances; the existing material resources.

The last item of the questionnaire measures the educators’ opinions regarding the assessment of students on interactive strategy activities. On the item: “How much do you think your students appreciate a strategy of group interactive activity?” the subjects assess that in a great extend their students prove to be satisfied with this approach. 

The efficiency of the teaching activity relies as well on how the educator succeeds in working out alternative solutions over optimal tools of combining teaching strategies, based on the analysis of weaknesses and strengths of these possible combinations. 
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Transformational Leadership In School Organization - Between Necessity And Possibility
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Abstract

Management process is ignored in the effective use of relevant aspects of cognitive processes involved in the interaction: the specificity and the learning experiences, how active involvement in educational tasks, representations of other skills, how to relate to success / failure. The vast majority of educators educational interaction is limited to certain templates, them to different educational contexts specific group of students. Transformational leadership is determined by goals and objectives humanities, leading to the development of others, turning them into leaders or while laying the foundations of collective leadership groups, as appropriate teams. 
Keywords: school organizations; transactional or transformational managerial styles. 

1. Experimental approach motivation

It seems that teachers managerial competence  facilitates at the student-teachers-parents relationship level, in empathetic manner the  development of identification behavior, belonging and socializing interaction, resulting in optimal social and school behavior.
Teachers student  oriented attitudes, behaviors and management styles is formed through multiple experiences  validated in  their managerial practice. Based on these considerations, we consider that the implementation of strategies and transactional and transformational management styles is influenced by: 
· external factors causing the formation of management style,
· internal characteristics of the school organization, 
· cohesion at the organizational  level, 
learning situations triggering  management styles manifestation. 
Therefore, active and creative involvement of the educators and student in the interactional processes, especially their training within the meaning of adaptation and changes,  become pre-conditions necessary to achieve educational aspirations. Students group  who’s developing  an effective social organization, characterized by transactional and transformational management styles, tasks division and responsibilities delegation, optimal information and communication systems, is an adaptive advantage in organizational and social environment.

Group culture and leadership of the formative processes are key  in the evolutionary success of each student's personality. All these can be reduced to a simple collection of individuals, but constitute a set of relationships and roles. It imposes students group dynamics consistency and managerial styles research at this level, successive efforts of educator-managers.

Deemed essential such investigative approach to change rejection attitudes and educational barriers to implement interactive management models in educational organization. This is especially justified by the fact that obtained information in this way will be an essential support in the development of training interventions. 
These pedagogical research and management approaches  are always reported to the management style concept and there implication in organizational development. Naturally, we put a series of questions, which are the objective of  the ascertaining approach: 
· How does this important dimension contribute to understanding the dynamics of the educator training and leadership in school organization / students group?

How does the quality of managerial styles affects the organizational environment development, individual characteristics? 
What is the actual meaning of this concept? 
· How awareness of group processes determine an increase in the educational quality and  managerial styles used?
· How can we stimulate students through applied management styles to be creative, while in the same time they create new groups? 

· Are personality characteristics (values, needs, attitudes, behaviour) influenced by managerial styles? 
Making inquiry provides the opportunity to collect data and current informations, revealing the personal opinions of educators, educational needs, interests, motivations, desires and their aspirations. To provide the process a projective dimension, theoretical experiences were correlated with the practical once, the presented concepts making references to various educators managerial profiles. There were made a series of steps aimed on:  
· information about management practices and obtained results; 
· information processing in order to select the most relevant feedback formulation on  the effectiveness of practiced managerial styles; 
decision making  end with managerial styles correction, improvement and optimization. 
This approach that we proposed is addressed to the relationship between managerial styles and school organization climate, opens the possibility of understanding the subtle mechanisms of process management, using analytical methods and formative intervention strategies, showing that they are a valuable land on which each school organization can exploit to increase its efficiency. 

Managerial styles research at school organizations level reveals the significance and multiple dimensions of the factors involved in the management process, but also key aspects of the teaching behavior dynamics, optimize the entire institutional activities. Generally, investigative efforts have facilitated the analysis of educators managerial competences, capturing the elements of managerial skills and attitudes as a mediator between vocational aspects and those acquired in the course of training and professional development.

Targeted reality is a processual one, the researcher capturing the actors meanings, seeking instead a continuous facts surprise, phenomena and school interactions. Some of the obtained data are deep, complex, rich, and can be presented in an attractive and metaphorical language.

The major importance of this observational approach lies precisely in shaping alternatives to study management practices in the educational actors, in capturing significant areas, in terms of school management organization, that may constitute elements of change and innovation, as pillars of institutional reform in the romanian schools. 

2. Observational research conclusions 

Projecting and conducting the observational research with the topic – Individual and collective reflections on the strategies and managerial approach styles impact at individual and organizational level, we proposed the following objectives: 
O.1. Identify strategies and management approach styles (transformational / transactional / passive-avoid) used by educators in rural schools education. 

O2. Operationalize the concepts of managerial styles.

O.3. Highlighting teachers opinions, skills and attitudes on practical mechanisms and inter-networking of the school organizations. 
O.4. Determining managerial styles influences on personal and organizational development.

O.5. Establishing consistency between initial psiho-pedagogical training and needs, interests in continuous managerial training.

O.6. Identifying  viable solutions for developing the transversal competencies, strategies and transactional or transformational managerial styles. 

O.7. Benchmarks setting for formulating hypotheses in experimental formative approach.
In ascertaining the  observational study we’ve used methods and tools for data collecting, both qualitative (interviews and focus groups) and quantitative (questionnaire and school form analysis). The instruments  applied at all visits in the sample schools are: 
· Focus-groups, conducted with the participation of 50 teachers, that work in schools and university education, but also with 14 students in Master program - Educational Management, at the Univ. Aurel Vlaicu in Arad. 
· Individual semistructured interviews, realized with the management staff representatives from the rural school groups:  School Group John Buteanu Gurahonţ / School Group " Moga Prince "Hălmagiu / School Group  Săvârşin / School Group Cermei / School Group "Gheorghe Lazar" Pecica / School Group Vinga/School Group Minis / Beliu School Group. 
· Secondary analysis. School document analysis was made from direct observations and interviews conducted in the concerned schools. 
· Investigation based on questionnaire - management approach styles Investigation of (ISAM), which was applied to a number of 380 teachers in education schools (school groups) in rural areas, in Arad county, having pretest value. 
In this regard we’re highlighted several important aspects of managerial practices and styles used in the school organizations, which I found through direct observation, individual and group interviews and interpreting questionnaires administered to school managers and teachers: 

a) In the school organizations: 

· manager- educators, are faced with various and complex issues in designing, organizing, directing, evaluating and adjusting the multiple situations of interactions (student-student, student-student group, student-teaching strategies, student-teachers, teacher-teacher; principals -teachers);
· in educational interaction are involved  many random factors which must be oriented towards the individual progress,  individual and organizational changes, establishing a balance between flexibility and rigor, through managerial styles; 
in the management process is ignored the efficient use of relevant aspects of cognitive processes involved in the interaction:
· the specific and learning experience level; 
· reasons for involvement / non-involvement; 
· active involvement modalities in educational tasks achievement;
· others skills representations; 
· the way to relate to success / failure. 
· regarding the managerial styles application the vast majority of teachers are limited to certain templates, without adapting them to different educational contexts of specific student groups;  
· teachers are referring  to a corpus of principles and rules governing acceptable behavior in school organization, the students group,  their learning resulting in a successful educational approach;
managers  are absorbed by the complexity of roles and tasks generated by the partnership with school organization members, as a form without substance, devoid of substance that generated it, and practiced management styles do not support this; 
· misuse of managerial styles and associated communication forms, cause some emotional blockages. 
b) At the individual level: 

the development of management skills is not addressed in a dynamic perspective, teachers  are considering as self-sufficient theorizing, information and description of management practices at the expense of complex analysis, practical and valorizing;
building an organizational climate, that provides opportunities for continuous development and differentiation, during teaching careers evolution, seems to be not only difficult  to invoke, but also to be accepted; 
· lack of social interactional type experience found among educator- managers, which exhibit inappropriate behaviors in  playing social roles: do not know how to advise their students, do not transmit information properly, do not initiate group actions, not solve conflict  in the students group. 
We can say that in the managerial process conducted within the  school organization, many school teachers are reluctant to make an introspection, and when they do it, refuse to recognize their professional weaknesses and  professional threats.  In this situation they do not want to admit that their defensive structures, practiced managerial styles and some traits may adversely affect the organizations they lead. They also deny that undergoing psychological stress can contribute to the dysfunctional behaviors and decisions in detriment of their school organization.

Management activities performed in school organization is considered to be essentially natural, educator- managers that are involved for the smooth running of the organization and it’s evolution. Such assessments ignore the dark side of the management act (Darth Vader look), which derives from a desire to increase and acquire power, often resulting in narcissism, deception and power abuse.

Reality shows that there always exists a gap between good intentions and management strategies focused on changing processes, which develop institutional projects, by guiding groups of tasks and active intervention in issues debate.

It is necessary that every educator-manager determine his self-assessment criteria of the activity efficiency, to take timely appropriate action. An efficient manager uses optimally the natural and human resources, time, it organizes and directs staff, have computer system and provide horizontal and vertical communication, delegating tasks, uses modern techniques of counseling and perform objective assessment.
By applying the ISAM questionnaire, in pretest, indicates that the passive/ avoidant management approach, educator- managers are recording high percentage values (48.68%), followed by transactional approach (28.16%) and transformative approach  (17, 90%). Inferential processing shows that the degree of using the passive/avoiding approach in pretes, is significantly higher than the degree of other approaches used.

While our inferential results show a statistically significant effect of interaction between the management approach type and personnel category. Educators who hold leadership positions in the school organization, although the majority had a passive/ avoidant approach, one third of them think about management styles as proactive oriented. This category of teachers are less interested in obtaining managerial performance, not just focused on getting results. 
Since hi square test value is 21.649 at p = .001, we believe that we have a statistically significant interaction effect between management approach type and professional development level. That means significantly different managerial approach for educators who have a certain level of professional development. Furthermore, the observational investigation results, indicate that mostly newcomer educators shows little attention to the proactive involvement, others intellectual stimulation, in adopting passive / avoidant managerial styles, but we can find also in their case elements of transactional orientations.

In terms of size - design educator- managers on managerial styles - differences between experimental and control group are not statistically significant. Inferential processing results, reveals no significant differences between the experimental and control group, but an equivalence in terms of management approach, is pretest phase.

At this stage,  for the transformational, transactional and passive / avoidant management approach scales we can not find significant differences between experimental and control group, the significant threshold for the t test is greater than p =.05.  The results of the descriptive processing shall mean an amount that is greater than the theoretical average value, which shows that manager- educators adhere to transactional management approach in a medium degree.
For the latest investigated dimension - managerial efficiency and self- evaluated management performance, as for design educators on managerial styles, there isn’t a polarization of the subjects responses, in relation with two variables: meanings and perspectives construction, focusing on results, very low differences  between the average values, these differences between the experimental and control group were not significant.

Based on the established correlations, it can see that educator- managers are reporting thereselves to management styles, as part of a transformation process, dominated by activism and initiative, or passive adaptation process, focused on constraints. So, without an absolute adherence to a certain conceptions of managerial styles, as reactive or proactive orientation, educator- managers, regarding to the context, reported  thereselves  differently  to this acceptions. From this perspective, it can be made a distinction between subjects that promote a transformative management approach and design management styles both as proactive and reactive oriented, through situational adaptation and those who show a passive/avoidant management approach, conceiving management styles just in terms of reactivity.
Educator- managers practicing an transformative approach, by management style are developing an educational climate with emphasis on changing and educational innovation, while those who prefer a passive/avoidant management approach, are not actively involved in individual and group development.

Educators conception on managerial styles is closely linked to self-evaluation management performance. If educator-managers who are addressing transformational and transactional managers get a high score, then it is likely that they estimate a higher level of managerial performance. If educators obtained higher scores for the passive / avoidant management approach, then subjects will predict lower levels of managerial performance.

There are significant positive correlations between subjects age and inspirational motivation, individual reward and situational assessment respectively. Recording significant negative correlations between subjects age and strategical practice development, lack of systematic response to problem-situations, and focusing on results. As subjects ages increases, it is noted a decrease in values that aimed the lack of systematic response to problem- situations, and passive / avoidant managerial approach. As subjects age increases,it recorded a higher level of forward-looking involving efficiency in management approach, focusing on the inspirational motivation and individual assessment. 
Between managerial efficiency achieved by focusing on subjects results and age, stands a significant negative correlation, which reveals that the more advanced are subjects in age, they shows an increasing attitude of rejection of managerial styles excessively focused on tasks and obtaining results. Anticipated management performance is better with subjects increasing preference for transactional and transformational managerial approach. 
Educator- managers who appreciate that managerial effectiveness is determined not only by focusing on results, manifested at the organizational level an idealized influence, promotes intellectual stimulation using common situational reward but also monitor deviations. Starting from  the correlational study, we conclude that subjects who show a passive/ avoidant management approach,  are related to managerial effectiveness by focusing on tasks and outcomes, while subjects using transformational and transactional management approach are less influenced by excessive result centering.

Management process is ignored in the effective use of relevant aspects of cognitive processes involved in the interaction: the specificity and the learning experiences, why involvement, how active involvement in educational tasks, representations of other skills, how to relate to success / failure. The vast majority of educators educational interaction is limited to certain templates, them to different educational contexts specific group of students. Transformational leadership is determined by goals and objectives humanities, leading to the development of others, turning them into leaders or while laying the foundations of collective leadership groups, as appropriate teams. 

Transformational leader encourages others to develop and obtain performance beyond expectations standard normal. This is possible not only encourage but also an example of personal effort and sacrifice in achieving specific goals and mission of the group or organization. These major influences are major changes in special times of great impact on leader behavior may result in individuals, groups and organizations and are similar to those we find among transformational. 
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Abstract

Speaking about the objective evaluation of the efficiency of education, it is very important to point out the need to ensure a docimologic climate of maximal correctness and impartiality. It is well known that the factors that generate a low objectivity while appreciating school results can be first of all related to the teacher’s personality and that of the student. Out of all these factors the halo effect stands out. As the “halo” effect has a bad influence on the didactic evaluation, it is extremely important to learn the practical modalities in “limiting its possibilities”. A meticulous analysis of the sources- especially of studies centered round the identification of “forms, methods and means which ensure a correct and objective appreciation of knowledge or abilities”- show that this problem is not knew (several generations of analysts of the educational field have been struggling with it) and that, up to this moment, a solution can be found every time one resorts to the (a) organization of some external examinations (where teaching staff from other institutional environments are invited to participate), (b) extension of works with a secret character (meaning works that ensure the anonymity of those to be appreciated), (c) involving  several teachers in the process of evaluating one and the same student, (d) comparing the results of the evaluation with those accomplished in time by the school inspectors or any other person with control function (principal, vice-principal, class teacher, etc.), (e) systematically drawing the attention of the teaching staff to the necessity of “putting aside” students’ appreciative antecedents, (f) interdiction to let a candidate be examined by a teacher that is a relative of the candidate and (g)  substitution, at the evaluation phase, of the “known” teacher with an “unknown” one (who should not be able to know the students with their “problems” and thus who will not be able to apply  appreciative attitudes of subjective character).

Keywords: efficiency of education; efficiency of the teaching-learning process; subjective evaluation; the “hallo” effect; diminution of the “halo” effect.

Speaking about the objective evaluation of the efficiency of education or – in other terms – about a correct settlement of the teaching-learning process efficiency, it is very important to point out the need to ensure a docimologic climate of maximal correctness and impartiality. Several affirmation taken from the papers of some refined spokesmen of the pedagogical science, support this perspective:

· appearance of the systematic evaluation system of “the young people  that are concerned to study sciences” signified the beginning of contouring of a paideutic act based on correctness and impartiality[1; 2];
· the quality, the value and the efficiency of the education process results evaluation needs a elimination of the subjectivity in the process of appreciation of those who are examined (because there can be situations of incorrectness in plus or in minus of about 1-3 points  in the process of grading )[3];
· the evaluation has the target to supervise the learning process by an objective verification of the final progress and efficiency[4];
The desire of specialists from the pedagogical field to subdue the whole procedure of “collection, organization and interpretation of the data that concerns the quality of formation activities” to the impartiality principle it is not, of course, an incidental or a groundless one, without a sense or without an explication. The evaluation of the education process  – is like a “process through which is determined if the teaching-learning system fulfill its main functions”, is like – a “mechanism  of obtaining information related to what is happening within the perimeter of the educational field and the capitalization of this information in order to elaborate some “adequate” appreciations  or is like a “complex procedure of comparison instructive-educative activity results  with planned objectives, utilized resources  and with previous results” –also  represents an extremely complicated phenomenon with predictable coherent, and strong based elements, but also with numerous dysfunctions and difficulties. The ideal of objectivity, in such context, is often affected. The factors of perturbation that are instituted induce “significant variations, noticed either at the same examiner in different moments, or at different examiners”[5]. Contrary to expectations, we observe – with wonder, that mostly – the evaluation can be a way of measuring subjectivity, a factor of putting forward some valuable reasons centered on some particular strict axiologies, and in some situations the evaluation has the status of an annihilator of the interest for continuous study, for formation and for obtaining higher performances. 

How appear these perturbations in the process of didactic evaluation? In what conditions becomes possible the subjective, partial and biased grading? What should be happening (around or in the interior of ourselves) in order that “the activity of collection, organization and interpretation of the data related to the direct effects of the teaching-learning process” to become a sample formality, an act deprived of seriousness, a dubious intervention and by its character becomes impossible not even “the finding and adequate appreciation of the results obtained in the  process of education”, but also “the optimization of the teaching style, of the learning capacity” or “the correct placement of the educational institutions, pupils and students in the hierarchical system”?

At the questions formulated above there are, of course, the answers. The studies of docimologic extracts marked out the fact that “the appreciation of school results is influenced by numerous circumstances in which is realized the process of evaluation”. Nevertheless, we are tented to believe that (i) the factors that generate a low objectivity in appreciating school results can be reported first of all to the personality of the teacher and to the personality of the pupil/ student and that (ii) among these factors especially stands out the “halo” effect.

What represents the “halo” effect? 

Etymologically the term halo has its origin from the greek word halos which means “diameter, circus, disc”[6].

Initially, the nominated effect is used in astronomic physics. It is used by the spokesmen of this field of knowledge in order to assign the lightening disc which appears around the sun or the moon due to the reflection and refraction of the light through the ice crystals that are in atmosphere at big heights

Further, due to the fact that it admitted an indisputable analogy with the social sphere, the image of the “lightening disc which appears around the sun and the moon due to the reflection and refraction of the light through the ice crystals that are in atmosphere at big heights” begins to rediscover itself - becoming more frequent - in various approaches focused on highlighting the issue of what is called human factor. Rallying to a specific terminology, it signifies in new conditions a “generalization of appreciation of one or many persons starting from a particular feature”, a “tendency of irradiation of features and mental processes, even if no objective data  reveal any correlation between them” or, in the end, an “error of assignment consisting in the tendency that a small number of evident  features to influence the appreciation in general of one person or group”. Thus, if we think that, for example, at the concerts organized in times of electoral campaignes, we can observe that, in fact, the citizens (the potential electors) are invited to take a dose of pleasant sensations which can irradiate automatically on the political formation involved in the organization of the event. At a similar conclusion we can get and then when we try to clarify about  the entity of human relations(people who are beautiful are appreciated, in the most of the cases, like being more intelligent, more popular and possessing  more good qualities  than those who are ugly or neglected; by the fact that we are liable to listen to the following  lines “the blondes don’t think/ are stupid” or “people who have glasses are intelligent”, we also tend to make conclusions about our fellows in dependence of their groups of origin / or group membership: “Tell me with whom you are friend and I will tell you who you are”), with the specificity of the process of human resources selection (usually, if a specific person has 2-3 features that are necessary for a job, then there are a supposition that he/she has and the rest of the features required), with the etiology of managerial  success(in the case of a company which has a impressive profit, we are liable to affirm that it has motivated employees and leaders of exception ) or/and with  parameters that identify marketing (as it is well known) positive perceptions of a brand are reflecting automatically on the other brands (then when, for example, a famous American company invested massively in the promotion of the IPod , taking into account the proper reputation of this company, everyone observed how immediately iThing Apple became more attractive in the eyes of the consumer) ).

The “halo” effect in education
In concrete terms, the “halo” effect is revealed in the conditions of the teaching-learning process and that would mean:

· the extension of some qualities at the level of the whole conduit of the pupil/student;
· the appreciation of a pupil/student at a certain discipline taking into account his/her situation obtained at other disciplines;
· overestimation or underestimation  of a pupil/student results under the influence of general impression which the teacher have made about him/her;
· to advantage the children/young people that are from a superior social stratum and in the same time to disadvantage the children/young people that are from an inferior social stratum;
· the appreciation with indulgence, in situations of failure, of the pupils/students who “were good” in other passed situation.
It is naturally understood that the appearance of the “halo” effect in education can only disturb the “normal going of things” and can put under the sign of inaccurate what is done or what will be done. In this context the opinions of the specialists coincide in totality:

· H. Schaub & K.G.  Zenke – the “halo” effect reproduces a erroneous component in appreciation of performances and characters of personality appeared because of a sequential  impression [7];

· Bontaş –the “halo” phenomenon means negative irradiation on the process of grading of the pupil or/ and the student, such as: low marks at other disciplines negatively influence the process of providing lower grades than they deserve at other discipline; higher grades at other disciplines negatively influence the process of providing higher grades than they deserve at other discipline; friendship and antipathy  (...) can  sway the process of grading and that mean giving higher marks(friendship) or lower grades (antipathy) [8];

· C. Cucoş – “falling under the sway of the “halo” effect , teachers, by the virtue of some anticipative  judgments, do not observe the eventual lacks of good students, as they are not “willing” to ascertain  some progresses of the wicker ones” [9].

In some authors’ vision – such as, for example C. Cucoş [10] - , the “halo ” effect tends to manifest in education in two distinct ways. The first symbolizes the “gentle” approach, that is the type of intervention which is characterized by “the tendency to appreciate with indulgence well known persons comparative with the unknown ones”(the student who is recently transferred from other school, as it is known, is welcomed and evaluated with more circumspection then those with a well known biography which don’t rises any question ). The second way consists in the expression of a generosity error, an error which interferes “when the educator has the tendency to present a reality at a superlative mode or the desire to mask a blameable state of things”.

How can be canceled the presence of the “halo” effect in education?
As the “halo” effect exert a bad influence on didactic evaluation, it is extremely important to realize which are the practical modalities in “”limiting its possibilities”. A meticulous analysis of the sources- especially of studies centered round the identification of “forms, methods and means which ensure a correct and objective appreciation of knowledge or abilities”- show that this problem is not knew (several generations of analysts of the educational field have been struggling with it) and that, up to this moment, a solution can be found every time one resorts to the (a) organization of some external examinations (where teaching staff from other institutional environments are invited to participate),  (b)  extension of works with a secret character (meaning works that ensure the anonymity of those to be appreciated), (c) involving  several teachers in the process of evaluating one and the same student, (d) comparing the results of the evaluation with those accomplished in time by the school inspectors or any other person with control function (principal, vice-principal, class teacher, etc.), (e) systematically drawing the attention of the teaching staff to the necessity of “putting aside” students’ appreciative antecedents, (f) interdiction to let a candidate be examined by a teacher that is a relative of the candidate and (g)  substitution, at the evaluation phase, of the “known” teacher with an “unknown” one (who should not be able to know the students with their “problems” and thus who will not be able to apply  appreciative attitudes of subjective character).
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Abstract
The paper takes into consideration academic stress within the background that follows the implementation of Bologna process in Transilvania University of Brasov. The study inventories new sources of stress that are superadded to those contextually specific to the Romanian higher education. The research hypotheses anticipate the existence of some determinants related to age, years of teaching, gender and specialization type (humane and science) of the investigated variables. The study draws the attention on several important facts, such as the teaching staff’s accommodation to the modern ways of information and documentation promoted by virtual library; or the paradox of promoting the novelties connected to post-Bologna process by the teaching staff who are more conservative due to their age; or the transfer of some attributes, attitudes and values that are considered to have masculine determinations towards the feminine gender.
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1. Introduction
1.1. Stress in Romanian academic context

Surveys on academic stress have in view the students rather than the teaching staff [8]. Moreover, the work of the academic people is not included in the category of high stress professions, such as those of policemen, doctors or managers. Studies made by Brate and Grecu [1] on pre-university education teachers reveal that “the teachers’ stress is associated with a number of variables including those which are intrinsec to profession, those which refer to individual differences and those which are connected to organization” (p. 89). From the occupational stress perspective [3, 4], the higher education teaching stuff have a special situation, involving particularities that impose a specifically-contextual approach of it:
· In accordance with Maslow’s theory of motivation, the higher education teaching staff have very active needs of growing and self-actualization, for which the perceived level of stress should be a low one in comparison with similarly solicitated categories. 

· This category of specialists typically belongs to learning organizations. According to Kofman şi Senge [6], in these organizations, employees constantly develop their capacities of reaching the wanted results, new manners of thinking and communication are promoted, collective aspiration is free, people continually research and apply new methods of learning in group (p. 1). 
· The results of scientific research with practical application have determined the respect and appreciation for research, the need for theese no longer being questioned in none of the field of academic area. The informational resources required in the realisation of research projects should lead to a better presentation of the decisions in the academic specialized library and to a better correlation between info-documentary services and students, teachers or researchers.
· Higher education is particularly put to the pressure of accelerating information processing and producing, the cycles of producing–becoming out-of-date being shorter and shorter [7]. Decoupling from training and permanent learning means a quick condemnation to deprofessionalisation of the university teaching staff who, throughout the entire trajectory of their careers, “are condemned to learn” from new and rich sources which have to always be actual. Hence, we think and speak of redimensioning the role of libraries as fundamental sources of information.

· Romanian higher education has particular determinations as well. It is considered the overture of change, in which there are put disproportionate hopes under the circumstances of a chronic subfinancing and of a continuous erosion of the teaching staff status.

· Supplementally, the Bologna process and the necessity that the European space should subordinate to some unitary rules move the weight centre of Romania integration towards the university space preponderantly. Hence, the problem of compatibility between academic training and diplomas so that the graduates can be accepted anywhere in the European communitary space.

· The obligatory character of reading, preparing and permanently bringing up-to-date information they teach in order to rebuild part of historical differences between our country and the developed countries; this thing redimensions drastically the role and functions of the university library as a fundamental source of books and as well large information by facilitating the access to e-books and relevant databases.

· The crisis in the area of resources and especially of proper education spaces. Sharing the buildings in very disparate venues gives birth to difficulties that are connected to the transport, students’ attending courses and stability of a coherent working schedule.
· Self-determination and university autonomy, though salutary in themselves, turn the matter of financing into an obsessive preoccupation, push leading the efforts towards economic profitableness rather than quality of the didactic process.

· Ever growing the volume of teaching staff’s administrative tasks which tend to counterbalance the academic tasks gives less and less time to specific activities that are centred on information and documentation, on research, on courses and papers elaboration, on working with students.
· Taking more and more scientific research to goog account in the detriment of the didactic one that places the teaching staff in a position to produce, communicate and discount scientific research on their own because this is the basic condition of their promoting in the career.
2. Research methodology
2.1. Objectives of research

The present study was a pilot one which was carried out on a small number towards medium of teaching staff from Transilvania University (N = 59). Its objectives were:

· to verify the qualities of a battery of diverse instruments which are correlated to the stress issues;

· to make an occupational stress multidimensional profile of the teaching staff in the system of higher education;

· to identify the teaching staff predictors of stress in this context and to establish relationships between them;

· to identify the determinants which the differences of age, gender and especially of number of teaching years in education have on the level of occupational stress;

· to establish if there are particularizations of professional stress in accordance with the science or humane type of investigated faculty;
· to determine the interrelationships between the applied tests, generating a small number of explanatory units.
2.2. Subjects

Out of the total of 59 participants, 27 attended science (technical, to be more specific) faculties (Mechanical Enginnering, Technological Engineering, Wood Industry, Science and Engineering of Materials, etc.) and 32 attended humane faculties (Law and Sociology, Psychology and Sciences of Education). The number of participants in the two groups were relatively balanced but their distributing according to the criterium of belonging to gender and to the criteria of age or of didactic grades was less balanced. The analysis of groups structure shows the fact that men predominate when we speak about technical departments, while women predominate at humane departments; this distribution corresponds to men’s natural aptitudes which are stronger for exact sciences and to women’s aptitudes towards the domains of relationships/ communication which are stronger with women. The sample structure on ages differentiates the two groups significantly. Thus, at technical departments the medium ages (34-50 years) and the big age (over 50) dominate: 11 and respectively 9 cases, while at humane departments there is a strong age polarization. The university polytechnic past makes that the humane faculties should be very young. These departments were set up after 1990 around a low number core of pre-existing specialists, through a quick assimilation of young elements, out of which some had been trained by their very departments. In fact this thing explains the fact that the technical faculties enjoy greater credits for both didactic grades and academic titles.
2.3. Hypotheses of research

The major directions that guided our research were concretized in the following hypotheses:
1. It is expected to exist significantly statistic differences between the general level of satisfaction in work and the level of value horizon of the two types of faculties. 

2. It is also expected that in academic environment the years of teaching should lay emphasis on externalizing assignments and should lead to decreasing the feeling of personal efficacy as a result of a stronger and stronger dissonance between the age factor and the constraints of adaptation to change.

3. The general level of stress and its associative elements (anxiety, social support, self-esteem) could differentiate according to the criterium of belonging to gender, resilience to stress being expected to be higher at the masculine gender.

2.4. Used instruments

· Questionnaire of life events of Holmes and Rahe [5]. Predisposition to somatisation is more likely among those who will get over the critical area of score. This type of instrument lays the emphasis on stressor and less on person or on his/her capacity which is differentiated by the resilience to stress.

· Questionnaire of physiological reactions to stress (Ebel et al., [2]), consists of 39 symptoms which are scored on a Likert scale in 5 steps and which represents somatisations in various body subsystems that are caused by stressing agents. The questionnaire gives a physiological image for the manifestations of the suffered stress.

· Brownout Questionnaire of Greenberg [4] measures an intermediate state, effect of occupational stress, that leads to the burnout syndrome (pessimism, paranoic susceptibility, rigidness, feelings of loneliness and guilty, difficulties in decision making, etc.).

· Greenberg built a scale of 21 items to evidentiate the type A behaviour [3]. It consists in a complex of personality traits, including competitive impulses, aggressiveness, impatience, the acute feeling of time pressure, hostility – correlated to heart diseases.

· Burns Inventory of Anxiety has the advantage that, although it is uniphasic, it operationalizes anxiety in three distinct categories, namely anxious feelings (6 items), anxious thoughts (11 items) and physical symptoms as a result of anxiety (16 items), giving a consistent expression to the physiological reactions to stress.

· IPAH Questionnaire (Multidimensional Locus of Control, Levenson, 1974), consists of 24 items where the subject has to answer on a scale in 6 steps. His instrument brings the causal attributing a supplementary dimension: besides the mutual dimension of internality, externality has distinct items for the human factor – Others scale – and Chance factor.

· Questionnaire of Rokeach values proposes the subject to arrange from 1 (the most valuable) to 18 a number of values-purpose (terminal, such as fulfillment, peace, freedom, etc.) and 18 values-middle, namely instrumental (ambition, courage, independence, etc.) which are typical of the western culture.
· Questionnaire of social support (Dwight Dean) comprises a number of 24 items that are scored on a scale with 5 steps, from strond agreement to strong disagreement, these items measuring not only the need for external support and help – a major way of stress decreasing –but also the social seclusion.
· Clinciu Questionnaire of Self-esteem, which is built by us and under being published. It consists in 30 items which give a general dimension of self-esteem, separately providing a negative component and a positive one of it. Its inner consistency has a very high value (alpha Cronbach = 0.92); alpha for the first part is 0.83 and for the latter is 0.89.

· Scale of Social Self-esteem (Social Self-esteem Inventory) was created by Lawson, Marshall and McGrath (1979) and also evaluates self-esteem, but in social context. The subjects with a deficit of assertiveness or with a personality disorder (the avoiders) usually have a social self-esteem which is inferior to the other categories of subjects.

· Questionnaire of existential issues was elaborated by us and pre-tested in previous surveys. It consists in 20 items that are scored from -3 to +3 and refer to the manner in which the subject appreciates his/her state of health, intelligence, income, parents, luck, physical and material wealth, etc. Totalizing the scores of all the scale items gives a global indicator of the subjects’ existential state of contentment.

· Sherer Questionnaire of Self-efficacy consists of 23 items that are scored on a scale from 1 to 5, some of them being scored directly, others inversely but together they give a synthetic indicator of self-efficacy. The questionnaite gives a psycho-metric expression to Bandura’s statement, according to which the levels of self-esteem are associated positively with the feeling of self-efficacy.

After making clear the purpose of the survey, there followed filling a questionnaire of factual data (age, numbers of teaching years, didactic grade and academic title, etc.) which were succeptible of producing variables involved in processing and interpreting the gathered data. Filling the questionnaires was conditioned by signing an agreement of free consent participation. Confidentiality was assured by guaranting to keep anonymity, which offered answers more conformable to reality.
3. Results
3.1. Comparison science faculties – humane faculties

Paradoxically, although getting older brings about for the science-technical faculties more materialistic recognitions, academic titles and didactic grades, the general level of declared soul contentment is significantly less than that obtained at the humane faculties. The explanation is that the afflux of youth in the newly established humane faculties generates a plus of emulation and affective commitment in duty tasks, while the stability conferred by the teaching years favours routine instalment. 

Hypothesis 1 finds a strong supporting because there is also a value horizon that significantly differentiates between the two types of faculties. The differences are given less by terminal values and more by the instrumental ones. Thus, at the science faculties the values which are on significantly higher places in hierarchy are obedience (t = 1.96, p = 0.05) and self-control (t = 2.24, p = 0.03), while at the humane faculties capability (t = 1.95, p = 0.05), the fact of being loving (t = 1.97, p = 0.05) and willing to help (t = 2.56, p = 0.01) – among instrumental values – and inner harmony (t = 2.59, p = 0.01) – among the terminal ones. This outlines differentiatedly value horizons: faculties of Law and Sociology and Psychology and Sciences of Education emphasize spriritual values more, while the others emphasize self-control and obedience. Differentiating the respective faculties according to the criterium of belonging to gender (prevalence of the feminine gender at the humane faculties and of masculine gender at the science ones) transmits differentiatedly values emphasis.

3.2. Differences determined by years of teaching

The years of teaching bring with them an amelioration to the status of the actors on the academic stage. As far as locus of control is concerned, the factor years of teaching acts differentially, as it lets the element of internality almost unchanged, strongly emphasizing the one of externality (F(2, 58) = 3.26, p = 0.04). Consequently, the need of social support seems to be underlined once the years pass by (F(2, 58) = 3.00, p = 0.05) and also the level of burnout (F (2, 58) = 2.98, p = 0.05) rises. Paradoxically, the years of teaching, which bring about the consolidation of personal position in the academic world through scientific titles and didactic grades, are negatively associated with the feeling of self-efficacy and positively with the need of social support, especially for the categories with more than 15 years of teaching. The explanation can be that, after reaching a certain professional standard through long efforts, both the need of novelty and intellectual curiosity, and the trust of those involved that they are still be able to cope with the alert rhythm of changes occurring in the academic and scientific life, are eroded. This attitude emphasizes the dependence and need of social support at young ages, losing rhythm and speed being perceived as reducing self-efficacy. Experiences accumulations of mature ages only partially compensate the losses of enthusiasm, curiosity, creative effervescence, etc. It is also probable that the health problems occurring meanwhile should contribute to this phenomenon. The indispensable conclusion is that managing the change in a more and more academic world must be carefully prepared through a policy of attracting and actively involving the young elements. The above explanations take into consideration the medium tendencies of the studied groups, considering the automatic extrapolation towards individual cases to be unadvisable.
3.3. Gender differences

There are a multitudinous ways of becoming habituated to doing something through which we try to reduce the high level of stress; among them the most frequent ones refer to incorporating substances: food (behaviour of bulimic type, tobaccos, alcohol, psycho-active substances (licit and illicit drugs). In the questionnaire of factual data, there was a heading referring to two behaviours of reducing the level of experienced stress, drinking and smoking, and also an item referring to the general hope of life. Resorting to alcohol as a technique of sedating the accumulated tensions is much more typical to the representatives of masculine gender, at a high threshold of significance (t = 3.62 p = 0.001), while women’s favourite “drug” remains coffee which is used in a significantly bigger proportion (t = 2.24 p = 0.03). In our group another paradoxical fact is the hope of life which is much higher for the representatives of masculine gender (75 years compared to 71 at women), as long as in Romania, referring to the basic population, the hope of life is higher in favour of women. This fact is explained by women’s deeper and more consumptive nervous involvement in academic life, which made us anticipate a higher level of stress in women’s case (hypothesis 3). As a group, the men in our batch have a bigger average age, have accumulated greater academic titles and didactic grades, they have a larger marriage proportions, have more children, so the general level of their satisfaction in life should be a higher one; this fact is confirmed indeed.

There are important differences in connection with existential contentment: while in men’s case there are predominant medium and high scores, in women’s case the situation is more polarized, being in evidence two extreme categories, the women who are content with their own lives and the discontent ones. It is possible that the feminine gender staff from the academic environment should have a level of aspiration which is higher than men’s. The feelings of personal efficacy, of personal and social self-esteem are obviously higher in favour of women; this situation contradicts the classic stereotype according to which man fulfils through profession and woman through family. Beyond the disparity of the two groups, mainly connected to the age factor, out of our research there rises the idea that academic environment tends to become one which is more favourable to turning to good account the feminine gender rather than the masculine gender. The fact must be taken cautiously because generalizing results is diminished through the relatively low number of participants belonging to the compared groups.
As we anticipated through hypothesis 3, the general level of anxiety is significantly higher in favour of the feminine gender as a group (t = 2.17, p = 0.03). “Decomposing” this score into the three main components, we notice that, although the anxious thoughts and feelings are somehow bigger at the representatives of the feminine gender, the one which really makes the difference is the third component, physiological symptoms associated to stress. The fact that they also develop specific mechanisms of antistress fight is revealed in the questionnaire of Existential Issues, where there exist scores which are significantly higher in favour of women in the chapters referring to friends and social support. The women’s increased abilities for vocabulary and social communication are turned into an important trump in the context of fighting techniques with the occupational stress from academic environment. This fact is also confirmed by the value horizon which is revealed through Rokeach questionnaire: the values prioritizing differently by the representatives of the feminine gender are the inferior harmony, the fact of being willing to help and loving, namely we speak about preponderantly affective values, while self-control and being obedient are men’s dominants values. Moreover, contrary to Rotter’s classic theory, in academic environment and in the investigated batches, the internality of attributing is a characteristic that proves to be more pregnantly feminine than masculine.
4. Conclusions
Our research could not answer the question how stressed those working in academic environment are. This happens because there still misses the term of comparison. Besides, the main purpose of our research was of carrying out a pilot study, of verifying the value of the instruments that were used and of finding the significant differences between groups according to years of teaching, gender belonging and the science – humane type of faculty.

All the three types of hypotheses were confirmed in various degrees, but generalizing the results imposes substantial growth of the investigated group in order to eliminate  the possible sources of distorsion. The study draws the attention on a few conclusions:
· Although the level of occupational stress is higher for the representatives of the feminine gender, academic environment seems to be more favourable to fulfil the need of their self-achievement which is sustained by a higher level of aspirations/expectations.
· Although the “seniorial” ages are associated with real growths in the plan of the level of academic expertise, which is concretized in scientific titles and academic degrees, the capacity of managing novelty and change seems to associate more closely with the young ages, despite the fact that the decision power key factors do not belong to them.
· In the investigated academic environment there are a few characteristics which are considered to enter the definition of masculine gender; they tend to turn to the feminine gender (internality, higher self-esteem, etc.) which knows to use their natural data in a constructive fight with stress, giving it superior adaptative valencies.

· It is necessary to made some essential changes in the structure and complex library integration actions within the structure of the University, by making funds more adequate to reader’s requests, in accord with faculty profiles and scientific research programmes of researchers.
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Abstract

The basic idea of this paper is that reflective teaching constitutes a desirable educational practice in Higher Education.   We develop here a ‘reflective’ analysis of this pedagogical principle having as a reference Stephen Brookfield’s argument presented in his book Becoming a Critical Reflective Teacher (1995, pag.301): “Teaching that is authentic … involves a genuine fostering of student autonomy as opposed to co-dependence, a teacher-student relationship that is collegial as opposed to friendly, communication that is candid yet caring, and the expectation for personal and professional accountability.”  Some consequences on Higher Education finalities are derived, considering the double mission of a university: getting the graduates ready for a profession and getting them familiar with the research spirit. 
Keywords: reflective teaching, reflective learning, reflective researcher  type, reflective professionist type.
1. Crossroads in Higher Education 

Up to recent times, it was admitted that higher education was difficult to receive, but it offers rewards like: self-improvement, job insurance, a development of character, and social improvements that are going to satisfy anyone.

In the last decades, a considerable part of these advantages started to be questioned, higher education constituting the field of numerous controversies and the target of interminable criticisms. This phenomenon is due, first of all, to the fact that higher education is today facing a series of new challenges it finds it hard to cope with:  the appearance of new regional and international learning roles; the placement of universities within a global networked economy; the association of university study programs with explicit qualifications etc.

Some people consider that it is difficult enough to get out of this situation considering that higher education continues to do what it had done since the end of the XIIth century: ignore undergraduates and focus on the prestige of scholarship and graduate education (Charles Syke Proscam, 1988).
On a more careful analysis of educational practices in the university environment, we may establish, indeed, that certain behaviors remind obsolete professional models, of a scholastic type: 

· the teaching manner remained, most often, purely expositive (expositive-explanatory at the most);

· the role reserved to the student in relation to the university teacher is preponderantly a passive, purely receptive role

· the opportunities offered to students to exercise higher intellect structures: critical thinking, lateral thinking, reflective capacities...are relatively few, sometimes accidental

· learning activities continue to be focused on knowledge and only seldom on processes 

· the maintenance of the scission of didactical activities into: courses (activities excessively focused on the teacher’s activity) and seminars (within which the teacher also has a dominative role).

It is as if – as Anne Matthews (1997) says - a silently understood "nonaggression pact" had been signed between students and professors today. Professors promise not to challenge students; students promise not to bother professors.

In general, anyone can notice that higher education is refractory to perfectly legitimate critics and continues to remain insulated from reality.  Here are, in this regard, several fundamental questions putting into discussion the very mission of higher education: 

· Is university education so important? (Those who address such a question bring as an argument a reckoning of Bill Gates who had the confidence to leave his schooling behind for the other students that really needed it, as he realized that he had more important things to accomplish in life than to argue with teachers about grades on papers).  

· Which should be the curricular orientation of the university training: traditional/liberal or utilitarian/vocational?! (Peach Sam, 2010)

· Which is finally the main mission of the university education: the professional higher education or research?

In answer to these kinds of questions, universities bring the argument that they are in a permanent search for excellence. Such an answer is not however always deemed satisfactory. Bill Readings (1996) considers – for instance! -  that “as an integrating principle excellence has the advantage (for the universities, of course!) of being meaningless: it is non-referential”. As long as excellence cannot be measured with the measurement tools with which society operates at this time of its evolution, such a promise is considered to be too ideational.

One of the most viable solutions for getting out of such controversies seems to be the solution that the university didactic personnel must become aware of the change of roles they hold and assume the exercise of such roles and functions. To support this movement, UNESCO drafted even from 1997 some Recommendations concerning the Status of Higher Education Teaching Personnel. 

Among these recommendations we can find the wording related to the necessity that the university didactic personnel are concerned with the improvement of pedagogical skills and the requirement that, through the performed activities, the provision of opportunities for lifelong learning is ensured.

It is to these coordinates that we shall refer in our demarche through which we shall highlight the importance to promote, in the university environment, the reflective practices which, from our point of view, represent one of the most significant products it has.  

 Reflective practices have the capacity of stimulating the development of an individual throughout his/her lifetime, both from a personal and a professional point of view. 

2. The Theoretical and Practical Context of Approaching Reflective Practices 
The concepts underlying the role of reflective practices are not quite new. The Meditations of Marcus Aurelius has been described as a prototype of reflective practice by Seamus Mac Suibhne (http://en.wikipedia.org/wiki/Reflective_practice). 

In modern times, the following also wrote about reflective practices: John Dewey (with his exploration of experience, interaction and reflection),  Kurt Lewin, Jean Piaget, William James and Carl Jung (those who  developed  theories of human learning and development).        

The explicit definition of the ‘reflective practice’ concept was made by Donald Schön in his book The Reflective Practitioner in 1983.  He approaches reflective practices as a process: they (reflective practices) involve thoughtfully considering one's own experiences in applying knowledge to practice while being coached by professionals in the discipline.
The mentioned author also distinguished between reflection-in-action (at the same time as the practice takes place) and reflection-on-action (afterwards). More recently McAlpine (1999) has included the advance reflection (reflection-for-action) in the model.  
Reflective practice is also seen by other authors (Jasper, 2003)  as a strategy associated with the improvement of the quality of care, stimulating personal and professional growth and closing the gap between theory and practice. That means that, fundamentally, reflective practice could be considered as a way of promoting the development of autonomous, qualified and self-directed professionals. 

    We will also use as a basic premise the idea launched by Branch & Paranjape (2002, p. 1187) that reflection leads to growth of the individual – morally, personally, psychologically, and emotionally, as well as cognitively.

    In our opinion, reflective practice means to put in the center of your activity the effort of using your full potential for solving different types of problems in a personal manner.

Reflective Teaching as a Royal Path to Deep Learning  

From a pedagogical point of view, reflective practices suppose the achievement of a favorable educational context so that the individual holding a certain experience presents it in a challenging manner to that who wishes (or needs) to take it over. It means that the supplier of such an experience has to know to create a pedagogical situation of a certain type.

A great variety of perspectives and current conceptualizations were offered by different authors on what it means to be reflective about teaching (Lasley, 1989; Tanner, 1988; Ross & Hannay, 1986; Sternberg, 1985).

Critically reflecting on our own practice is one way to bring to the level of awareness what it is that we do, and why. As Larsen-Freeman has noted (1983, p.3), awareness is the first step toward being able to change our teaching practice. This point of view is also shared by Wallace (1991, p.49) considering that reflective teaching designates the continuous process of reflection on the already acquired knowledge and on the acquired knowledge experiences, in their direct connection to the concrete professional context which generated them. Through “already acquired knowledge” the mentioned author understands that body of information and competences which the professional recognizes as valuable and promotes through a direct experimentation.
Other authors define reflective teaching as the attitude the teacher can adopt to analyze his own professional activity, to catch those manifestations bringing positive results, to identify the alternatives it can select to reach the targeted results (Tremmel, 1993; Schon, 1983, 1987; Zeichner & Liston, 1987). As a practical action, it consists in the fact that teachers first collect data/information on teaching, analyzing the attitudes, beliefs /opinions, assumptions and practices of teaching, which they subsequently use to critically reflect on such activities (Richards & Lockhart, 1994, p.1). It is due to this very component – critical! – that reflecting teaching can serve in the professional development process as critical reflection can assist in profoundly understanding the teaching process.
From a superficial perspective, reflective teaching seems not to bring something fundamentally new in the theory field or in the teaching practice field. Some authors consider that the « reflective teaching » expression is oversaturated by meaning and has nothing in addition to what is described by means of systematic teaching or efficient teaching concepts. Competent teachers are permanently concerned with their work (according to them!), carefully analyze their attitudes, beliefs, assumptions and the correct manner of teaching …, using then the results of such investigations to improve themselves. In their conception, the reflective teaching concept uselessly charges the educational language.
In our opinion, the reflective teaching concept assimilates a series of psychological trends which are very actual: process-centered teaching, teaching stimulating critical thinking, student-centered teaching, problem-based teaching, competence-based teaching.
Reflective teaching represents, in essence, a personal development manner, an alternative to improve teachers’ professional behavior, being the expression of the state of mind, of the interrogative attitude they adopt by reference to the educational practices they are involved in.
This type of teaching creates a favorable context for promoting the professional dialogue which, even if not finalized with spectacular discoveries, has an extraordinary potential to help to the clarification of certain thoughts. The development of reflective thinking is grounded on a philosophy based on social constructivism and social activity theory. Reflection has deep connections with dialogue, particularly reflective dialogue. (De Anne Brockbank, Jan Mc Gill, 1998).
Reflective learning is in a close connection to reflective teaching. In general, we have the tendency to consider that a reflective teaching induces by itself, instantaneously, a reflective learning. Unfortunately, from a practical point of view, things are not always like that. Although it is true that reflective learning can be determined, stimulated, maintained by a reflective teaching, it is equally true that, despite the satisfaction of all these conditions, it can appear with delay. Reflective learning is, before anything, an assumed, self-determined learning. Its main characteristics are: it is active (even inter-active), assisted, self regulatory, (self monitoring, self evaluating), constructive, meaningful.
By associating reflective teaching to reflective learning, several elements of comparison with special practical value result: 

	Reflective teaching
	Reflective learning

	Creates the climate favorable to the transmission of filtered experiences 
	Turns the thinking and experience of the learner to itself

	Relies on the trust in the interlocutor’s capacities
	Involves the entire learning potential of the trainee

	Determines/favors the mental and/or practical exercise
	Puts into motion the mental and/or applicative capacities of the trainee

	Creates behavioral anchors between the educator and the trainee
	Manifests as a maximum receptivity of the trainee to the educator’s message/messages

	Favors the personal and professional development of the trainee 
	Creates/develops specific mechanisms of self-learning and self-autonomy


Fig. 1. Characteristics of reflective teaching and reflective learning
In order for the teacher to be able to promote reflective teaching, he should have certain basic personal qualities: deep knowledge in the taught discipline (content area), rich experience in the field, abilities in the high processing of the specific information, transfer capacities. The adopted attitudes in relation to learners are also extremely significant: empathy, generosity, confidence, receptivity, dynamism, provocative, communicative, innovator, builder of a favorable context.
On the other hand, to be attractive in a reflective learning, the learner must hold, in his/her turn, several personal qualities: cognitive and/or practical prerequisites, motivations, sufficiently high aspiration level. The attitudes adopted by the learner in the relations with his/her educator are also very important for the quality of reflection actions to produce: receptivity, acceptance, disposition, questioning.

If all these conditions are met, there is a high probability that what we could name awareness occurs between the two interlocutors. 

3. Reflective Practice in Relation to the Main Mission of a University

The methodological approaches regarding the manner to apply certain reflective practices in the educational field are different. 

One of the most known is, of course, that presented by Schön D. A. (1983) speaking about a so-called area of knowledge in action which has deep relationships with reflective attitudes.  

In our opinion, the “knowledge in action” expression deserves a special deep study. We think about three distinct levels of action:

· the action of the mind – as an exercise of thought, of turning to itself, of deepening the understanding through the valorization of its correlative functions (to put into connection); this type of exercise is one that may remain purely theoretic. It is a strong level of reflection through which the individual tends to explore and valorize to the maximum the cerebral potential and through which he continuously revolutionizes knowledge.

· the action of connecting theory to different aspects of reality (to search for in reality correspondences for different theoretical constructs). It is a tough level of reflection through which the individual intends to identify as many opportunities as possible to improve the relationships with the world. 

· the action of successfully applying theory in practice. It is a strong level of professionalization, the reflective capacities serving the individual for the continuous transformation of reality. It is the level through which the individual continuously revolutionizes reality, the concrete world. 

“Reflecting” on such differences, we establish two fundamental areas of interest for higher education: the existence of relevant reflections for the professional’s training and the existence of relevant reflections for the researcher’s training. From this point of view, we notice that certain teachers in the higher education have better aptitudes and skills for training experts and others have better aptitudes and skills for training researchers. 

As regards reflective capacities, the researcher type distinguishes itself by:

· reflective capacities of saturating cognitive functions (In Schön’s opinion, this type of reflections corresponds to the phase  ‘reflection on action’  and happens ‘afterward’ (after action). In our opinion, such reflections  could also  happen ‘before action’, meaning: reflecting on what action could be or reflecting on what significance action could  have in a general or particular understanding)

· reflective capacities of identifying certain applicative opportunities (this type of reflections corresponds to what McAlpine named ‘reflection-for-action’)

· [image: image49.jpg]


reflective capacities of converting cognitive functions into optimized practices  - corresponding to what Schön named ‘reflection-in-action’

The researcher is focused on theory and on the maximum deepening of knowledge. He anticipates the possibilities to apply theory in practice but does not exhaust the experimental exercise.
                                  A
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Fig.2. Constructivist models of “reflective type of the researcher”[A] and “reflective type of the professional”[B] 

For the professional, the order of priorities is reversed: from his point of view, the capacities to optimize professional practices acquire a fundamental role, he is less interested in the exhaustion of the possibilities to assimilate theory in practice and... much less concerned with the cognitive significances of the performed demarches. For this reason, the professional type may be recognized through such behaviors as:

· reflections of converting cognitive functions into optimized practices

· reflections of identifying certain applicative opportunities (as diversified practices!)

· reflections of saturating cognitive functions

The professional is focused, consequently, on practice and on the maximum valorization of the potential to change reality through the assimilation of a/some theory/theories in the concrete world.  

Conclusions:

Prophetically, almost thirty years ago Jean-François Lyotard forecast the end of the modern research university based on Enlightenment principles. We consider that this represents only one of the landmarks for the reconsideration of the manner in which universities define the new roles they shall play in the life of every individual, but –especially– in society. For the resolution of such problems, and of others, too, which the future already prepares for us, a deep exercise of ….reflection is necessary.
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Continuous Training Program for Higher Education Teachers By Means Of ‘Blended Learning’ - Necessity and Opportunity
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Abstract

The POS-DRU project “Continuous training by means of ‘blended learning’ for higher education teachers” unfolded by University of Bucharest in partnership with University Babes-Bolyai from Cluj-Napoca, West University of Timisoara and Softwin company offers to HETs the opportunity to develop a set of complex competencies in order to answer to the challenges addressed by contemporary society and the main beneficiaries of higher education – the students.

The project is based on the premise according to which the real chances for success of the HETs training programs depend on the referential framework adopted for their designing, implementing and assessment.

Keywords: higher education; higher education teacher training; project; training needs analysis. 

1. General context and argument

The present priorities of the European Union Council policies focus on education and training as an answer to the economic and social policies which require a highly qualified workforce, adaptable and capable to effectively make use of existent knowledge and technologies. In this sense, the strategic goals regarding the development of the educational and training systems within EU (Lisbon, 2000; Stockholm, 2001) explicitly mention the importance of the role played by teachers’ training systems within educational reforms. The knowledge-based society founded on dynamic learning processes will depend on highly trained professionals qualified in various contexts (formal education, lifelong learning, eLearning, inclusive education). Consequently, the professional development of teachers has become the subject of a rapid expansion, diversification and professionalization. 

Salamanca Convention (2001) reuniting the Ministries of education from the European countries created the context for the universities to recognise the fact that “quality represents a necessary condition for the trust, pertinence, mobility, compatibility and attractiveness of the higher education institutions, partners within the European Higher Education Area”.  

At international level, the specific training of higher education teachers (HETs) represents a relatively recent reality for the specialty field, although more higher education institutions have identified different strategies for training and development of their own didactic staff. However, this training has often taken a voluntary character, focusing mainly on the individual and most of the time being sequential, lacking continuity between different stages of training. Furthermore, without a generally agreed framework regarding the training standards, contents and learning outcomes, the HETs’ training programs wherever they exist (UK, Spain, Sweden, New Zealand, USA, etc.) have structures and forms of institutional organisation very different one from another. In present, this state of the art tends to be significantly modified, the issue of HETs’ psycho-pedagogical training has become the main subject of numerous congresses, scientific reunions, publications. This evolution of the field led to the development of many experts’ forums and associations as well as an increase in teachers’ interest in the training and development of this professional category.       

In Romania, although there have started to be registered preoccupations toward the field of teacher training there have not been registered coherent developments dedicated to university teachers. In this context, HETs’ training in Romania becomes an imperative which supports the quality and effective educational act. 

2. A project dedicated to HETs’ training

The POS-DRU project entitled “Continuous training by means of ‘blended learning’ for higher education teachers” is developed by University of Bucharest (Centre for Development and Training in Higher Education and Faculty of Psychology and Sciences of Education) in partnership with University Babes-Bolyai from Cluj-Napoca, West University of Timisoara and Softwin company. The project itself focuses on presenting to HETs an opportunity to build up a set of complex competencies necessary for them in order to answer to the challenges addressed by contemporary society, to reach the programmatic goals of the higher education reforms (Bologna Process) and required especially by the main beneficiaries of higher education – the students.

The main premise of this project states that real chances for success of the HETs’ training programs depend on the referential framework adopted for their designing, implementing and assessment.
The general goal of the project aims at offering the opportunity and increasing the participation of HETs to continuous training programs in the following areas: 

· quality assurance (at institutional level and educational process level); 

· higher education pedagogy (student-centred instruction); 

· students’ professional practice, 

by means of training strategies specific to blended learning.

The study led for grounding the main themes for the proposed training programs was designed in order to respond both to individual and institutional developmental needs. The analysis of specialty literature, of internal documents and quality assessment rapports at the level of partner universities proved a deficit on the three main directions mentioned above. Also partners’ experience in human resource management allowed a first identification of the interest topics and supported the process of choosing the target groups, the developmental activities and the defining of expected results. 

As such, the project answers to a set of clearly expressed needs by HETs that haven’t been given a solution yet. It develops flexible structures of learning which support lifelong learning and a modern, quality higher education. The target groups are characterised by specific functions, roles and tasks that involve the development of specific competences. 

· The young university teachers (novice HETs – novice in higher education or the didactic function they were assigned) face a major paradigmatic change of tertiary education. The student-centred model and the development of competences represent only two of the central features of the contemporary university model. 

· Another category of HETs is made up by the experienced teachers (“seniors”) interested in improving their professional activity from the perspective of student-centred education and training. 

· A distinct category is that of the members of quality assurance committees and internal auditors from the universities who should be familiar with the present regulations in the field, with the principles of quality assurance in higher education, the performance criteria, standards and indicators for quality assurance and accreditation. 

· The forth category is that of the managerial staff whose tasks mainly involve designing strategic orientation guidelines at institutional level.

· The fifth category is represented by HETs in charge with students’ professional practice/training. 

In designing the activities and the expected results, the project values the experiences acquired by partners during previous or present developments related to the vast field of HETs’ training.

3. Stages in the project development – present stage

The project comes as an answer to a professionalization need and aims at offering and creating a solid opportunity for continuous training for HETs while testing an innovative methodology for continuous training. Also it brings a strong contribution at developing a practitioners’ community in higher education and grounding future masters’ programs that focus on specialising future HETs.

From the logic of this project, there can be mentioned three major stages of development: 

· analysis of the specific training needs of the persons belonging to the target groups; 

· designing the training modules and courses;

· unfolding the training activities with the beneficiaries.

Between January and April 2010 a first phase of the project took place. It consisted of a training needs’ analysis (TNA) a complex process unfolded by each of the three partner universities. It was based on a complex methodological set of tools consisting of investigation using questionnaires and focus-groups. There were applied three categories of questionnaires and there were organised five focus-groups. To this investigation participated more than 700 HETs belonging to the target groups established in the project (managers, internal auditors and members of quality assurance committees, novice HETs and senior HETs, respectively coordinators of professional practice) and covered three regions of economic development (Bucharest, North-Western region and Western region).   

The goal of TNA was that of identifying the vulnerable points in HETs training needs related to different competences areas (established in the designing phase by analysing the educational policy documents and best practices in the field) and consequently to identify the continuous training needs in the context of present reforms in higher education related to the main fields of their professional activities.

Concrete, the goals of the research were:

Goal 1. Identification of professional training needs of respondents (for the three categories of target groups); 

Goal 2. Analysis of HETs’ perception regarding the participation to training programs and regarding the desirable strategies for training and/or development;

Goal 3. Assessment of HETs’ culture related to the psycho-pedagogical field or quality assurance in the directions presented within the project. 

For attaining the proposed goals there was implemented an investigation based on questionnaires (3 categories) and focus-groups for HETs because the scope was that of developing an in-depth analysis of the psycho-social-pedagogical reality taken into account.

The three types of questionnaires were pre-tested and then applied on the five categories of respondents in the three university centres partners in the project: University of Bucharest, University Babes-Bolyai from Cluj-Napoca, and West University of Timisoara, on a total number of 696 persons.  

The TNA questionnaires for HETs, no matter the category to which they belong were conceived in order to identify those vulnerable aspects or those elements of competence (knowledge, skills, abilities, capacities, attitudes, values) which necessitate to be improved, developed. Thus, the continuous training assumes the role to support the HETs in order to perform at higher levels of professionalism at the workplace. The questions allowed us to identify the weak points of the teaching staff and the areas where it is necessary or desirable to implement changes, to establish priorities for designing the development of HETs.

The focus-group interview, complementary tool to the questionnaires in the present research, was developed in order to reach a (general) consensus at the experts level regarding the professional training needs of HETs in relation to the three areas in questions (quality assurance, higher education pedagogy and professional practice of students), in order to ground the design and organising activities of the curricula structures of the training modules from the project. 

More concrete, the interviews for the focus-groups were meant to complete, by means of interrogation and debate, the information gathered through the questionnaires, focusing explicitly on the strategies for improving the continuous training programs for HETs. In this context, they took over the essence of the goals identified at the moment of conceiving the questionnaires and enriched them by allowing their shading, arguing and motivating the expressed options.

Within the TNA there were organised a total of 5 focus-groups in the three partner universities, to which participated a total number of 59 persons.

After the unfolding of this TNA there was developed a consistent study which revealed essential information for the next stage which is now in progress, namely the design of the training modules and courses, of the functional features of the portal and the ways of presenting the course contents in blended learning format. The final number of hours dedicated to each course and the distribution of hours between face-to-face sessions and the ones online would be established within the activity focusing on the curricular design of the courses based on the findings of TNA. When designing the course modules the results of the research will be taken into account as well as those of the practice synthesised in the specialised literature which recommend alternation between the online sessions and those face-to-face so that there is enough time in order to allow participants to study the online contents in their own time, using the learning portal.

At this moment there was conceived the template for the development of the training modules. Thus is proposed a unitary approach of the curricular design and suggestions are offered to curriculum designers for organising content elements in correlation with different ways of approaching the instructional activities (face-to-face sessions, study contents downloaded from the platform and collaborative study, homework, online study in personal pace, videoconferences). The training modules are based on the premise of correlating their objectives and contents to the trainees needs. Each course will present learning units organised such as to underline: 

· fundamental concepts; 

· further/supplementary resources, links; 

· recommendations for practitioners; 

· examples, relevant practice, documents used, etc.; 

· practical activities, reflection topics, etc.; 

· assessment.   

Also, there were established the expert teams that would collaborate for designing the training modules and courses, while the structure proposed for each of them having already been established and validated. Each of the team members assigned for curricular development chose a set of themes/sub-themes he/she elaborates in the next stage following that all the materials to be integrated in the form of a complete course-book.

In the same time, Softwin experts have started the development of the learning platform that allows the unfolding of the courses in blended learning form. Specifically, the learning portal will allow the development of online learning spaces; will ensure participants’ access to learning resources, to communication with trainers and colleagues. By means of the portal, participants will get to pay notice to their own learning activities, to access updated information on live sessions, while trainers will benefit of a space dedicated to experience exchange and will gain access to the beneficiaries’ progress. The content of the online training will be organised on learning units, requiring from participants reading, individual study, involvement in forum debates, self-assessment, development of group and individual projects. Thus, participants build their own learning process expressed in the form of a personal portfolio. 

Following this phase there will be conceived the course-books, the functional online platform with adequate spaces for learning and practice communities, and respectively two guidebooks for using the online platform: one for the HETs – trainers and one for the participants.

During the third phase, courses will unfold in the three partner universities, gathering a total number of 300 participants. The three modules, respectively five courses are as follows: 

M1. Quality assurance in higher education – courses: 

· Internal management and quality assurance systems – for the members of quality assurance committees, internal auditors, etc.;  

· Quality assurance: standards, procedures at program and institutional level (ARACIS); 

M2. Student-centred learning – strategies for designing, implementation and evaluation of educational process – courses: 

· Teaching, learning and evaluation in higher education – for novice HETs (“juniors”);

· Educational strategies centred on the student – for experienced HETs (“seniors”); 

M3. Students professional practice – course: 

· Instructional strategies for designing, implementing and evaluation of students professional practice – placements and partnerships.

Each of the courses will benefit of 20 ECTS credits and 66 hours. In general, the first face-to-face meeting will include introductory elements for the topic of the course, for using the portal and strategies for online learning, while participants will experiment the facilities of the portal. The last reunion from each course will be destined to evaluation and feedback. Finally there will be organised a follow-up session for sharing experiences derived from direct training and the final testing in order to certify the graduates’ competences. The program unfolding will be supported by trainers from the three partner universities who will moderate, facilitate and assist the learning process. For the courses where it is relevant, the face-to-face sessions will be recorded on videotape that will be available for participants for further analysis.

The monitoring and assessment of the training activities will take place by means of: self-assessment lists that focus on qualitative information regarding the consequences of program implementation, seminars rapports, activities observation, participants’ assessment, and statistics about HETs’ access to the portal.

The dissemination of the project outcomes will consist of: seminars, activities focused on the promotion of the project outcomes by means of the website, published articles which are also presented to specialty events and informative packages for presentation. 

When referring to the present stage of the project, it is important to present some of the general conclusions and recommendations resulted following the TNA with relevance for the designing and implementation stage of the training program:

· “student-centred model” as generic field that subordinates a set of training topics represents a common concern for all categories of teachers involved in the research;

· the results obtained after applying the questionnaires proved a vulnerability at the level of continuous training for all three target groups related to the interest areas: quality assurance in higher education, higher education pedagogy; students’ professional practice/training. Thus, in the last years there can be noticed a very low rate of participation to such programs dedicated to HETs continuous training, a higher rate being registered as far as the participation to courses related to quality assurance is concerned: 

· 39.64% in the field of quality assurance;
· 4.42% in the field of the higher education pedagogy;
· 12.59% in the field of the students’ professional practice/training. 
· focus of modules and courses on specific themes, well defined and offering many examples with practice-applied character, might guarantee the interest and participation of beneficiaries to such continuous training programs and, consequently, their success; actually, applying the theoretical knowledge, motivating students, communication, effective teaching strategies in higher education are issues that have always occurred, being also mentioned in other national studies (Opre et alii, 2008) which focus on the increase of the higher education quality (appear also as imperative needs for HETs training);  
· the development of the psycho-pedagogical competences is one goal of the continuous training that was expressed by the representatives of each of the three categories of target groups and positioned on the first places of the hierarchy comprising their options: 
· 34.68% of the HETs with roles in quality assurance in HE;
· 56.64% of the junior and senior HETs;
· 44.44% of the HETs which coordinate the students’ professional practice/training.
· the offer for training programs (both from content point of view as well as from delivery and schedule point of view) should be as flexible as possible in order to ensure access to as many HETs interested in their professional improving as possible;

· in close connection to the previous statement, the analysis of different opinions expressed by HETs within the focus-groups proved the fact that there can be taken into account other strategies as well for HETs training (workshops, resource centres, in situ training, etc.); this result is also consonant with specialty literature, thus proving that many of the HETs participant to research know and require to be involved in similar practices like those already existent practices in highly prestigious universities from Europe and USA. All these observations represent an example of aligning HETs’ needs from Romania to the trends in the field regarding the structure of the training programs and also the main key-issues that should be taken into account when designing the training modules that would precede this stage of the project;

· modules and courses to be adequate to different styles of adults learning;

· development and officialising of a coherent system for HETs’ training.  

4. Perspectives and expected results

Certainly, the project outcome with the highest level of impact will be, no doubt, beyond methodological issues, the design and implementation of the HETs training modules and courses in the three fields of interests. They will reunite theoretical and practical aspects for the development of the professional competence of the academic university staff.

The development of training modules, dedicated specifically as far as the theme and methodology are concerned to the main interest areas of the HETs, based on present theoretical and practical issues, connected to the existent experiences and the requests addressed by the Bologna Process, becomes thus necessary and urgent for capacitating HETs as authentic professionals completely involved in a highly qualitative educational act, beneficial for all the actors involved.  

In the present context, we believe that the needs for HETs continuous training derive from the contemporary reality of the higher education, from understanding the role they should assume and for which they require a permanent professional and personal development. It becomes obvious that it is essential a relevant vision, theoretically and methodologically founded on the training experiences, responsive to the requests of this professional category and at a higher level to the requests of the higher education system and the contemporary society.
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Delphi Research on the Development of Higher Education Teachers’ Psycho-pedagogical Competencies 
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Abstract

Based on the analysis of the policy documents in the educational field we strongly support the idea of redefining the socio-professional status for the higher education teachers. This paper focuses on presenting a part of the conclusions derived from a Delphi research which aimed at the validation of a curricular project for developing the psycho-pedagogical competences of the higher education teachers. The results of the research validated the premise that the academic community acknowledges: a strong need for defining a qualification in terms of competencies and a correlated training system for this professional category. 

Keywords: competence; higher education teacher training; curriculum design; Delphi research. 

1. Argument

Education and training became priorities of the European Union Council in the vaster context of economical and social policies. The knowledge-based society founded on dynamic learning processes will depend on highly trained professionals qualified in various contexts who will adequately assist and support them. One of the consequences of this premise is that the initial and continuous training/professionalization of the teaching staff is highly necessary to become the most important issue for the experts in the field.  

At a concrete level, the university reform has become synonym with the initiative of developing a European Higher Education Area in the last decade. In this context, it has become obvious the necessity of stimulating the training and development processes of the higher education teachers (HET), turning them into the keystone of the university change in the 21st century. The present tendencies which mark the reform of the HET training should be harmonised with the goals of further development of the tertiary system of education being necessary a correlation and concordance between the system of teacher training and its social functioning by those who are responsible to design and implement this reform.

The increasingly complex competencies, which are nowadays requested to be proved by the HETs, require a set of exigencies, standards and performance indicators of the training processes. More concrete, any training system for the HET should establish a set of standards which will need prolonged, in-depth, coherent and effective preparations both considering short term development as well as of medium and long term.      

In this sense, it is highly necessary a re-evaluation of the social-professional status of the HET, aiming at its redefining. However, this proves to be a very complex endeavour because of the vaster social context which required an ample reform of the university field. The axes for identifying the professional expertise field, the professional roles and tasks, the professional competencies and their structural and functional elements as well as the competence indicators have been re-dimensioned in order to cover their whole activity field, which represents an essential precondition for developing a comprehensive training program that might answer most of the challenges addressed. 

2. Profession, professionalism, professionalization in higher education (HE)

To speak about what it means a good professional involves an integrative approach within which eclectic elements from different fields such as sociology and work psychology, organizational theories, law, etc. intersect. No matter of the perspective, the professionalism issue tends to acquire specific features. 

However, a debate on the subject might lead to many controversies, to pro and versus arguments, but it definitely would not offer many solutions regarding the subject we are interested in, namely the professionalism of the HET. This is why in the perspective of our paper, we explicitly state the axiom, supported by the expert literature according to which the HET is a professional. This in turn means that: he/she benefits from an initial and continuous specific training that ends with bachelor, masters’ and Ph.D. diplomas but also other types of evaluation; benefits of a high degree of independence in his/her actions; grounds his/her professional activity on theoretical-scientific arguments; involves a continuous effort for improving and up-dating the professional activity; the professional activity answers to a set of essential social needs: education and training specific to the HE level.

Professionalization is the process of development of a set of competences in a specific field, based on a knowledge system (theoretical and practical), a process controlled in a deductive manner by the model of that respective profession.

From an analytical perspective, the issue regarding the HET profession is related to the following aspects: analysis of the professional expertise fields of teachers; analysis of the professional roles undertaken by teachers closely connected to the specific cultural and social context within which they unfold their activity; analysis of the necessary competences for accomplishing the professional expertise roles; adopting explicit model for supporting the development of these competences.

3. Framework for training HETs


The university professionalization should meet all existing conditions among which we mention: the existence of a rigorous system of admission and certification, the development of real paths for the progress in career, but especially the development of a coherent system for initial and continuous education and training for those who perform the respective profession. Teacher training represents a field of knowledge and practice that has been developing in an accelerated rate during the last two decades. Considering a comparative analysis we can acknowledge that the interest toward the HETs’ professional training started to be obvious starting with the second half of the ‘90s. On the other hand, the UNESCO Conference (1998) stated the quasi-inexistence of the initial and continuous training systems for HETs, as well as the situation in which in most of the countries there is no offer or requirement for any kind of specific psycho-pedagogical training for university teachers in order to be confirmed in their academical positions.

This lack of institutionalised models for HETs professional training (more precisely of the actions aiming to the development of psycho-pedagogical competences) is based on the conviction deeply rooted at the collective mentality according to which the HETs are the “official wise men”. Consequently, to teach at this level it is enough the thorough knowledge of the scientific content. In other words, the in-depth knowledge of their own field of expertise represents a guarantee for the qualitative level of the instructional/educational process. Furthermore, within the HE institutions has been persisting the belief according to which teachers should assume the personal responsibility to develop themselves. 

The recommendations formulated by classic works focus the attention on the necessity of coordinating the processes of personal, institutional and organizational development are blocked by two major barriers: the increase level of inertia of the educational systems and the diversity of the elements that should be taken into account in order to design an integrated model of HETs training.  

4. Research: development of psycho-pedagogical competences of HETS 

We proposed a study program justified by its goal that conveys the emergent expression of the needs addressed by the university training system in the context of the radical changes it undergoes (Bologna Process) while being correlated  with the referential and the guidelines of the university teacher training at international level. Thus it tries to answer to the external challenges, for instance the social, economical and cultural ones, but also to the internal challenges: the new missions of HE and its particular features (student centres, competence approach, etc.).

The training program for HETs is addressed to the novice teachers. The objective conditions support the option for a part-time training program. However it combines features of the adult training programs with a vast and original set of forms for organising the instructional activities. 

4.1. Goal of research 

The main goal of the present research was that of non-experimental validation of the curricular project for the psycho-pedagogical training in order to be awarded the novice HET qualification. The validation was carried on by investigating the opinion of experts in HE and sciences of education, representative at national and even international level. 

General objectives of research: (a) analysis and evaluation of the curricular project; (b) expressing recommendations, scientifically based, for improving the proposed curricular project; (c) evaluation of the opinions regarding the need of implementing a specialised system of training (psycho-pedagogical development) for HETs and regarding the official recognition of HET qualification at institutional and national level.

Specific objectives of research: OS1 – analysis of the learning outcomes (competences, units and indicators of competences) related to the general objectives of the training program; OS2 – evaluation of the proposed curricular structure related to the instructional modules and units of study, to the allocation of the number of hours for each of the instructional activities (lectures, tutorial activities and assisted practical activities), to the number of control homework, the number of credits and the evaluation strategies; OS3 – expressing recommendations regarding the structural elements of the curricular project (competences, contents); OS4 – identification of the support and constraining factors that might influence the implementation of such a training program; OS5 – identification of the legal stages necessary for recognising and regulating the HET qualification at institutional and national level.

4.2. Arguments in favour of choosing Delphi methodology

The arguments on which was based the decision for starting a Delphi study within this project were firstly related to the status of the experts selected to analyse the present issue of interest as owners of an in-depth knowledge and understanding of the field of research. On the other hand the decision for using the Delphi method instead of other methods was based on some of its advantages: avoiding the blockages induced by focus-group (the “dialogue” at a distance in anonymity conditions); possibility of reconsidering their own believes while finding out the opinions of other participants in the study due to the feed-back ensured by the researcher within each phase of consultation. 

The option for undertaking only two rounds (instead of three or four rounds) was founded on the following arguments: homogeneity of the group that helped in reaching a rapid consensus, in theoretical clarifying and necessary informational covering and avoiding a long time and massive effort, which would have been unrealistic when referring to top experts in the field that might have led to a decrease in the responses to the questionnaires.

The Delphi experts, who by the nature of their activity (instructional activities, research in the field of educational sciences, expertise in the field of HE, of educational management) are closely familiar with the situation of novice HETs, were invited to debate the necessity of designing specialised training programs, to express their opinion regarding the proposed curricular project as a generic and generative structure at national level for the novice HET qualification, to the obstacles that might constrain the promotion of a distinct qualification at national level and to identify solutions regarding the design, implementation and evaluation of this type of professional training. 

4.3. Sample of research

For us to attain the objectives of the research in an effective manner compelled us to make optimum use of the existent resources, premise that led to a selection of participants according to their expertise in the field of interest.  

The invitation to the study was addressed to well-known experts of the Faculties of Sciences of Education as well as of the Departments for Teacher Training from 10 university centres representative at national level: Bacău, Braşov, Bucharest, Cluj-Napoca, Constanţa, Craiova, Iaşi, Oradea, Piteşti and Timişoara. To this invitation responded 18 experts, while 17 of these participated effectively to the two rounds, 15 of them to both rounds and 2 to one round. Among them 64.71% were Ph.D. professors, while 35.29% were Ph.D. lecturers. 

4.4. Analysis and interpretation of results

Round I – Questionnaire no 1 (Q1): the experts had 2 weeks at their disposal to analyse the proposed curricular project and to fill in Q1 which underlined the issues of maximum interest in order to focus their attention.

Round II – Questionnaire no 2 (Q2): the experts disposed of 5 weeks to answer to the 2nd questionnaire. 

Within this paper we chose to focus only on the general objective (c) evaluation of the beliefs regarding the need for implementing a specialised system of psycho-pedagogical training for HET and the official recognition of HET qualification at institutional and national level. This general objective subordinates 2 specific objectives: OS4 - identification of the support and constraining factors that might influence the implementation of such a training program; OS5 - identification of the legal stages necessary for recognising and regulating the HET qualification at institutional and national level.

Within the Delphi research, the experts expressed their belief according to which the design and implementation of a specialised system focused on the psycho-pedagogical training of novice HETs is fully justified, in total agreement with present orientations and perspectives of HE development. This system can be unfolded in an organised context of post-university module studies, with more stages. Also, it is recommendable the design of specific modules for senior teachers depending on the needs identified at their level.

Consequently, the first questionnaire started with a generic question in order to assess the Delphi experts’ perception regarding the necessity to design and implement an initial and continuous training system for the HETs. 100% of the experts expressed the belief that the development of such a training system for the novice HETs is imperative.

As far as the development of such a system for the experienced HETs is concerned the positive answers of the Delphi experts reunited a total of 14 expressed opinions, 2 of them preferring not to answer, while no expert considered unjustified the development of a continuous training system for experienced HETs.
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Figure 1. Experts’ opinion on whether a specialised system for HETs’ psycho-pedagogical training is justified
Such a system is definitely justified independent from the Bologna process but even more within this context. The chances caused by the Bologna process had not just structural implications, but also processual at the level of concrete teaching-learning process. It is essential that a novice HET knows these implications and associate them with adequate professional (teaching) practices.

No matter of the adopted academic system, teachers training (including the two components, initial and continuous) is a central problem of the contemporary educational systems.  

The first stage of the research gave to the experts the possibility to identify a set of supporting, respectively constraining factors that might definitely influence the implementation of a HETs training system (Q1, 2nd question).

The supporting factors identified by the Delphi experts are: “Redefining the HET status (qualification of HET): roles, functions, competences”, “Need for the development of a pertinent system of training for HET in the more ample context of conceptual and methodological framework of the Bologna process”, “Awareness of the training need”, “Requests addressed by students”, “Defining the specificity of activity in HE”, “In present, the initial training is not enough and there is no specificity for the HE”, “The progress of the HE activity by means of developing the HET’ competences”, “The tendencies of professionalization in different contexts and lifelong learning”, “European Qualifications Framework - EQF”, “Offering a sense of ownership and responsibility to HETs regarding their own training and development”, “The idea of correlating more the career training and development with the system of compensation and benefits”.  

The graphic representation of the supporting factors which occupied the top five places (following the second round) can be analysed in the following figure:
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Figure 2. Supporting factors for the implementation of a HETs training system


We consider symptomatic experts’ option that was placed on the first place in the presented hierarchy, namely “Redefining the HET status (qualification of HET): roles, functions, competences” which thus confirms our premise. In the context of the major changes at HE level, it becomes highly important the reflection on the HET status and implicitly the strategic orientation toward training this professional category. With maximum relevance for our interest we also state the following two places “Defining the specificity of activity in HE”, “Awareness of the training need”.   

According to the Delphi experts, involved in the present research, the constraining factors that for sure might influence the implementation of a training system for HETs are: “University autonomy”, “Resistance to change.//Academic traditional organisation culture”, “Lack of psycho-pedagogical vision”, “Difficulties in developing the legislative framework”, “Disregarding the psycho-pedagogical training: “anyone can teach if he/she knows the content”//It is regarded as a shift of the role and a degrading of the social-professional status”, “Lack of resources”, “The frail status of the Departments for Teacher Training (which should assume this mission)”, “Lack of motivation”, “Risk of formality”, “Effect of prestige.//Sense of self-sufficiency, especially at senior teachers”, “HETs’ individualism (much more research-oriented and less learning-oriented)”, “Specific for Romania: “lack of time”, engaging HETs in different extra-institutional activities”.  

The graphic representation of the constraining factors which occupied the top five places can be analysed in the following figure:

[image: image50.jpg]



[image: image51.jpg]



Figure 3. Constraining factors for the implementation of a HETs training system

In a similar manner with the supporting factors, in the case of the constraining factors we notice the presence on the first places of those related generally to the “external” elements of HETs (“HETs’ individualism”, “Effect of prestige”, “Risk of formality”). The interference zone comprises a set of constraining factors that can be related mostly to a set of de-motivation factors which obviously can negatively affect the implementation of such a straining system.

In comparison with the supportive factors, we notice the difference in focus when expressing the options in case of the supportive elements, respectively of the constraining ones which is highly depending on the referential we make use of: the individual level of HETs represents an important factor of support and in a lesser degree a constraining factor, while the systemic level represents in a lesser degree a supportive factor and in a higher degree a constraining factor. 

We consider relevant the opinion which positioned on the first place within the constraining factors the University autonomy. This opinion reflects a real situation, this factor being often mentioned when similar situation involving the implementation of innovative changes at the university level occur.

After unfolding the first phase of the Delphi research (Q1, question 3. Which do you consider that there might be the legal procedures necessary for recognising and regulating the qualification of HET at institutional and national level?), the experts’ answers allowed us to synthesise a complex set of intervention strategies at institutional and national level.

The second round of the Delphi study (Q2, question 2) allowed the Delphi experts to form a hierarchical system of the possible intervention strategies at institutional and national level:

· At institutional level, we consider as relevant for the goals of our research the options the Delphi experts placed on the first three places, as they reflect an acute awareness and an increased interest for the design and the implementation of training programs for HETs in line with the present developments in the field of qualifications and quality assurance in HE:  

1st place – Implementing experimental training programs (as the one we proposed) in order to underline the process of recognition and regulating the qualification of HET. 

2nd place – Development of specific training programs, including a pertinent curriculum, subject to the approval of the university Senate or the Direction for Higher Education from the Ministry. 

3rd place – Development of centres for university pedagogy/education and methodology aiming at the academic professional development and assessment. 

· At national level, in a similar manner with the strategies identified at the institutional level those indicated on first places at national level are significant to us being included in the present strategic orientations of the HE and for which we plead in this paper:

1st place – Development of a detailed competence profile for each level of the professional path leading to becoming a HET and for each stage of professional development and building of an initial and continuous training program related to the profiles of competences.

2nd place – Institutionalising the training by means of a model agreed upon at national level.

3rd place – Development of professional standards or pertinent criteria for the qualification and attestation in the field, as well as for the continuous assessment for the career progress.

The opportunities identified by the experts following the first round of the Delphi study (Q1, question 11) that might ensure the optimum implementation of the training program were placed in a hierarchical system in the second round (Q2, question 6). The opportunities placed on the first 3 places support the answers offered by the Delphi experts at the previous questions, thus underlying the need and importance of a pertinent HETs’ training system at present: 

1st place – Development of the new national qualifications system, as well as the implementation of the Bologna Process can ensure important indicators for implementing such models of professional training and development, an innovation of the university context being imperative. 

2nd place – Existence in universities of specialised structures for teacher training which ensure that the implementation of such training and/or professional development models becomes possible. 

3rd place – Change in conception regarding the HETs roles and functions and awareness related to the necessity of authentic professionalization of the HETs training systems.

The threats that might prevent the optimum implementation of the training program identified by the experts following the 1st round of the Delphi study (Q1, question 11) were placed in a hierarchical system in the 2nd  round (Q2, question 7). 

The hierarchy identified by the Delphi experts is one which reflects the real situation that can be encountered at the HE level and which usually hinders the innovation at the system level. The options expressed by the Delphi experts are in concordance with those expressed within question 1 regarding the constraining factors:

1st place – Resistance to change, underestimation (by novice teachers but mostly by “seniors”) of the roles played by the psycho-pedagogical competences for exercising the HET profession and, furthermore, a rejection of the idea because of the lack of correlation with the “speciality”.

2nd place – Lack of legislation that should support the value of such a masters’ program on the labour market.

3rd place – Difficulties in adequately managing the time resources allocated to assessment because of teacher’s “overload” with professional tasks, research, social and cultural requests, etc. 

4.5. Conclusions to this objective of the research 

After unfolding the Delphi research, the experts expressed their belief according to which the design and the implementation of a specialised system for the HETs’ psycho-pedagogical training is fully justified in line with the present tendencies and perspectives of development in the HE. This system can be designed in different ways within a multi-phased organised, modularised post-university system. Furthermore, most of the experts consider that it is highly necessary the design and the implementation of specific training programs for the senior HETs depending on the needs they express.

The responses offered by the Delphi experts to the questions related to this objective underlined the support factors at institutional and national level, as well as a set of opportunities but also threats that might influence in the highest degree the design and implementation of such a program and implicitly the recognising and certifying of the qualification of novice HET.  

General conclusions and recommendations 

We should acknowledge that the question to which we have continuously sought an answer to even since we have began the research is: “what kind of professional development in general, but especially what kind of initial training will ensure the success of a HET in answer to the requirements addressed by the contemporary society?”. Moreover by studying the specialty literature we understood the fact that the present educational context is defined by numerous variables which undergo a continuous change, while the psycho-pedagogical competences represent the “key-answer” that might ensure the professional success of the HETs. Furthermore, the social challenges of the present millennium are focused on a set of training and professionalizing needs, perceived in different ways by the present HETs as well as future candidates to this profession.

Our argumentative process started with the analysis of the present situation by means of the national and European educational policy documents for the HE and HETs’ training which led to our first premise with double relevance:

· defining the novice HET qualification and designing a specific study program, respectively a correspondent curriculum should be developed in relation with the new requirements and exigencies expressed at the level of European programmatic documents and the best practices in the field;

· the HETs should be highly qualified such as to acquire the necessary competences to successfully accomplish the new professional roles developed in the present context (as designers of higher level qualifications related to the study cycles bachelor-masters-doctorate and as designers of study programs, of teaching activities, of curricular products). 

The second premise of our endeavour (which necessarily correlates with the previous one) supports the fact that there are two elements that substantiate the actions of identifying the training-development needs related to the psycho-pedagogical professional competences and turned them into irrefutable premises for the development of a training program, respectively of a correspondent curriculum for HETs: the educational policies in the field of the HETs’ training at international level; best practices related to the design and implementation of the study programs focused on the development of psycho-pedagogical competences of HETs, identified at international level.

The third premise states that it is necessary to identify the principles and the coherent ways of developing training programs for HETs based on present legislative regulations.

In accordance to the policies in the field of HETs training at national and international level, we believe that there can be formulated general recommendations that address mainly the responsible factors for the development of policies at national levels (ministries, agencies with responsibilities in the field of teacher training, etc.) and at institutional levels (HE institutions, faculties, institutions in charge of continuous training, etc.). These recommendations mainly concern: development of networks that might support information exchange regarding the curriculum for teacher training; setting up control and quality assurance mechanisms; validation of learning outcomes (professional competences) related to this area of training; identification of strategies for integrating the professional practice, of developing methods for institutional-administrative organising and of involvement of all stakeholders interested in this process (Zgaga, 2006).

Considering the theoretical foundations and the opinions expressed by the Delphi experts, we can synthesise the following set of recommendations related to the HETs training system:

· Aggregate the set of competences and validation of novice HET qualification at national level;

· Implementation of pilot programs in the field, as the one we proposed, and assessment of their impact at HETs level and their activity;

· Redefining the moment of debut in HE career and introduction of mentoring as system for assistance and counselling of the novice;  

· Development and consolidation of an educational offer of initial and continuous training programs based on a loyal competitive system, by means of which the HETs benefit of diversified and permanently up-dated opportunities of training

· Correlation of structures and evolution moments in university teaching career with the standards for professional training and assurance of a professional dynamics by using the transferable professional credit system;

· Encouraging the partnerships between the HE institutions which develop programs for HETs’ professional development aiming at supporting high quality and efficient programs for theoretical education and practical training  

· Development or involvement at regional, national and international level in innovative networks focused on the HETs training;

· Involvement of teachers in research and application projects for educational practice in HE.

We believe that the previous recommendations can be supported by specific actions in two directions which together with the above mentioned considerations define in a realistic manner the context of initial training of HETs:

· Actions to be taken at institutional level aiming at the university professional training and development:

· Improving the professional activity conditions within higher education institutions;

· Planning and implementing different proposals, projects for improving the teaching process at tertiary educational level;

· Valuing the best practices (successful experiences) in the field;

· Developing a framework for supporting coherent processes of reflection on university practices;

· Developing a set of professional-didactic criteria for selecting HETs. 

Actions to be taken at national level for the development of a HETs system of training:

· Promoting a comprehensive and coherent educational policy at national level in the field of HETs professional training and/or development;

· Setting up a national centre for HETs professional training and development (with subordinated centres within each higher education institution);

· Establishment and validation at national level of HETs professional standards, professional training standards and professional and transversal competences essential for the HET profession and qualification;

· Organising university/post-university courses for initial and continuous training focused on university didactics, learning and research; 

· Supporting the mentoring activities for the experienced teachers and those of didactic tutorials for the teachers who have been assigned courses.

Amplifying the reference horizon, based on the conception presented synthetically in this paper there can be developed a coherent and modern approach of the HETs training process in relation to the features of the contemporary society and in the perspective evolution of the higher education system. 

We strongly believe that the present reality requires the design and implementation of a set of multi-levelled directions of reform starting with the stage of conceptualisation up to the one of effective transposition in practice of HET training in relation to the tendencies of the higher education system. It is necessary a new perspective on the teaching and training activity in tertiary education, grounded both theoretically and methodologically, understood and assumed by the practitioners and reflected in the HETs initial training. Eventually it is necessary to generate a unitary pertinent vision on what university stands for, a vision that tends to be growingly clear at the policies level, but which will surely necessitates a translation in the real plan ... 
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Development of communication skills in an experiential manner at psychology students
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Abstract

One of the competencies mentioned by the Romanian specialists as necessary for a psychologist is to communicate. The objective of the paper is to present the experience resulted from a communication laboratory. It was realized in an experiential manner, the students learning by experiencing different forms of communication and, then, by analyzing their involvement in the exercise. A self-evaluation was realized to assess the progress made by the subjects in order to reveal the students’ perspective on the course, to observe how their participation was integrated in their self image, arguing for a humanistic, student centered, experiential teaching. 

Keywords: communication skills; experiential learning; student-centered.

1. Introduction

Developing communication skills is considered to be an important part of the prevention. Romano and Hage (2000) mentioned them in prevention-based agenda for counseling psychology. They established four major goals. The first was to use systemic and integrative models including life skills like communication, problem solving or motivation. Communication is an important competency especially for psychologists given the nature of their job, but also for other professionals, like doctors, nurses, social assistance workers, or teachers for whom getting the pertinent information is vital.

Smith (2006) integrated interpersonal communication as an important strength in a model with ten strengths in the category with the individual’s ability to form meaningful relationships with others and the capacity to nurture others (also, Peterson, Seligman, 2004). Strength-based counseling doesn’t focus only on positive aspects of functioning in order to build them but also in order to value the individual’s potential. That means the first step is discovering them. Smith proposed a ten stages strategy to develop such strengths: (1) creating the therapeutic alliance, (2) identifying strengths, (3) assessing presenting problems, (4) encouraging and instilling hope, (5) framing solutions, (6) building strength and competence, (7) empowering, (8) changing, (9) building resilience, (10) evaluating and terminating. This model emerged from models of psychotherapeutic change. Change is not seen as forced by the psychologist, counselor or psychotherapist, but in the meaning that Maslow (1962) emphasized, that is of actualizing the person’s potential. This way change is seen as fulfilling and it is accompanied by a positive emotional state.

 Previously, Bordin (1983) recommended the application of the working alliance in other change situations than psychotherapy.

There are more training programs focused especially on therapeutic skills (Nerdrum & Rønnestad, 2002), combining didactic and experiential principles, based on different theoretical backgrounds. But studies on the trainee’s perspective were considered rare. With special regard to communication skills, it was previously noticed that, even though skills theorists admitted the importance of the situational context, the way that trainees were conceptualizing their involvement was less investigated (Hargie, 1997 in Nerdrum & Rønnestad, 2002). Even though, according to neuro-linguistic programming principles, the message is not what one says, but what his interlocutor understands (Nedelcea, 2000), few studies focused on students’ perspective, and the meaning the training had for them. One of them was the one conducted by Nerdrum and Rønnestad (2002) on empathic communication. They could conclude that the trainer’s individualized, noncritical, and empathic orientation was especially meaningful for the trainees. Thus, they confirmed the recommendations made by Rogers, long time ago, when referring to applying client-centered psychotherapeutic principles in what he named student centered teaching.

Their training program had four components: didactic lecturing on empathy, from both psychodynamic and humanistic perspectives, videotaped role-playing, feedback and real client practice. They used grounded theory and consensual qualitative research. They balanced the lack of a team to establish the consensus by their extensive experience in the field. Regarding pedagogical principles and training, the trainees appreciated the program’s extension over time and the combination among training and practice. When considering the training methods, the trainees mentioned the lecturing on theory and concepts, role-playing and the trainer demand for trainee activity. The most important effect was elicited by the trainers’ individualized and personal or, in a single term, student-centered orientation. The learning process was realized through self-observation and observation of effect, by extracting the new while comparing to former knowledge, internalizing and consolidating.

Smith, Hanson, Tewksbury, Christy, Talib, Harris, Beck, Wolf (2007) in their review of 24 randomized controlled trials evaluating the effects teaching on medical students’ patient communication skills, found that, when small group discussion or feed-back was provided on a student-patient interview were used, their performance improved. The improvement was larger for the students with a specifc curriculum.

Wilkinson, Perry, Blanchard and Linsell (2008) examined the effectiveness of a three-day communication skills course for nurses working with cancer or palliative care patients. The improvement was maintained 12 weeks after the course and secondary gains were obtained, especially regarding nurses’ level of confidence in communicating with patients. The course had as core principles experiential learning, a safe environment away from workplace, small groups of maximum 12 participants, use of participant led ground rules and agenda, delivering intervention by specialists (facilitators).

Brown et al. (1996) assessed the effects of a multicultural counseling training focused on racial identity attitudes on white counseling students. After examining personal beliefs and/or self-awareness, introducing knowledge of different ethnocultural populations in the next step, the third phase was dedicated to development of skills to counsel diverse clients: identification and interpretation of verbal communication of racial identity. Especially non-verbal communication helps overcoming cultural or racial barriers (Abreu, Gim Chung, Atkinson, 2000). Small group communication facilitates information assimilation. According to Larson and Harmon (2007), university students remembered best the information that they themselves shared with the other group-members.

The objective of the present study was to conceive and evaluate a program for optimizing communication skills at students in psychology.

2. Methods
In order to accomplish the objectives, a qualitative research was realized. The effects of the program were assessed through self-evaluation papers at the end of the semester. This form of assessment was used in order to have a larger perspective of the way the students interiorized their involvement in the program, allowing them the liberty of signaling what was most important for them and once more validating their experience in the sessions.

· Subjects

The program was experimented on two groups of 14, and 12 first year psychology students, with ages between 18 and 28 years. The large majority of the subjects were females (13 in the first group and all 12 in the second one). None of them had significant health problems along the experiment. Some of them were employed, their job necessitating contact with other people (three of the subjects).

· Instruments

The research was conducted during Communication Laboratory, a compulsory discipline in the students’ study plan.

· Procedure

The program was administered in two-hours weekly sessions, according to the students’ schedule, by two psychology teachers, certified in experiential psychotherapy. At the end, as part of the evaluation procedure for their semester grade, the students made a self-evaluation of their activity during the semester, emphasizing what they had learnt.

The objective of the program was to involve the students in different forms of communication so that they could discover their strengths and weakness, and further improve their communication skills. A particular attention was given to personal experience in each exercise, which was expressed and integrated by each student at the end of each seminar during group discussions.

The first session was dedicated to an introduction into the theme: the students got to tell something about themselves, their expectations about the course. They have also found out what were the main requests for this communication course, the themes to be approached and the manner to do so. It was explained to them that their activity during the course would valued the most and would be the center of the following course. The students also got to know the teacher more as a person so that they could trust her to let themselves go with the action.

Starting with the second session several exercises where introduced in the following order.

E1: The students had to work in triads: two of them sitting down one in front of another, and the third on behind the second. The last student, standing up, had to express, non-verbally an emotional state, the first one had to mirror it, and the second one had to identify it. His answer would be considered correct only after he got confirmation from the third student. More emotional states were expressed and, afterwards, the student exchanged the roles in the triad until they experienced all three roles. Then, the group got together and every student expressed what had been significant for him during the exercise, what he had felt during each phase of the exercise, which role he enjoyed best, which role he enjoyed least and why. Special time was allocated to exploring the difficulties they had encountered (like being as expressive as the other one, like letting the personal state aside and mirroring the other, or finding the proper world to express a state).

E2: In dyads, the two students sit down face to face, with nothing between them. They had to look at the other person for five minutes and, then, to turn his back and tell all the details of the other’s appearance. The causes of their omissions or adds were analyzed, and their tendency to look the other straight into his eyes. The significance of the actions was considered.

E3: The students worked in dyads. One of the students had to tell a story about soothing he had done, something that happened to them, and the other one had to closely listen to him and write exactly what he had said. In the next phase they had to read what they had written, and the “storyteller” to make the corrections when mistakes were made.

E4: In dyad, the students were given the instruction to look into the partner’s eyes for five minutes, without any other talking or gestures. The impressions were discussed in the consecutive phase, accentuating the intimacy of this simple gesture, its possibilities of uncovering oneself and the value of silence.

E5: In dyad, one of the students sits with his back turned to his partner, and the latter expresses a message with his hands (like a massage) on his back. The whole group reunited discussed about the communicating value of touch, about its level of intimacy and emotionality, its effects, and personal and social boundaries of touch, but also its limits.

E6: In this exercise the whole group was involved. The students walked randomly across the room and, as they encountered another student, they had to salute him in a very personal manner. The discussion that followed was centered on how important is the first contact in establishing communication with another person, how much originality can be afforded when meeting someone, even if we know him/her, what each student thought was representative for him, how close someone can come to them and how close they could come to another person with a simple “hello”.

E7: The group members sit in circle. One of them sits in the middle of the circle with his eyes closed. The others have to get in contact with the one in the center, without using their voice, in a very personal manner. Afterwards, the one in the center had to open his eyes and name the author of each gesture he had been subject to previously. The discussion about the exercise begun only after all students had passed through the center of the circle. The analysis focused on their emotions facing the unknown of other’s actions which would certainly involve touch, how well they got to know each other in order to match the gesture with its author, the surprises they had encountered, their availability to stay with their eyes closed in front of such challenge.

E8: the group was divided in dyads, and each dyad had a large piece of paper (A3). The dyads were formed avoiding familiarity between the partners. Each partner chose a colored pencil that was representative for him. They used it to communicate with the partner on the paper without talking. After some time, they stopped, they looked at the paper, they had the possibility to change the color they had used before, and they continued. After few minutes, each student had to answer on his personal piece of paper to some questions: who started, what they had preferred to do: draw figures or to fill them, what they enjoyed the most and the least, what they have understood about their communication partner, what message they wanted to send, was there a pattern in their communication and what was it.

E9: Labels were made by the teacher, naming different types of persons subject to different social stereotypes (like prostitute, homeless, alcoholic, molested woman, women undergoing chemotherapy for cancer after having her breast recently removed through surgery, divorced women after discovering that her husband was unfaithful, homosexual etc.). Each student picked a label, without knowing their content. The label was posted on his behind so that everyone could see it, except for him. In dyad, they had to engage in an interview around the label they were wearing and then exchanged roles. With the whole group listening, each student tried to guess the label he had wore and reviewed his previous experience. The purpose of the exercise was for them to see how the preconceptions affect the communication, if they did, the extent to which they held some preconceptions about the person they had interviewed. The emotional impact of such preconception was underlined.

E10: The group was divided in two subgroups. Each of the subgroup had to come with original, strange ideas about subjects of discussions and put it on a separate piece of paper. They gave the papers to the other subgroup, their content being kept secret, and the others picked one subject to hold a conference about. Each student was considered an expert in the subject he found on his piece of paper and held a conference in front of the others about it. At the end, “the audience” had the right to ask three questions on the matter discussed. The analysis was conducted the next session. It helped highlight how convincing each student was, the resources he/she had and how well they had used them, what they needed to be more convincing.

3. Results and discussions

For the results we will mention some of the most common answers given by the students at the self-evaluation.

“I consider that I participated at all seminaries and I improved my communication skills. First of all I liked all the tasks we had to accomplish, finding most of them accessible. But all of them were new, allowing “the right to express our opinion”. There weren’t any right or wrong opinions, but all of them were taken into consideration. (…) I enjoyed working in a team or individually.”

“I didn’t know that communication could be so fascinating and elaborated. I learnt about “the art of communicating” both verbally, and non-verbally. I learnt to find out more and communicate more through signs, gestures and mimic expressions. But the most captivating thing was that we acquired all these through what seemed to be simple games and roles we had played. (…) One of the most important things I have learnt was not to put a “label” on people around me, no matter what course in life they have chosen or had.”

“The course put us to intense activity, involving us deeply, and allowing manifestation, discovering and refining our communication skills. The different „games” we played helped me realize how important all forms of communications (verbal, non-verbal etc.) were. I discovered the importance of verbal communication, and I think that often enough the “power of words” is underestimated. I discovered that sometimes, the communication is altered by the role the person plays in the society (e.g. policeman). I think that this laboratory helped me with communication generally, but also as a future psychologist. Communication is more than the simple gesture of verbalizing. The exercises allowed me to see how hard it is to “act on command”, but also how easy it is to send the wrong message. Another thing I have learnt was not to label the persons around me, no matter the way they live their life.”

“(…) I enjoyed being actively involved during all seminaries because now I think that communication is one of my qualities. Communicating this way opened my ability to talk, to interpret, and even to learn certain tips. I perceived the little “games” as captivating, enjoying to talk from the heart, but also to listen. Previously people used to tell me that I was like a mirror or that I copy other people too much. I found this laboratory to be kind of “fun”, because I felt myself, without fear and without preconceived ideas. (…) As a conclusion I would say that this laboratory taught me to be more open, to listen, to be able to express an opinion without being misinterpreted and, most important, fearless. I could also state that I overcame some obstacles that I had raised for myself.”

“This laboratory helped us to kwon better ourselves and the others. I started to develop communication skills that represent the first important step available to me to succeed in distinguishing myself from the others. That means learning to write and to talk correctly, being a good listener, recognizing the optimum way of communicating according to the context, an advantage I start to feel that I have. Communicating helps a lot to solving problems. After this laboratory, I better organized my ideas, more logically. We learnt how to present our own ideas correctly and convincingly. (…) The seminaries helped us feel “free” to communicate.”

“The activities solicited our thinking and our imagination as well. (…) More than just expressing our ideas and conceptions, we learnt to take responsibility for them. (…) We are now surer of ourselves.”

“I realized that I like more listening to others, without giving details about myself (…) and I can’t play someone’s role without having all the information. (…) I discovered how different we are from each other and that I couldn’t hide at all my true nature. I got to know myself better and find the best way to express myself.”

“(…) each class included a different task, improving my verbal and non-verbal communication skills by experimenting different forms of expression. It helped me express myself freely, without constraints, strengthening my self-confidence.”

“(…) At the first seminaries, I tried not to come up in front, and when I had to tell my opinion on certain subjects, I made everything possible so that I won’t be the one to talk first, and when I spoke I was trying to be most concise, to finish very fast. I didn’t like to talk in front of an audience. Later I became more confident in myself and what I had to say, I learnt to control my emotions while I was speaking and to be more open, no matter what the others might say.”

Making a summary of all the ideas expressed in self-evaluations, some aspects were of most importance for the students, being most present in their self-evaluations. These are:

· All the students appreciated the fact that they were all actively engaged in the activities, valuing each student’s personal experience in the exercises, opinions and place in the group.

· Most of the students felt more confident at the end of the semester, especially regarding their communication abilities.

· They had an increased sense of control over the message they send and, yet, they felt more open and sincere in communicating with others.

· They learnt to take responsibility for what and how they communicate and that it involves the whole person.

· The sincere communicating style employed by the teachers helped the students discover their weak-points and vulnerabilities and to work on overcoming them.

· The students discovered that communication means getting closer to Self but also to others and deepening the experience.

· The students found the whole experiential manner of conducting the laboratory attractive, challenging (especially to personal development), and encouraging freedom of speech.
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Abstract

Resume: Because of the spreading of Trans national corporations, the economical globalization started new opportunities for educational globalization. Opening some universities representations in other countries or even campuses together with the entrance on the market of these countries of foreign companies represent another argument of educational globalization. This means a form of a modern colonization where searching for material changed into searching for human resources: „heads hunting”. The American universities are the most active in searching the best students and researchers. It is opened in this way a new educational world without any constraint, like space, time or knowledge monopoly and the university campus will not be the same anymore. In the future, mass superior education will be based on e-Learning and new technologies. In this context, universities need a lot of partners and real support of governments. Economy together with public and private support on education will be a significant model of the future
Keywords: globalization, internationalization, Bologna Process, competition.
1. Internationalization
Bologna Process from Europe  started the intensification of cooperation and competition about investments in university systems and in scientifically research, demographic changes anticipation (population is growing older), innovation support, internationalization and assumption of risks.

 European Union adopted the following definition of globalization: 

“Globalization means that the flows of goods, services, capital, technologies and people are spreading worldwide, as countries everywhere open up to wider contact with each other.” "Globalization means that the fluxes of goods, services, capital, technologies and human force are in the middle of development worldwide and that all countries are more open to contact within one another." 

 Jane Knight (1997) has given the description of 'globalization' and 'internationalization' as follows:  "Globalization affects every country in a different way due to individual national history, traditions, culture and priorities." "Education internationalization is a way in which countries still respond to globalization , and at the same time respects the nation individuality." 

 “Internationalization of higher education is the process of integrating an international/intercultural dimension into the teacher, research and service functions of the institution.” "Superior education internationalization is the process of internationalizing integration / intercultural dimension of professors roles, research and service functioning of the institution."( Jane Knight)

 May I also refer to Thailand's former Permanent Secretary for University Affairs (Prof. Kasem Wattanachai) who is a Privy Councilor. Thailand ex-secretary for Business University  (Prof. Kasem Wattanachai), made a simple connection from  "knowledge economies" to "globalization" and "knowledge based society" to "internationalization". I personally find the terms very applicable and easy to understand as the activities under 'internationalization' address more on academic-oriented issues that could contribute to national richness in terms of intellect and well-being of its people. 

It is worth mentioning here as well about the meaning of 'internationalized university' as given by Prof. Thienchay Kiranandana, former President of Thailand's Chulalongkorn University :“An internationalized university is a university which creates, collects and disseminates the body of knowledge.” "An international level university is an university that creates , collects and distributes knowledge ". 

2. Globalization
  He has categorized higher education institutions into two types. He classified superior education institutions into two categories. The first is those aiming at creating, collecting and disseminating global body of knowledge possess widely and in-depth internationalized characteristics. The first one is the one that creates, collects and diffuses the organism to worldwide knowledge level. This type of institutions does a variety of activities, including international ones, international conferences, academic work presentations in international culture for research with foreigners colleagues. 

   The other type of institutions aims at disseminating knowledge in the forms of degree programs or short-term training. The other type of institution has the role of spreading information, in the programmes types of short time formation.These institutions possess widely internationalized characteristics. Their internationalization process limits only at teaching and learning and some cultural activities. These institutions have the same characteristics everywhere in the world. Their internationalization process it is only for teaching and learning limits and to some cultural activities. The knowledge spread by this type of institution, is not defined as "knowledge organism", so, they have to find a way to spread savants knowledge by finding teachers,  lecturers, etc .

  The global competition between universities is open, in the context of a light level of institutional autonomy, that allows flexible and creative manifestations, in a continuous changing world.  

   An autonomous university has the freedom to: project its own curricula; establish fees; select students; select professors; establish salaries level; establish development plans, etc.
  We could say that: „The success of failure of a university depends on: university management quality; university autonomy; the capacity to obtain financial and material resources; knowledge production capacity; capacity to transform information into knowledge.”
  The promotion of university image is an important strategy of university management.    In this context, university internationalization has to take into account: the number of foreign students; the numbers of invited professors from abroad; the number of professors from the university that teach abroad; the number of foreign languages programmes; the numbers of modules studied at universities abroad; the number of double diplomas; the number of Phd. Coordinated from both parties; the number of university’s publications in foreign languages; the number of international projects, coordinator and partner; the number of international collaborations (ERASMUS, etc.); the number if international university consortium; the number of international academic organizations that is part from; the number of international collaboration contracts; number of international prizes; the number of international conferences organized and participation; e-Learning curricular offer in foreign languages. 

  The educational globalization issue is more complex than internationalization , which is only a part of globalization. Educational globalization includes also economical, cultural and even political issues.

   Thus, the development of new technologies lead to the creation of digital libraries which will the the premise and development of the European project for integration of national libraries into the European Digital Library by 2010. This will allow a quick and full documentation in any academic domain as well as formation.

  Economical globalization, due to transnationalization of companies lead to new opportunities in educational globalization. The opening of new universities parts or campuses in other countries, together with the development of foreign companies represents another argument for educational globalization. This is a special type of a modern colonization, in which looking for materials is replaced with looking for human force: „heads hunting”. In this way , American universities are most active in looking for the best students and researchers. Free soft availability for educational purpose (ex. Moodle and Sakai) and the opening of universities by sharing materials (lectures, documents) online, public available, and also digital libraries creates the premises of distance study and virtual universities. They estimate that, very soon, its possible that everyone that has at least mobile phone or Internet access to be able to see the most of the knowledge our civilization has, together with opportunities offered for study.

  In this way it starts a new educational world with no time boundaries or knowledge monopole, and university campus will no longer have the same meaning. Superior mass education will be based in the future more on e-Learning and new technologies.

   In order to realize durable development by durable educational development, well known universities should contribute to the development of universities competences in developing countries, and quality standards transmitted to these countries shouldn’t be inferior to the ones for developed countries. They should support the development process and not to exploit these markets. Unfortunately, in all developing countries we see an exports of benefits and internalization of costs due to brain  leaving. We could say that the gap between rich and poor is transforming in a gap between the ones educated and the ones uneducated. 

  It is absolutely necessary to create the opportunity to pass form „brain drain” to „brain circulation” because the governments are responsible to motivate and help with concrete measures the return in the country of the ones professionally working in developed countries. 
  In order that universities become responsible members of the global comity, in a global economy based on knowledge we need the education of involved, interdependent and with a global identity citizens. 

   In this context, Universities need a large platform of cooperation and real support of governments. In this way, resource increasing in the private superior education could come from some major changes in fiscal policies, that could lead to tax decreasing for donations and sponsorship. The combined economy of public and private support for superior education will represent an important model of the future. Globalization is a very real phenomenon that is transforming the world economic system including nearly all aspects of production, distribution and other business processes. With the emergence of a new development model, particularly in the highly industrialised economies, knowledge and information take on increasing importance. Thus, the era of globalisation has tremendous concomitant implications for knowledge, education and learning. 

  This paper has argued that one implication of this transformation is that a new system of knowledge, education and learning will include many components that do not exist in the current educational model. The new system of knowledge, education and learning should include the following ten key components. 

· A focus on abstract concepts; 

· Uses a holistic, as opposed to linear, approach; 

· Enhances the student's ability to manipulate symbols; 

· Enhances the student's ability to acquire and utilise knowledge; 

· Produces an increased quantity of scientifically and technically trained persons; 

· Blurs the distinction between mental and physical labour; 

· Encourages students to work in teams; 

· Uses virtual teams around the world; 

· Is an agile and flexible system; and 

· Break the boundaries of space and time. 

In addressing the challenges posed by globalisation, tremendous levels of cooperation are needed, between the public and private sectors, and between global, regional and national organizations. 
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Abstract

The paper is based on a psychopedagogical experiment (2008 -2009; 2009 - 2010), wich intends to identify the learning difficulties of the students and to deliver a psychopedagogical intervention for enabling with metacognitive strategies (Programme 4- Partnership in foreground domains, no. 9216). 

The students were asked to be aware of their cognitive processing during their preparation for an exam. The read-in of the individual mechanism of the complex learning process is the basic prerequisite for all searchings for modernisation of the teaching process in order to contribute to the better quality of education.

Keywords : competences; meta-cognition; learning, students; quality.

The postpiagetian era was especially characterized by cognitive psychology researches. Learning from cognitive perspective has some features (apud Collins, A., Brown, J.S. and Newman S.E,1989): 

a) Awareness of the mental processes carried out by experts in solving a problem; 

b) the metacognition (by students and teachers); 

c) stack business expert and the novice in solving the problem; 

d) privileged learning group. 

In a relatively recent paper ( Bideaud J., Houdé O., Pedinielli J.-L., 1993) it is stressed that no other theoretical perspective has proposed many new concepts and has not caused so many new reflections as cognitive psychology did. Among the concepts of this guidance they remember the most important calculation, symbols and intelligent; cognitive architecture; conceptual map (Concept Mapping); metacognition.

The experimental research is part of a partnership project (in collaboration with “Stefan cel Mare” University from Suceava and University from Bacau) (PNII 2008-2010, nr. contract 92106, USAMV Iasi being coordinator).
1. Metacognition concept 

The term has been introduced relatively recently (1976) in the language of socio-human disciplines by J.H. Flavell. In 1976, Flavell defined metacognition as such: “Metacognition refers to the knowledge one has of his own cognitive processes and their products (...) it touches, among other things, the active control, the regulation, and the orchestration of these processes (...) so as to serve an objective or a concrete goal.” (p 232)  “Metacognition is the segment of stored knowledge that has to do with people as cognitive creatures and with their diverse cognitive tasks, goals and actions” (Flavell, 1979, p.906).He defined metacognition as “the ability to understand and monitor one’s own thoughts and the assumptions and implications of one’s activities (10. Flavell, J. H.,1987). Therefore, based on extensive research Flavell (1983) explained “What is metacognition? It has usually been broadly and rather loosely defined as any knowledge or cognitive activity that takes as its object, or regulates, any aspect of any cognitive enterprise (e.g., Flavell, 1981A); it is, again, "cognition about cognition" (p. 6). “It is the knowledge and beliefs, accumulated through experience and stored in long-term memory, that concern, not politics or football or electronics or needlepoint or some other domain, but the human mind and its doings” (Flavell, 1983, p. 7).

Metacognitive experiences “…are cognitive or affective experiences that pertain to a cognitive enterprise, such as the sudden feeling that you do not understand something you just read” (Flavell, 1983, p. 7). Metacognitive knowledge is divided into three categories: knowledge of person variables, task variables and strategy variables. The person category includes your knowledge and beliefs about people as cognitive processors. The task category refers to your knowledge about the cognitive-processing implications of task information and task demands. The strategy category includes your knowledge about cognitive and metacognitive strategies. (Flavell, 1983, p. 4) Although metacognition can be construed as domain-specific knowledge, “it should be remembered that its "domain" spans all others” (Flavell, 1983, p. 13). According to Flavell (1983), Metacognitive skills are “believed to play an important role in many types of cognitive activity, including oral communication of information, oral persuasion, oral comprehension, reading comprehension, writing, language acquisition, perception, attention, memory, problem solving, social cognition, and various forms of self-instruction and self-control” (p. 8).

Brown (1987, 1978) described metacognition as the degree to which learners are engaged in thinking about themselves, the nature of learning tasks, and the social contexts. She also described metacognition as being comprised of activities for regulating and monitoring human learning. Metacognition refers to understanding of knowledge, an understanding that can be reflected in either effective use or overt description of the knowledge in question. (...) a learner can be said to understand a particular cognitive activity if he or she can use it appropriately and discuss its use. (...) metacognition is not an optional extra, or an epiphenomenon." (Brown, 1987, p. 65) Brown (1987) specifically delineated four components of metacognition: 1) planning, 2) monitoring, and 3) evaluating, and 4) revising.

Metacognition is considering as establishing "the process of adjustment, having a matter of human on its own cognitive activities, which means practically not only to know, to take note of the ongoing process (= act of conscience), but also to assess, the factorize behavior depending on designed goal ( Dumitru I. Al., 2000, p23). 

Metacognition has in regard to our knowledge of its (meta-knowledge), on the one hand, and processes and strategies for the settlement of cognition, on the other hand (Brown, A. L., & DeLoache, J. S.,1978, p.492). Metacognition is trying to grasp the functioning of cognitive structures of individual (apud Cerghit, 2002, pp.219-220). 

There are many definitions for the metacognition process (apud Cerghit I., 2002, p. 218)

· "self-regulation or management of the mental processes” ( Flavell, 1979);

· the degree to which learners are engaged in thinking about themselves, the nature of learning tasks, and the social contexts. She also described metacognition as being comprised of activities for regulating and monitoring human learning (Brown (1987, 1978).

· "learning of the conscious conduct of thinking"( Barth, 1983);

· "self-appraisal and cognitive self- management"(Paris,  Winograd, 1990); elements integrated to the „self-efficacy theory”;

· Metacognition "is nothing else than return to self, acting in the learning act…it is this interrogation upon the sense and the importance of our own acts, which allow the intelligence structure and the building of one’s own personality” (Ph. Meirieu, 1992)

· "...a look upon one’s own cognitive activity, either in the action moment, as a support, as a search for an efficient strategy, or in order to become aware of what allows him to succeed in this activity and so to get to the awareness of the strategies could be used in different contexts.” (Cardiner, 1995)

· « an ensemble of 

· of operations (Judgment – Analysis – Regulation)

· upon the objects (processes or their products) 

· at a specific moment (PRE – PER – POST performance)

· in certain situations (of learning or evaluation)

· and noticeable through performances (behaviors and/or conducts)» Leclercq et Poumay, 2007, p.205).

· Bruer (1994, p. 279) defines metacognition as the “ability to think about thinking, to be consciously aware of oneself as a thinker, and to monitor and control one’s mental processing.” (apud  Alma McCarthy and Thomas N. Garavan, 2008).
· The metacognition refers to our knowledge about the cognition (metaknowledge) on the one hand, and the processes and the strategies for cognition regulation, on the other hand. The metacognition is trying to point out the functioning way of the cognitive structure of the individual (apud Cerghit , pp.219-220):

a) metacognitive knowledge: how to memorize? How to solve problems? How to think? How to understand? How attention function? How to learn? etc The meta – knowledge should be taught „explicitly, voluntary and not as a result of an incidental, implicit learning”. “Metacognitive knowledge consists primarily of knowledge or beliefs about what factors or variables act and interact in what ways to affect the course and outcome of cognitive enterprises” (Flavell,1979,p. 907).
Declarative knowledge includes knowledge about oneself as a learner and about what factors influence one’s performance. Procedural knowledge refers to knowledge about the execution of procedural skills. Conditional knowledge refers to knowing when and why to apply various cognitive actions (Garner, 1990; Lorch, Lorch, and Klusewitz, 1993).
b) metacognitive strategies (Brown) used by student in order to solve efficiently the learning task, to monitor, to regulate and to manage the cognitive and affective process, the building their own knowledge (as products). Through these metacognitive strategies the student could verify his understanding, his critical judgment etc.

c) on this base the person who learns or solves a task could regulate  the efficiency of his approach from the well done work perspective. The student who knows the reasons he could not solve a task, will be aware of the limits of his own cognition. Thus he will overcome the inherent obstacles of learning path. The students who are able to describe their mental approach of a specific task, they prove metacognitive strategies within that specific context.

The researchers of the field consider the metacognition as „a monitor of the progress the one is aware of” (B. Y. White, J.R. Frederiksen, 1998); it has the role to support the student to learn „how to see the problem, how to understand it” (B. G. Wilson, P. Cole, 1993). The metacognition is focused on the active monitoring and on the cognitive process regulation. For the Canadian professor J. Tardif (1999), the metacognition guarantees the management of the mental activity by ameliorating the judgment of personal conclusions upon the task to be fulfilled.

A simple metacognitive system has two interdependent level: metalevel and the object-level (T. Nelson, L. Narens, 1996)(figure 1). “The meta-level comprises a model, a reflection of the object-level and it monitors and regulates the latter. The monitoring means pursuit, informing about the object-level, whereas the control (= regulation) means the modification of it.” (Radu I., 2000, p. 24) The meta-level monitors and regulates the object-level, but not the opposite. The metacognition subscribes to a larger field, so called self-management (ib., p.180). 
2. Development of metacognitive competences

The metacognitive mechanisms are beginning to develop to children very early, gradually appears "a social function of mediation: in other words, they become their own mediator. He adjusts mentality, with it, the way, between intensity environment and its own reactions. With time and he learns how to monitor and review mechanisms of mental practice that bears the name of metacognitive process."(Schwebel, apud Cerghit, op. cit., pp. 221-222).

Developing these capacities relates to the emergence of new types of emotional reactions (Kagan, 1984). The researches conducted by Finchan, Hokoda, Sanders (1989) showed that "the feeling of helplessness acquired (learned helplessencs) do not manifest themselves in behavior than by primary studies, at the time the cognitive faculties of child development allows a conscience of its relatively stable itself.

Developing the metacognitive skills represents an important objective in the learning process, which aims to teach the student how to learn. "The metacognitive strategies do not appear spontaneously. " At first they must have a manifesto character, to be presented by the teacher and then gradually will be appropriated by the students. (I. Radu, op. cit, p. 55). 
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Developing the metacognitive skills represents an important objective in the learning process, which aims to 

Figure 1 The levels of a metacognitive system  cf. I. Radu, op. cit., p. 24

Gradually, the students become able to regulate their personal manner of learning through different procedures (Cerghit, op. cit., p.222): 

a) Self-confronting procedures: 

· Loud voice thinking ;

Intern monologue (what should I do? What should I do to better memorize? Why do I make mistakes? etc);

· verifying ones` own understanding during the activity;

· paraphrasing the learnt knowledge;

· personal reflection about the knowledge states and abilities (what do I know? How do I think? How do I apply these strategies? Etc);

· the reflection and the discovering the personal learning style.

b) Active procedures:

· Verifying the solutions obtained for the accomplished exercises;

· problem solving;

· discovery learning;

· application in similar situations;

· IAC (learning assisted by computer) ;

· Graphic processing of the information (drawings, schema, scaffoldings, graphics etc.).

c) Interactive procedures

· Peer- learning, team learning (cooperative learning) 

· Role exchange instruction

d) Self-appraisal the extent of knowledge assimilated

· Self-encouraging procedures, lowering anxiety procedures, noticing the oneself progress procedures, self-confidence development procedure 

The development of these metacognitive competences encloses some steps (adapted upon Radu I., 2000, pp.181-182):

· Task awareness (Galperin);

· Personal reflection upon the task solving approach 

· Learning some learning techniques and some instruments for efficient learning (including some optional courses);

· Feed-back mechanisms (Luminiţa Iacob, 1998);

· Improving the disturbed or unfinished processes;

· Automatization of the new schema and strategies, the configuration of the personal learning style.

The main instruments which could be used for this task are to be:

A) Metacognitive interview (Radu I., 2000, p. 47):

· Have you propose a work plan?

· How do you know that you know your lesson, that you have learnt enough or you need to learn more? 

· What are your proofs when you say you know?

· How do you verify yourself? What are your guide marks for appraisal what you know and what you don’t know? 

B) Modal protocol (Radu I., Oprişa D., 1997, pp.286-287), - for recording the characteristics of the individual, of the group or of more groups of students.

C) Self-evaluation cards (Stanciu M., 2003, p. 307)(tabel 1)

Table 1 Self-evaluation and co-evaluation tool

	In order to succeed I need to…
	        Self-evaluation


	    Co-evaluation   

	
	Well
	Average
	Not sufficient
	Well
	Average
	Not sufficient

	1.
	
	
	
	
	
	


The co-evaluation could be done through some particular ways: intragroup; intergroups; with the teacher`s help.

D) The metacognition portfolio (Joiţa E., 2002, p. 189), which could comprise:

· Analysis cards upon some criteria ;

· Action projects and concrete programs;

· Notebooks for notes and reflections; 

· Comments about the solving ways of particular tasks

· Annotations;

· comparison between self-evaluation and the results got at standardized tests;

· comparative and dynamic tables with causal analysis, errors;

· objective appraisal method (Gh. Zapan) etc.

This metacognitive effort should be submitted not only by students but also by teachers. On various occasions of lifelong learning, teachers can achieve work metacognitive linked to the modernization process of teaching-learning. 

3. Experimental procedure

3.1.The objectives and the research hypothesis
The research objective is to identify the first year students’ perception upon their development level of the metacognitive competencies.
General hypothesis

The structuring of the metacognitive competences of the first year students has differences. 
Work hypothesis 1 

The development level of the metacognitive competencies has significant differences in terms of results.

Work hypothesis 2

The development level of the metacognitive competencies has significant differences in terms of gender.

Work hypothesis 3

The development level of the metacognitive competencies has significant differences in terms of environment/university. 

Work hypothesis 4

The development level of the metacognitive competencies has significant differences in terms of the kind of the graduated high school. 

Work hypothesis 5

The development level of the metacognitive competencies has significant differences in terms of didactic experience.
3.2. Methodology

3.2.1  The research sample  

The research sample comprises 343 students, and it is structured in terms of independent variables as following: upon the gained results variable (239 students with all exams passes/ 104 students with failure exams); upon the gender variable (266 female/ 77 male); upon the city/university variable (120 students from „Vasile Alecsandri” University, Bacău/ 105 from „Ştefan cel Mare” University, Suceava/ 118 from U.S.A.M.V. Iaşi); upon the graduated high school type variable (154 students graduated at theoretical type high school/ 63 students graduated the vocational type of high school/ 126 students graduated the technical type); upon the didactic experience variable (284 with no didactic experience/ 59 with didactic experience).

3.2.2 The concept operational and the variable definition 

The metacognitive competencies concept was made operationally through 8 categories: capacity of taking notes, capacity of planning and presenting an individual project, capacity of planning and presenting a group project, capacity of planning and presenting a scientific paper, capacity of planning a learning system, capacity of following a learning system, capacity of  assessing a learning system, capacity of material structuring.

The dependent variables are the metacognitive competencies. The independent variables are: gender, the gained results, university, the graduated high school type, the didactic experience.

3.2.3 The research instrument

We administered the questionnaire for identifying the metacognitive competencies. The questionnaire were elaborated and validated by assoc. prof. M. Stanciu within the research project “The metacognitive competence development for the first year students” (research partnership U.S.A.M.V., Iaşi, „Ştefan cel Mare” University, Suceava, and  „Vasile Alecsandri” University, Bacău).

4. Results

4.1. General hypothesis 

The way of metacognitive competencies structuring is different for first year students.

In order to verify this hypothesis we have applied One-Sample Test for means comparing (Table 1) and we have analyzed the statistical indicators for each metacognitive competencies category (Table 2). The results show that the students appreciate the most the competencies regarding the taking notes capacity (3,33) and the least the competences regarding the planning and presenting a scientific paper capacity(2,37).

Table 1. One-Sample T-test  results regarding the students’ appreciation of the metacognitive competencies 

	
	Test Value = 3

	
	t
	df
	Sig. (2-tailed)
	Mean Difference
	95% Confidence Interval of the Difference

	
	
	
	
	
	Lower
	Upper

	systematic notes at courses
	5,716
	342
	,000
	,23
	,15
	,31

	planning and presenting an individual project
	-3,307
	342
	,001
	-,12
	-,20
	-,05

	planning and presenting a group project
	2,027
	342
	,043
	,08
	,00
	,15

	 planning and presenting a scientific paper
	-14,166
	342
	,000
	-,62
	-,70
	-,53

	planning a learning system
	-2,848
	342
	,005
	-,12
	-,21
	-,04

	follow a learning system
	2,212
	342
	,028
	,09
	,01
	,17

	assessing a learning system
	-3,589
	342
	,000
	-,13
	-,21
	-,06

	material structure
	6,891
	342
	,000
	,25
	,18
	,33


Table 2. Statistical indicators regarding  the students’ appreciation of the metacognitive competencies

	Nr.
	Metacognitive competencies
	Mean 
	Sum

	1
	material structure
	3,25
	1116

	2
	systematic notes at courses
	3,33
	1109

	3
	follow a learning system
	3,09
	1059

	4
	planning and presenting a group project
	3,08
	1055

	5
	planning and presenting an individual project
	2,88
	987

	6
	planning a learning system
	2,88
	987

	7
	assessing a learning system
	2,87
	983

	8
	planning and presenting a scientific paper
	2,38
	818


4.2. Work hypothesis 1

The development level of the metacognitive competencies has significant differences in terms of results.

In order to verify this hypothesis we have applied Independent Samples Test. The results show that there is no significant difference in terms of the results variable. (Table 3) The hypothesis is not confirmed. 

Table 3. Independent Samples T-Test results regarding the students’ appreciation of the metacognitive competencies in terms of results variable

	 
	 
	Levene's Test for Equality of Variances
	t-test for Equality of Means

	
	
	F
	Sig.
	t
	df
	Sig. (2-tailed)
	Mean Difference
	Std. Error Difference
	95% Confidence Interval of the Difference

	
	
	
	
	
	
	
	
	
	Lower
	Upper

	systematic notes at courses


	Equal variances assumed
	,091
	,764
	,972
	341
	,332
	,09
	,089
	-,088
	,261

	
	Equal variances not assumed
	
	
	,954
	187,772
	,341
	,09
	,090
	-,092
	,265

	planning and presenting an individual project
	Equal variances assumed
	7,387
	,007
	1,591
	341
	,113
	,13
	,080
	-,030
	,286

	
	Equal variances not assumed
	
	
	1,496
	171,499
	,136
	,13
	,085
	-,041
	,297

	planning and presenting a group project
	Equal variances assumed
	,529
	,468
	,998
	341
	,319
	,08
	,081
	-,079
	,241

	
	Equal variances not assumed
	
	
	,952
	176,789
	,342
	,08
	,085
	-,087
	,249

	planning and presenting a scientific paper
	Equal variances assumed
	,954
	,330
	1,173
	341
	,242
	,11
	,094
	-,075
	,296

	
	Equal variances not assumed
	
	
	1,185
	200,811
	,238
	,11
	,093
	-,074
	,295

	planning a learning system
	Equal variances assumed
	3,812
	,052
	-,403
	341
	,687
	-,04
	,094
	-,222
	,146

	
	Equal variances not assumed
	
	
	-,422
	219,444
	,673
	-,04
	,089
	-,214
	,138

	follow a learning system
	Equal variances assumed
	,103
	,748
	,336
	341
	,737
	,03
	,086
	-,140
	,198

	
	Equal variances not assumed
	
	
	,327
	185,041
	,744
	,03
	,088
	-,145
	,203

	assessing a learning system
	Equal variances assumed
	2,742
	,099
	-1,865
	341
	,063
	-,15
	,081
	-,310
	,008

	
	Equal variances not assumed
	
	
	-1,910
	207,479
	,057
	-,15
	,079
	-,307
	,005

	material structure
	Equal variances assumed
	,348
	,555
	1,100
	341
	,272
	,09
	,080
	-,069
	,245

	
	Equal variances not assumed
	
	
	1,098
	195,233
	,274
	,09
	,080
	-,070
	,246


4.3. Work hypothesis 2

The development level of the metacognitive competencies has significant differences in terms of gender

In order to verify this hypothesis we have applied Independent Samples T-Test. The hypothesis is confirmed for the following categories of metacognitive competencies:

· For the taking notes capacity there are significant differences in terms of gender variable: t (340) = 4,557, p = 0,000 (Table 4). Analyzing the means (Table 5), we could see that the female students (3,33) appreciate the taking notes capacity more than the male students (2,89);

· For the planning and presenting an individual project capacity there are significant differences in terms of gender variable: t (340) = 2,610, p = 0,009 (Table 4). Analyzing the means (Table 5), we could see that the female students (2,93) appreciate the planning and presenting an individual project capacity more than the male students (2,70);

· For the planning a learning system capacity there are significant differences in terms of gender variable: t (340) = 2,242, p = 0,026 (Table 4). Analyzing the means (Table 5), we could see that the female students (2,93) appreciate more this capacity than the male students (2,70);

· For the following a learning system capacity there are significant differences in terms of gender variable: t (340) = 3,041, p = 0,003 (Table 4). Analyzing the means (Table 5), we could see that the female students (3,15) appreciate the following a learning system capacity more than the male students(2,87); 

· For the assessing a learning system capacity there are significant differences in terms of gender variable: t (340) = 2,079 p = 0,038 (Table4). Analyzing the means (Table 5), we could see that the female students (2,91) appreciate more this capacity than the male students (2,72);

· For the material structuring capacity there are significant differences in terms of gender variable: t (340) = 2,421, p = 0,016 (Table 4). Analyzing the means (Table 5), we could see that the female students (3,30) appreciate more this capacity than the male students (3,09).

Table 4. The results of Independent Samples T-Test regarding the students’ appreciation of the metacognitive competencies in terms of gender variable

	
	
	Levene's Test for Equality of Variances
	t-test for Equality of Means

	
	
	F
	Sig.
	t
	df
	Sig. (2-tailed)
	Mean Difference
	Std. Error Difference
	95% Confidence Interval of the Difference

	
	
	
	
	
	
	
	
	
	Lower
	Upper

	systematic notes at courses


	Equal variances assumed
	,486
	,486
	4,557
	340
	,000
	,44
	,096
	,248
	,624

	
	Equal variances not assumed
	
	
	4,315
	112,585
	,000
	,44
	,101
	,236
	,636

	planning and presenting an individual project
	Equal variances assumed
	2,776
	,097
	2,610
	340
	,009
	,23
	,089
	,057
	,405

	
	Equal variances not assumed
	
	
	2,630
	122,536
	,010
	,23
	,088
	,057
	,405

	planning and presenting a group project
	Equal variances assumed
	,901
	,343
	1,461
	340
	,145
	,13
	,090
	-,046
	,309

	
	Equal variances not assumed
	
	
	1,461
	121,195
	,147
	,13
	,090
	-,047
	,310

	planning and presenting a scientific paper
	Equal variances assumed
	,419
	,518
	1,348
	340
	,179
	,14
	,105
	-,065
	,347

	
	Equal variances not assumed
	
	
	1,361
	122,898
	,176
	,14
	,104
	-,064
	,346

	planning a learning system
	Equal variances assumed
	,182
	,670
	2,242
	340
	,026
	,23
	,103
	,028
	,434

	
	Equal variances not assumed
	
	
	2,297
	125,552
	,023
	,23
	,101
	,032
	,430

	follow a learning system
	Equal variances assumed
	,007
	,934
	3,041
	340
	,003
	,29
	,094
	,101
	,470

	
	Equal variances not assumed
	
	
	2,947
	116,016
	,004
	,29
	,097
	,094
	,478

	assessing a learning system
	Equal variances assumed
	7,484
	,007
	2,079
	340
	,038
	,19
	,090
	,010
	,362

	
	Equal variances not assumed
	
	
	2,006
	115,376
	,047
	,19
	,093
	,002
	,370

	material structure
	Equal variances assumed
	,498
	,481
	2,421
	340
	,016
	,21
	,088
	,040
	,385

	
	Equal variances not assumed
	
	
	2,236
	109,198
	,027
	,21
	,095
	,024
	,401


Table 5. Statistical indicators for the students’  metacognitive competencies  perceptions in terms of gender variable 

	Metacognitive competencies
	Gender
	Mean
	N
	Std. Deviation

	systematic notes at courses
	Female
	3,33
	266
	,719

	
	Male
	2,89
	76
	,793

	
	Total
	3,23
	342
	,757

	planning and presenting an individual project
	Female
	2,93
	266
	,683

	
	Male
	2,70
	76
	,674

	
	Total
	2,88
	342
	,687

	planning a learning system
	Female
	2,93
	266
	,800

	
	Male
	2,70
	76
	,766

	
	Total
	2,88
	342
	,797

	 follow a learning system
	Female
	3,15
	266
	,713

	
	Male
	2,87
	76
	,754

	
	Total
	3,09
	342
	,731

	assessing a learning system
	Female
	2,91
	266
	,678

	
	Male
	2,72
	76
	,723

	
	Total
	2,87
	342
	,692

	material structure
	Female
	3,30
	266
	,651

	
	Male
	3,09
	76
	,751

	
	Total
	3,26
	342
	,679


Conclusion: 

The female students appreciate the metacognitive competencies more than the male students do. 

4.4. Work hypothesis 3

The development level of the metacognitive competencies has significant differences in terms of city/university In order to verify this hypothesis we have applied One-Way ANOVA. The hypothesis is confirmed for the following categories of metacognitive competencies: 

· For the planning and presenting an individual project capacity, there are significant differences in terms of university variable: [F (2, 340) = 6,180, p < 0,05] (Table 6). Analyzing the results (Table 7) we could see that the students from Suceava University (3,07) appreciate this capacity more than the students from Bacau University(2,83) and those from U.S.A.M.V. (2,76); 

· For the planning a learning system capacity, there are significant differences in terms of university variable: [F (2, 340) = 6,458, p < 0,05] (Table 6). Analyzing the results (Table 7) we could see that the students from Suceava University (3,10) appreciate this capacity more than the students from Bacau University(2,80) and those from U.S.A.M.V. (2,75); 

· For the material structuring capacity, there are significant differences in terms of university variable: [F (2, 340) = 4,901, p < 0,05] (Table 6). Analyzing the results (Table 7) we could see that the students from Suceava University (3,42) appreciate this capacity more than the students from Bacau University (3,22)  and those from U.S.A.M.V. (3,14). 

Table 6 One-Way ANOVA results regarding the students’ appreciation of the metacognitive competencies in terms of university variable

	
	
	Sum of Squares
	df
	Mean Square
	F
	Sig.

	planning and presenting an individual project
	Between Groups
	5,643
	2
	2,821
	6,180
	,002

	
	Within Groups
	155,214
	340
	,457
	
	

	
	Total
	160,857
	342
	
	
	

	planning a learning system
	Between Groups
	7,937
	2
	3,968
	6,458
	,002

	
	Within Groups
	208,921
	340
	,614
	
	

	
	Total
	216,857
	342
	
	
	

	material structure
	Between Groups
	4,454
	2
	2,227
	4,901
	,008

	
	Within Groups
	154,479
	340
	,454
	
	

	
	Total
	158,933
	342
	
	
	


Table 7. Statistical indicators for the significant variables of the students’ perception, in terms of university variable 

	Metacognitive competencies
	University
	Mean
	N
	Std. Deviation

	planning and presenting an individual project
	University Bacau
	2,83
	120
	,694

	
	University Suceava
	3,07
	105
	,737

	
	USAMV
	2,76
	118
	,595

	
	Total
	2,88
	343
	,686

	planning a learning system
	University Bacau
	2,80
	120
	,816

	
	University Suceava
	3,10
	105
	,784

	
	USAMV
	2,75
	118
	,750

	
	Total
	2,88
	343
	,796

	material structure
	University Bacau
	3,22
	120
	,688

	
	University Suceava
	3,42
	105
	,632

	
	USAMV
	3,14
	118
	,695

	
	Total
	3,25
	343
	,682


Conclusion

The results show a greater appreciation for the three metacognitive competencies categories from the  students on educational sciences than the other categories of students, from different faculties and specializations.

4.5. Work hypothesis 4
The development level of the metacognitive competencies has significant differences in terms of the type of the graduated high school
In order to verify this hypothesis we have applied One-Way ANOVA. The hypothesis is confirmed for the following categories of metacognitive competencies: 

· For the planning and presenting an individual project capacity there are significant differences upon the type of graduated high school variable: [F (2, 336) = 6,807, p < 0,05] (Table8). Analyzing the means (Table 9), we could figure out that the students who graduated the vocational high school (3,15) appreciate this capacity more than the students who graduated theoretical high schools (2,87) and those who graduated technical high schools (2,76); 

· For the planning and presenting a scientific paper capacity there are significant differences upon the type of graduated high school variable: [F (2, 336) = 8,364, p < 0,05] (Table8). Analyzing the means (Table 9), we could figure out that the students who graduated the vocational high school (2,76) appreciate this capacity more than the students who graduated theoretical high schools (2,32) and those who graduated technical high schools (2,29);

· For the planning a learning system capacity there are significant differences upon the type of graduated high school variable[F (2, 336) = 8,818, p < 0,05] (Table8). Analyzing the means (Table 9), we could figure out that the students who graduated the vocational high school (3,25) appreciate this capacity more than the students who graduated theoretical high schools (2,76) and those who graduated technical high schools (2,83);

· For the assessing a learning system capacity there are significant differences upon the type of graduated high school variable: [F (2, 336) = 4,743, p < 0,05]  (Table8). Analyzing the means (Table 9), we could figure out that the students who graduated the vocational high school (3,08) appreciate this capacity more than the students who graduated technical high schools (2,89) and those who graduated theoretical high schools (2,77); 

· For the structuring a learning material capacity there are significant differences upon the type of graduated high school variable: [F (2, 336) = 4,406, p < 0,05] (Table8). Analyzing the means (Table 9), we could figure out that the students who graduated the vocational high school (3,49) appreciate this capacity more than the students who graduated technical high schools (3,21) and those who graduated theoretical high schools (3,20). 

Table 8. One-Way ANOVA results regarding the students’ appreciation of the metacognitive competencies in terms of graduated high school type variable

	
	
	Sum of Squares
	df
	Mean Square
	F
	Sig.

	planning and presenting an individual project
	Between Groups
	6,154
	2
	3,077
	6,807
	,001

	
	Within Groups
	151,887
	336
	,452
	
	

	
	Total
	158,041
	338
	
	
	

	planning and presenting a scientific paper
	Between Groups
	10,346
	2
	5,173
	8,364
	,000

	
	Within Groups
	207,801
	336
	,618
	
	

	
	Total
	218,147
	338
	
	
	

	planning a learning system
	Between Groups
	10,749
	2
	5,374
	8,818
	,000

	
	Within Groups
	204,797
	336
	,610
	
	

	
	Total
	215,546
	338
	
	
	

	assessing a learning system
	Between Groups
	4,421
	2
	2,211
	4,743
	,009

	
	Within Groups
	156,605
	336
	,466
	
	

	
	Total
	161,027
	338
	
	
	

	material structure
	Between Groups
	4,042
	2
	2,021
	4,406
	,013

	
	Within Groups
	154,140
	336
	,459
	
	

	
	Total
	158,183
	338
	
	
	


Table 9. Statistical indicators for the significant variables of the students’ perception, in terms of graduated high- school type variable

	
	The graduated high school type
	Mean
	N
	Std. Deviation

	planning and presenting an individual project
	Theoretical
	2,87
	154
	,664

	
	Vocational
	3,15
	59
	,738

	
	Technical
	2,76
	126
	,650

	
	Total
	2,88
	339
	,684

	planning and presenting a scientific paper
	Theoretical
	2,32
	154
	,738

	
	Vocational
	2,76
	59
	,652

	
	Technical
	2,29
	126
	,893

	
	Total
	2,38
	339
	,803

	planning a learning system
	Theoretical
	2,76
	154
	,825

	
	Vocational
	3,25
	59
	,685

	
	Technical
	2,83
	126
	,767

	
	Total
	2,87
	339
	,799

	assessing a learning system
	Theoretical
	2,77
	154
	,694

	
	Vocational
	3,08
	59
	,596

	
	Technical
	2,89
	126
	,707

	
	Total
	2,87
	339
	,690

	material structure
	Theoretical
	3,20
	154
	,690

	
	Vocational
	3,49
	59
	,569

	
	Technical
	3,21
	126
	,708

	
	Total
	3,25
	339
	,684


Conclusion
The students who graduated the vocational high schools appreciate the metacognitive competencies more than the students who graduated other types of high schools (theoretical and technical). 
4.6. Work hypothesis 5
The development level of the metacognitive competencies has significant differences in terms of didactic experience. In order to verify this hypothesis we have applied the Independent Samples t- Test and we obtained the following results:
· For the planning and presenting an individual project capacity there are significant differences upon the didactic experience variable: t (341) = - 4,102, p = 0,000 (Table 10). Analyzing the means (Table 11), we could figure out that the students who have didactic experience (3,20) appreciate this capacity more than the students who do not have any didactic experience (2,81); 

· For the planning and presenting æ scientific paper capacity there are significant differences upon the didactic experience variable: t (341) = - 3,488, p = 0,001  (Table 10). Analyzing the means (Table 11), we could figure out that the students who have didactic experience (2,71) appreciate this capacity more than the students who do not have any didactic experience (2,32); 

· For the planning and æ learning system capacity there are significant differences upon the didactic experience variable: : t (341) = - 5,468, p = 0,000 (Table 10). Analyzing the means (Table 11), we could figure out that the students who have didactic experience (3,37) appreciate this capacity more than the students who do not have any didactic experience (2,77); 

· For the following a learning system capacity there are significant differences upon the didactic experience variable: : t (341) = - 2,528, p = 0,012 (Table 10). Analyzing the means (Table 11), we could figure out that the students who have didactic experience (3,31) appreciate this capacity more than the students who do not have any didactic experience (3,04);  

· For the assessing a learning system capacity there are significant differences upon the didactic experience variable: : t (341) = - 3,338, p = 0,001 (Table 10). Analyzing the means (Table 11), we could figure out that the students who have didactic experience(3,14)  appreciate this capacity more than the students who do not have any didactic experience(2,81); 

· For the structuring a learning material capacity there are significant differences upon the didactic experience variable: : t (341) = - 3,639, p = 0,000 (Table 10). Analyzing the means (Table 11), we could figure out that the students who have didactic experience(3,54) appreciate this capacity more than the students who do not have any didactic experience(3,19). 

Table10.. Independent Samples t-Test  results regarding the students’ appreciation upon the metacognitive competencies in terms of didactic experience variable 
	 Development of learning capacities


	 
	Levene's Test for Equality of Variances
	t-test for Equality of Means

	
	
	F
	Sig.
	t
	df
	Sig. (2-tailed)
	Mean Difference
	Std. Error Difference
	95% Confidence Interval of the Difference

	
	
	
	
	
	
	
	
	
	Lower
	Upper

	systematic notes at courses
	Equal variances assumed
	,317
	,574
	-,992
	341
	,322
	-,11
	,108
	-,320
	,105

	
	Equal variances not assumed
	
	
	-,972
	82,208
	,334
	-,11
	,110
	-,327
	,112

	planning and presenting an individual project
	Equal variances assumed
	,224
	,637
	-4,102
	341
	,000
	-,39
	,096
	-,582
	-,205

	
	Equal variances not assumed
	
	
	-4,013
	82,086
	,000
	-,39
	,098
	-,589
	-,198

	planning and presenting a group project
	Equal variances assumed
	,106
	,745
	-,728
	341
	,467
	-,07
	,099
	-,267
	,123

	
	Equal variances not assumed
	
	
	-,761
	87,779
	,449
	-,07
	,095
	-,261
	,116

	planning and presenting a scientific paper
	Equal variances assumed
	5,242
	,023
	-3,488
	341
	,001
	-,39
	,113
	-,618
	-,172

	
	Equal variances not assumed
	
	
	-3,851
	93,663
	,000
	-,39
	,103
	-,599
	-,191

	planning a learning system
	Equal variances assumed
	,294
	,588
	-5,468
	341
	,000
	-,60
	,109
	-,813
	-,383

	
	Equal variances not assumed
	
	
	-6,075
	94,405
	,000
	-,60
	,098
	-,794
	-,403

	follow a learning system
	Equal variances assumed
	1,920
	,167
	-2,528
	341
	,012
	-,26
	,104
	-,467
	-,058

	
	Equal variances not assumed
	
	
	-2,675
	89,014
	,009
	-,26
	,098
	-,458
	-,068

	assessing a learning system
	Equal variances assumed
	1,916
	,167
	-3,338
	341
	,001
	-,33
	,098
	-,518
	-,134

	
	Equal variances not assumed
	
	
	-3,682
	93,576
	,000
	-,33
	,088
	-,501
	-,150

	material structure
	Equal variances assumed
	,429
	,513
	-3,639
	341
	,000
	-,35
	,096
	-,537
	-,160

	
	Equal variances not assumed
	
	
	-4,133
	97,175
	,000
	-,35
	,084
	-,516
	-,181


Table 11. Statistical indicators for the metacognitive competencies in terms of didactic experience variable 

	Metacognitive competencies
	Didactic experience
	Mean
	N
	Std. Deviation

	planning and presenting an individual project
	No didactic experience
	2,81
	284
	,667

	
	Didactic experience
	3,20
	59
	,689

	
	Total
	2,88
	343
	,686

	planning and presenting a scientific paper
	No didactic experience
	2,32
	284
	,810

	
	Didactic experience
	2,71
	59
	,696

	
	Total
	2,38
	343
	,804

	planning a learning system
	No didactic experience
	2,77
	284
	,783

	
	Didactic experience
	3,37
	59
	,667

	
	Total
	2,88
	343
	,796

	follow a learning system
	No didactic experience
	3,04
	284
	,736

	
	Didactic experience
	3,31
	59
	,676

	
	Total
	3,09
	343
	,732

	assessing a learning system
	No didactic experience
	2,81
	284
	,698

	
	Didactic experience
	3,14
	59
	,601

	
	Total
	2,87
	343
	,692

	material structure
	No didactic experience
	3,19
	284
	,689

	
	Didactic experience
	3,54
	59
	,567

	
	Total
	3,25
	343
	,682


Conclusion
The students who have a didactic experience appreciate the metacognitive competencies more than the students who do not have any didactic experience.

Conclusions
a) University professors must be empowered with the modern teaching approaches in view of the higher value on the powers of oneself in the 21st century.

b) organization with students of "learning workshop" to improve their techniques of efficient learning. 

c) Dissemination and generalization of the acquired experience: 

· organization of a workshop for the students and teaching staff;

· organization of a symposium on the university pedagogy issue The focus of the educational process on the students` needs and interests. Modernization directions of the teaching –learning –evaluation process within higher education;
· elaboration and the publication of a guide about efficient learning; 

· setting up a Regional Center of Pedagogical Pedagogy (RCUP) for the north-east developing region.
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From the paideia fairytale to the therapeutic fairytale
Mariana Andrei * 
Universitatea din Pitesti, Facultatea de Ştiinţe ale Educaţiei
Abstract

Both types of the fairytale, the folk and the cultured forms carry the child to an unreal world, where the inevitable confrontation between the good and the bad, the victory of the good and the triumph of truth take place. Thus, the fairytale develops and stimulates the child’s imagination, makes him discover the world, playing the role of an initial rite.

Surpassing its paideia value, the fairytale became a method of art-therapy, whose message tries to solve the child’s problems, to educate him to face crises and stressful situations.

Addressing the intuition and fantasy, through its therapeutic message, the fairytale helps the child to find a place in his real world, to build mental structures establishing significant reciprocal relations, to identify and to choose behavioural models and moral values.

fairytale ; the  paideia fairytale; the therapeutic fairytale; 
Among the living memories most of people carry through their lifetime, fairytales hold a special place, without which they could hardly find an abiding landmark. Romanian or foreign, read or listened breathlessly, the tales constituted the only happy moment of the day for whole generations of children, the moments when happily ever after they let themselves be carried in a fantastic space, a land of the possible, where the good ones always defeated the bad ones and where, very important, truth emerged with no doubt.

Starting from the universal theme of the confrontation between the good and the evil, fairytales have as actants people but also imaginary beings with human behaviour, carriers of symbolical values: the good and the bad in their diverse hypostases.

The main hero, the emperor’s son or the son of some poor people, uninstructed and unable to be wise, must undergo an initiatory path full of all kind of adventures, so as to follow the acquired experience, he should be able to see beyond appearances, that is to overcome the intermediary state of innocence and to attain the mature wisdom, necessary to  a future emperor. Even if the main hero has neither supernatural powers nor exceptional qualities(bravery, courage, boldness, cleverness), he will acquire after being put to various tests, a series of psychological and moral qualities(kindness, pity, generosity) necesary to a good leader.

Following the good turns he does at  every step, the hero is supported by all kind of assistants: supernatural beings, like Holy Sunday and other saints, uncanny animals, chimaeric beings or miraculous objects, all of them helping to defeat the evil doer, whose presence is as necessary as that of the forces of the good. Each antithetic part is defined by the presence of the other part.

Even if the end of a fairytale is predictable and none gets off scatheless, the fairytale has a clear didactic meaning, as it conveys a life experience which can be taken as a model. In  The Story of Harap Alb by Ion Creangă, Holy Sunday says: When you  grow up and wise, you will show good judgement to a hair and you will understand the poor and the opressed because now you know what grief is (Creangă, I., 1980, 100).

Analyzed in its evolution, unlike the other actants or participants reduced to a single trait of character, the main hero reaches the end of his initiatory path triumphantly and his triumph represents not only the victory of the good over the evil but also the accomplisment  to our hopes that we, mortals can create a world of truth and justice on earth. 

Acknowledged as a pleading for eternal human values, like the good, the beautiful or the truth, the fairytale has been the fellow traveler of many children, as a guiding model for life, having a clear message which imposes through a final moral conclusion. 

An eloquent example is represented by the final part of the fairytale Little Red Riding Hood by Charles Perrault: Children, especially attractive, well bred young ladies, should never talk to strangers, for if they should do so, they may well provide dinner for a wolf. I say "wolf," but there are various kinds of wolves. There are also those who are charming, quiet, polite, unassuming, complacent, and sweet, who pursue young women at home and in the streets. And unfortunately, it is these gentle wolves who are the most dangerous ones of all..

Although the tragic end breaks off the story from the series of those characterized by structural patterns, in which the good overcomes the bad, the final moral indicates that the author addresses also mature people not only children, who should already be aware of malice, wiliness, greed under all forms and to learn to protect those naive, gullible or sensitive. The grandmother and granddaughter, absolute victims of wiliness and dishonesty, will be released in the tale of the Grimm Brothers, which will classically punish the greediness of the wolf.

Metaphors appear in fairytales with obvious moralizing intentions, under the form, as an example, of the answers given by Neghiniţă, from the fairytale with the same name by Barbu Delavrancea:

· Neghiniţă, why are so many people badly clothed and barefoot?

· Because the emperor is blind and cannot see.
· Neghiniţă, why some people try their hardest night and day?
· In order that the emperor should sleep during the day if he wishes (Delavrancea, Şt. B., 1968, 188).

The tragic denouement does not change the message of the fairytale, affirming the necessary fight for justice and truth as permanent aspirations of mankind.

Unquestionably, children’s education implies the cultivation of spirit, in its way to reason and logic, a characteristic of mature people.

It is well known that a child is too young to think in logical-reasonable terms, as his mental structure does not have the abstracting force of the adult mind. Consequently, the child builds associative chains through images, without elaborating abstract concepts connected by logical bonds.

That is why we must not wonder when children ask the classical question why and not how, unlike the adult, who resorting to science, knows the mechanism of most phenomena acquiring as such many important information which, without realizing it, carried him away from the innocent and naive why, considered nowadays as having a slight philosophical tint. Scientists knows to say why the fire burns, why  the wind blows, how we are born and how we die, but surely these answers are not fully understood by children. For them , a scientific explanation would be merely words, empty words. The mechanism of a  flying horse, even with wings, is absolutely irrelevant for a child, he does not inquire over this thing, as he will not ask how one can live at the bottom of the sea in a coral castle.

The child lives in a fantastic world, based on images, in which all elements are animated, in which objects and plants talk, obviously having a special logic and asure finality.

 Therefore, we shall not ask why or how therapeutic stories or fairytales appeared, but we shall only say that the therapeutic fairytale differs from the fairytale having a direct moral, whose message is imposed by teachings from which, rationally, we should draw behavioural cognitive rules, to be followed in a concrete situation of life.

The therapeutic fairytale is an imaginary fantastic product, which comes out from a world lying between the conscience and the unconscious, The fairytale is an intermediary product between verbal communication and dream (Santagostino, P., 2008, 96) and represents from this point of view an instrument of knowledge.

Addressing intuition and fantasy, the therapeutic fairytale enlarges the internal space of the patient, abolishes the unilateralism of the initial position, the liniarity of the logical thought and casts a new light upon the pathogen state (Filipoi, S., 1998, 5).

Compared to reality, the therapeutic fairytale represents a life lesson, a lesson whose space lies between the border of the real and the fantastic, in which the old conflict is abolished since there is hope of a second chance. Even if sometimes the sun is hidden behind the clouds (Filipoi, S., 1998, 16).

The toy soldier (Filipoi, S., 1998, 55) felt that something inside him was wrongly fixed. Thus, the main character of the fairytale, also called protagonist by  Paola Santagostino, feels that something happens inside him, but this something does not depend on his will and thus, cannot be controlled.

Thus, the toy soldier is taken to be repaired by a fairy, and not by any fairy but by the fairy of the broken dreams, and finally he is brought back to the little boy from he had been taken.

I wonder what happened then with you, he said whenever he remebered what had happened. In the meantime the toy soldier smiled to himself, because he knew things the boy could have never understood. (Filipoi, S., 1998, 56).

The therapeutic story represents, as we ca see, a model of self accomplishment, as it addresses to the self, to the inner force of every child, a latent force at the respective moment, but which, when activated, can solve the problem or the disease. Any human being has his own power and warmth  source in himself, even if there is cold outside. Look for your own warmth inside you and try to feed it in order that it should grow continuously, (Filipoi, S., 1998, 16) the wise mouse says to the young raven which felt guilty for the coming of winter and for the terrible cold in the forrest.

He was afraid that one day he could be transformed in something cold and barren just like the forrest transformed by the winter (Filipoi, S., 1998, 15).

The therapeutic fairytale brings unexpected emotional solutions which contrdict the logic and the routine; it helps the child in self-understanding and to self-appreciate in a positive way. A therapeutic story used in pschycotherapy refers to both diagnosis and therapeutic aspects.

Therapeutic stories help in the diagnosis of the relationships in the child’s family: the relationship parents-children, relationship between brothers etc. Misunderstanding and quarrel between brothers is a story which read to brothers quarrelling incessantly proposes to stimulate the children, offering them the freedom to find solutions to solve their problem.

When the two bearcubs Duma şi Dora quarrel for a mere trifle, a crystal received by mother bear from an eagle, lightens in order to draw attention while it puts mother bear to sleep (Paşca, M. D., 2008, 129).

The information obtained are significant both for the therapist, who  calculates his intervention but also for the family which must begin with an obvious change. Since the fairytale triggers an unexpected affluence of images, one can notice the mirroring function of the therapeutic story which makes possible the modelling of its message according to the structure of the  child, as first favourable reaction of the therapeutic process.

Moreover, the mirror image is the one which separates and keeps the child at a distance from his problem, thus stopping him to feel like a victim.

As regards the therapeutic aspect proper of the story, this consists in its capacity of personal and familial restructuring. In the story The Iron Gate (Filipoi, S., 1998, 17) a young prince who had no one to whom he could tell his thoughts, wishes or personal desires, was living with his parents- the king and the queen- in a castle surrounded by thick walls with a huge iron gate, which was impenetrable. 

Nevertheless  a small furry creature sneaking through the bars of the gate becomes the prince’s reliable friend, but not a long time. The prince becomes again sad and lonely and the king misunderstanding his sadness, orders the buiding of another wooden heavy gate close to the iron one. One night, the prince dreams the small furry creature which tells him: You didn’t understand me at all. My purpose was to cheer you, to make you laugh and you locked me out. Now I cannot reach you.
After a while the prince realizes that the small creature has spoken to him about another way of understanding life and lost love and asks the king to pull down the heavy iron and wooden gates.

The victory of the prince gives the child confidence in his real activities, and helps the parents to communicate with the child in his own language, through symbol and metaphor, facilitating the passage from a rational language to an affective one.

Loving his son immeasurably the king accepts to pull down the gates, to give a party, a carnival, making the music be heard again in the castle. The mediation and modelling functions of the therapeutic story are very important at this phase. As it is known, the therapeutic fairytale aims at the subconscious in order to modify the child’s behaviour.

The function of modelling discloses the existence of the possible solutions (Filipoi, S., 1998, 6). They are not specified rigidly, they are unexpected and give room to options in order to stimulate active ways of learning own models.

The therapeutic story implies a certain flexibility which allows it to turn to account certain states( frames of mind, feelings), all of them bringing to surface both life experiences and also behavioural attitudinal modifications of the adult or child subject, to the utmost. (Paşca, M. D., 2008, 64).

It is interesting to underline that the therapeutic story does not have patterns and there is no need to have, the impact over the child is much more important, which is rooted in the hidden idea, expressed indirectly and meant to suggest a change in the attitude or the behaviour. The unusual, unexpected context is also important, which surprises the child, making to forget reality and giving him the impression that in the world of fairytales, by means of the fantastic everything is possible.

In order that the fairytale should be effective, we must not comment it in front of the child; he will discover it by himself. We must not suffocate the child with all kind of questions, he needs time to think, as the healing meaning is closer to dream and subconscious than to reason and logic.

Besides, we must not compare the child to the hero of the fairytale directly, but in order to succeed in our approach, we shall determine that the data of the fairytale should coincide to those of the child.

For a child obliged to do only what his parents decide, the story The prince who was laughed at by a mouse could be the right story which would help him to come out from the parents’ influence. The prince who wears two pairs of glasses, one from the emperor and one from the empress, each of them convinced that gave the proper glasses to the child, becomes sadder, more confused and afraid of the world every day although at the bottom of his soul felt something he could not explain (Filipoi, S., 1998, 85) is saved by the archetype of the spirit (Jung, C. G., 2003, 223) which appears this time under the form of a little mouse.

By the questions it asks  the little prince, it absolves him from the effort of his own thinking, opening his eyes about his unhappy situation: - What do you see if you look through them? The mouse inquired. – Well, I do not see anything special, the prince answered, because everything seems ugly, sad and frightening (Filipoi, S., 1998, 86).

Considering that it managed to mobilize the child’s forces sufficiently, the mouse, the spiritual archetype, tells him: I think time has come to have a choice. Either to wear your glasses hereinafter, or to put them aside. Why don’t you try to take them off and to look at the world to see it just like the others see it? Only after that you could decide to wear them or to take them off.

Now, we are convinced the reception of the advice became possible, the sorry plight of the prince changing completely. By is questions, the little mouse triggered the awareness and the mobilization of prince’s moral forces, since only the conscious will is not capable to come at a decision. Illumination, the disentanglement of the destiny confusion which  often has a rather miraculous aspect (Jung, C. G., 2003, 223) takes place.

The prince debated many things about life about the way you should see things, about the beautiful around us (Filipoi, S., 1998, 86) with the little wise mouse.

That is why the little wise mouse embodies on one side knowledge, reflexion, wisdom and intuition, and on the other side moral qualities such as generosity, kindness which proves its <spiritual>nature enough (Jung, C. G., 2003, 227).

With the aim of healing the children in suffering and pain, besides the therapeutic stories created by specialists and read in a direct and casual way, adopting the most appropriate introductory formula, there is also the possibility of creating a story by the child himself, encouraged or by the parents.

In the content of the fairytale created by them, the characters, the age, the sex must be similar with those of the child. Also, the fairytale must be told at the moment when the child is attentive and eager to listen to it, following his immediate reaction (face, gestures, traits, attention, comments, quiet moments).

The creation of a fairytale, one of the art-therapy methods, a story which should help the child, not a work of art, taking into account that the fairytale is a means of communication, could have the following model: the main character must undergo an initiation path in order to bring something miraculous which would solve a problem for himself or for a friend.

During his travel, he faces all kind of obstacles; he reaches a place, there something happens which changes him positively, he finds the solution, comes back, solves the problem and everything turns out well. It is very important that the end of the story should contain a healing message.
By inventing a fairytale, children illustrate deep inner processes, unconscious in the usual life, having as therapeutic instruments the imaginary and the imagination, used in the healing of physical and emotional disorders. The therapeutic fairytale is beneficial not only for the specialist, who will be able to understand the apparition and development of the inner processes of the child but also to the child who will see and understand reality not necessarily in a logic but in a creative way, with solutions discovered through his intuition.
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Abstract

According to the social capital theory, the ability of entrepreneurs to extract benefits from their social structures and networks is very important. Different aspects recommend a person to become an entrepreneur, like the work environment, the innovation capacity, but also the personal skills and social competences. In this paper, we assess the social competences of the first cycle students at the Faculty of Management in Production and Transportation, Politehnica University of Timişoara, in order to analyze their entrepreneurial potential. We have thus observed that students have a good perception about their social abilities (an average of 5.65 on a scale ranging from 1 to 7, where 7 represent the best social abilities).
1. Introduction
According to the social capital theory, the ability of entrepreneurs to extract benefits from their social structures, networks and memberships is very important. Different aspects recommend a person to become an entrepreneur, like the available resources, the work environment, the innovation capacity, but also his/her personal skills and social competences. 

High levels of social capital provide entrepreneurs with enhanced access to information and increased levels of trust and cooperation from others. While social capital can help entrepreneurs to obtain better results in their activity, their social competences could be an important factor in determining the outcomes they experience. 

In this paper, we assess the social competences or abilities of the first cycle students at the Faculty of Management in Production and Transportation, Politehnica University of Timişoara, in order to analyze their potential to become entrepreneurs. A similar study was performed by the University of St. Gallen in 2006, on students from different specialized colleges and universities from 11 countries. In their report named “International Survey on Collegiate Entrepreneurship 2006”, they focus on students’ personality and characteristics. In the same manner, based on a sample of students of a much smaller size (148 students), we analyze their skills associated with social competences, social perception, social adaptability and self-promotion. 

In general, we have observed that students have a good perception about their social abilities (an average of 5.65 on a scale ranging from 1 to 7, where 7 represent the best social abilities). A quarter of our students sample is made up of males and the females cover the remaining three quarters. We have noticed that the females got a better score in respect of competences such as courtesy, organization, credibility and perseverance, while male students performed better in relation with self-confidence, negotiation, initiative and self-assertion. Other supplementary questions, related for example to financial resources, technical and economical knowledge or family support, which highlight the actual potential for entrepreneurship show that male students have a better perception about their entrepreneurial potential.

It is important to carry out such an analysis to identify the most appropriate training methods aimed at improving their entrepreneurial potential following the attendance of the university courses. The remainder of the paper is structured as follows: the second part investigates the determinants for successful entrepreneurship, the accent falling on the role of social competences, the third section presents students’ attitudes and intentions toward entrepreneurship, the last part closing the circle with the analysis of a case study related to the entrepreneurial potential of the first cycle students, at the Faculty of Management in Production and Transportation, within Politehnica University of Timişoara.

The presented research is connected to the projects: Certified EU Researcher-Entrepreneur - ResEUr (Leonardo da Vinci contract 503021-LLP-1-2009-1-BE-LEONARDO-LMP) and Dissemination of European Certification Schema ECQA – dEUcert (Leonardo da Vinci contract 505101-LLP-1-2009-1-AT-KA4-KA4MP).

2. Determinants for Successful Entrepreneurship: the Role of Social Competences

Over the past several decades, entrepreneurship has attracted increasing attention, not only in the United States but all around the world, for its contribution to new products and services, to employment and, more generally, to the economy itself (Brenkert, 2009). Both individuals and large firms are seeking to become more entrepreneurial. Nevertheless, how can one define entrepreneurship?

Ulhøi (2005) shows that a variety of definitions related to entrepreneurship can be found in contemporary entrepreneurship literature. These have emphasized several activities such as the creation of new organizations (Gartner, 1988), the new combination of existing factors (Schumpeter, 1934), the exploration and exploitation of opportunities (Kirzner, 1973) and the bearing of the uncertainty (Knight, 2006). The entrepreneurship is also defined as an ability to recognize and a risk-willingness to exploit entrepreneurial opportunities.

If few time ago entrepreneurial characteristics were considered the result of genetic factors, which determine the likelihood to become an entrepreneur or a self-employed, accent has recently fallen on entrepreneurship education and training. However, in our opinion, there is a close connection between the two approaches. In other words, we consider that entrepreneurship education and training plays a particularly important role in developing entrepreneurial skills and capabilities, but it also has to take into account the actual context, including the social competences of potential entrepreneurs. These abilities, seen as social capital, can be later on refined and oriented, by means of university education and training, towards entrepreneurial activities.

Social capital, together with human and financial capital, are considered as determinant factors for entrepreneurship (Bosma et al., 2000; Ulhøi, 2005). Human capital is usually associated with the experience of potential entrepreneurs. Having had experience in the same sector as the newly founded business increases the probabilities of success in making profits and in surviving. Financial capital is related to the amount of income, other than the income generated from the founded firm, which has a negative effect on generated employment. As per capita income grows, the individuals are less willing to gamble on entrepreneurial ventures (Iyigun and Owen, 1997). Finally, social capital is associated with the importance of communicating. 

In their paper, Bosma et al., 2000, show that the following items dealing with social capital could be derived from the firm founders’ survey:

· entrepreneurs in the family - being influenced by self-employed members of the family can be a determining factor for success;

· contact with entrepreneurs in networks - indicates whether the firm founder has often, or never, contacts with other entrepreneurs;

· emotional support from family; 

· boarding out of activities to others - this suggests at least a strategic choice made by the potential entrepreneur.

Gerry et al. (2008) reckon in their turn that personal characteristics and personality traits represent particular factors which are frequently used to measure entrepreneurial tendencies. These refer to incentives to motivation, risk assumption/aversion and attitudes regarding control and delegation. At the same time, several psychological characteristics have been suggested as being good predictors of entrepreneurial behavior: need for self-achievement, creativity and initiative, propensity for risk-taking, self-confidence, desire for independence and autonomy, motivation, energy and commitment and persistence. These elements are an integral part of the “pull factors” category, as they are described by Othman and Ishak (2009). Unlike these determinants for entrepreneurship, the “push factors” include unemployment, job dissatisfaction, failure to obtain a promotion, being fired, economic downturn and survival pressures.

In this paper we focus on assessing the social capital with the purpose of improving social competences by means of entrepreneurship education and training. These competencies are also of particular importance in the process of assessing students’ attitude towards entrepreneurship.

3. Students’ Attitudes and Intentions toward Entrepreneurship
Measuring students’ attitude towards entrepreneurship is not subject to the present paper. Having in view that the selected sample is made up of first cycle students, we consider premature to assess their entrepreneurship aspirations at this stage. However, the students’ social competences and abilities, which will be further on developed during their training and education, will subsequently influence their intentions to entrepreneurship. In other words, there is a biunivocal relationship between students’ social competences and their entrepreneurial attitude.

There is general agreement that attitudes towards the entrepreneur, entrepreneurial activity and its social function are determinant factors for university students to decide an entrepreneurial career. Recent studies have emphasized the need for entrepreneurial attitude and intention as factors determining entrepreneurial behavior (Venesaar et al., 2006). These factors can be considerably influenced by entrepreneurship education (Lüthje and Franke 2003; Fayolle et al. 2005; Béchard and Grégoire, 2007). It is generally believed that individuals who perceive they have the skills and knowledge to start a business are more likely to do so (GEM, 2009).

As Ulhøi (2005) indicates, most of the researches investigating the start up of new businesses have concentrated on personal characteristics of entrepreneurs. Entrepreneurship necessitates the presence of opportunities, as well as enterprising individuals who wish to take advantage of them. According to the configuration approach, different aspects decide a person to entrepreneurial activities, including not only the resources, the environment and the processes, but also the personal traits and features of each individual (Halter and Baldegger, 2006). In this respect, personal features mean very stable traits, partly innate characteristics, which determine the way a human being perceives the environment. In common language, the term “character” is the best to describe this concept.

Veciana et al. (2005) depict the Krueger and Brazeal’s entrepreneurial model (Figure 1) which emphasizes the constructs of perceived venture desirability and perceived venture feasibility, integrating the social competences and entrepreneurship attitudes.
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Figure 1. Model of entrepreneurial potential

Source: Veciana et al. (2005)

The aforesaid model is suggestive mainly in case of potential entrepreneurs ranging amongst students. Entrepreneurship is seen as a solution to the ever-growing problem of unemployment and that is the reason why entrepreneurship attitude has to be stimulated and developed. Recent studies investigate in particular the aspects related to entrepreneurship attitude which is assumed to be a better explanatory factor for entrepreneurial career choice than demographic and personality variables (Othman and Ishak, 2009). However, most of these studies have exclusively focused on attitudinal factors that influence confidence, enthusiasm, inclination and aspiration towards entrepreneurship, leaving aside social competences or, as we have already shown, they are very important, in association with education and training, in creating positive entrepreneurship behavior. Social competences represent at the same time a clue unveiling students’ potential to become entrepreneurs.

4. Entrepreneurial Potential of the First Cycle Students: a Case Study Analysis
4.1 Student entrepreneurship potential: a brief review of the literature

The idea of becoming an entrepreneur may become more and more attractive to students because it is seen as a valuable way of being employed without losing one’s independence Gerry et al. (2008). Numerous studies have focused on personality traits that may be in some way connected to entrepreneurial behavior through their influence over either the constitution of future entrepreneurial intentions and/or the reinforcement of established ones. For example, Oosterbeek et al. (2008) consider as personality traits the need for achievement, for autonomy, for power, but also the social orientation, self efficacy, endurance and risk taking propensity.

Hatten and Ruhland (1995) argue that if students with entrepreneurial potential were identified earlier and nurtured throughout their educational experience, the result both for the concerned individuals and for the society would be more and more successful entrepreneurs. In this direction, Robinson (2008) underlines in his study the difference between entrepreneurial aspirations of graduate students, who propose businesses that are software suppliers or provide some intermediary manufacturing or service activity that improves on current market offerings, whereas undergraduate students typically propose businesses that involve some form of retail operation, such as a restaurant, club or music retailer.

In other words, social competences which may be developed by means of entrepreneurial education and training refine both entrepreneurial attitude and entrepreneurial skills. “The closer the match between individuals’ attitudes, values, knowledge, skills, abilities and personality, the better their job satisfaction and performance” (Markham and Baron, 2003). We reckon that the closer the match between entrepreneurs’ personal characteristics and the requirements of being an entrepreneur, the more successful they will be. Specifically, we argue that, to the extent that entrepreneurship depends on a high number of distinct individual-difference dimensions (e.g., self-efficacy, ability to recognize opportunities, personal perseverance, human and social capital, superior social skills), more suited a person will be for entrepreneurial activities and, consequently, the greater the likelihood or magnitude of his/her success. This framework offers potentially valuable new avenues for assisting entrepreneurs in their efforts to exploit opportunities through the founding of new ventures because the dimensions of individual differences are readily open to modification (e.g., through appropriate education and training).

4.2 Methodology and related results

This research was carried out using a questionnaire, made up of 21 main questions and 11 complementary questions, revealing the actual entrepreneurship potential. Unlike Othman and Ishak (2009), who make use of such a questionnaire resorting to the well-known 5 points Likert scale (where 1= Strongly Disagree and 5= Strongly Agree), we use a scale ranging from 1 to 7, (where 1 means a reduced level and 7 indicates a high level). The students were not asked to mention their names, the only requirements being to indicate their age and sex. We resorted to a more detailed scale in order to better mirror the social competences and the differences amongst the two genders.

The research population consisted of undergraduate (first cycle) students from the Faculty of Management in Production and Transportation from Politehnica University of Timişora. We selected for analysis only students attending this faculty because they are the only susceptible of developing their entrepreneurship competences and skills through the education and training they receive in this direction. The sample covered a total of 148 students. The profile of the respondents is presented in Table 1.

Table 1. Teaching methods

	
	Total sample
	Male
	Female

	Number/percentage
	148 / 100%
	37 / 25%
	111 / 75%

	Age
	20 years

	Field of study
	Engineering economics


The survey was conducted using a self-administered questionnaire. From the results of the questionnaire survey, it was possible to conclude that the majority of students were female (75%) and that the average age was 20 years. Their answers related to their social skills are listed in Table 2.

Table 2. Assessment of students’ social competences

	
	Social competences
	Total
	Female
	Male


	Female (deviation from average)
	Male

(deviation from average)

	1
	Amiability
	6.16
	6.26
	5.88
	0.10
	-0.28

	2
	Flexibility in behavior 
	5.60
	5.64
	5.47
	0.04
	-0.13

	3
	Organizational aptitude 
	5.71
	5.78
	5.49
	0.08
	-0.22

	4
	Credibility
	5.73
	5.82
	5.47
	0.09
	-0.26

	5
	Self-promotion 
	5.27
	5.17
	5.53
	-0.09
	0.26

	6
	Negotiation ability 
	5.29
	5.23
	5.47
	-0.06
	0.18

	7
	Persuasion skills
	5.70
	5.70
	5.71
	0.00
	0.00

	8
	Sociability 
	6.03
	6.09
	5.87
	0.06
	-0.16

	9
	Capacity of integrating oneself into a group 
	6.06
	6.05
	6.10
	-0.02
	0.04

	10
	Situational intelligence 
	5.57
	5.54
	5.65
	-0.03
	0.07

	11
	Self-control 
	5.76
	5.76
	5.73
	0.00
	-0.03

	12
	Self-confidence 
	5.76
	5.67
	6.05
	-0.10
	0.29

	13
	Pedagogical skills 
	4.78
	4.90
	4.43
	0.13
	-0.35

	14
	Verbal inquiry skills – asking logical questions
	5.36
	5.41
	5.23
	0.05
	-0.13

	15
	Self-accomplishment – capacity to find satisfaction 
	5.70
	5.68
	5.73
	-0.01
	0.03

	16
	Openness to new experiences
	6.10
	6.05
	6.23
	-0.05
	0.14

	17
	Autonomy 
	5.50
	5.46
	5.62
	-0.05
	0.11

	18
	Perseverance 
	5.76
	5.83
	5.51
	0.08
	-0.25

	19
	Reluctance to prejudgments 
	5.39
	5.41
	5.34
	0.02
	-0.05

	20
	Verbal reasoning 
	5.50
	5.52
	5.45
	0.02
	-0.05

	21
	Action / Initiative 
	5.85
	5.74
	6.19
	-0.11
	0.34

	NB: scale from 1 to 7, where 1 = low level and 7 = high level


Few important conclusions come off analyzing the aforementioned table. First, students’ perception in respect of their social competences is very high, indicating a high potential to integrate themselves into the business environment. In average, the lowest score is achieved for pedagogical skills, associated with their capacity of explaining things (4.78) and the highest score is assigned to amiability (6.16) and to openness to new experiences (6.10). Second, a difference between the social competences of male respondents as compared to female respondents can be noticed. If male students show better developed negotiation skills, self-confidence, self-promotion and initiative, female students perform better in terms of competences like amiability, credibility and organization skills, but also in respect of perseverance. These outcomes do not differ from results obtained in similar studies. However, we might think that the reduced size of the sample influences the average results. As a consequence, in order to avoid these doubts, we have decided to use a complementary set of questions which measure the present entrepreneurship potential of the respondents.

Table 3 brings forward the results related to entrepreneurship potential, assessed by the analysis of the actual situation associated to existing conjuncture, as well as by the investigation of one’s own person. The answers provided this time clearly emphasize the higher entrepreneurship potential of male respondents in respect of performing entrepreneurial activities.

Table 3. Assessment of students’ actual potential for entrepreneurship

	
	Potential for entrepreneurship
	Total
	Female
	Male


	Female (deviation from average)
	Male

(deviation from average)

	
	In connection with the actual situation
	
	
	
	
	

	1
	Health
	6,26
	6,23
	6,36
	-0,03
	0,10

	2
	Time available for starting up a business 
	4,80
	4,69
	5,08
	-0,10
	0,28

	3
	Available money
	3,44
	3,37
	3,64
	-0,07
	0,20

	4
	Technical specialty knowledge 
	3,79
	3,63
	4,26
	-0,16
	0,46

	5
	Economic knowledge
	3,96
	3,87
	4,23
	-0,09
	0,27

	6
	Knowledge of the field of activity 
	3,91
	3,68
	4,60
	-0,23
	0,69

	
	In respect of one’s own person
	
	
	
	
	

	7
	Family support – moral and material
	5,45
	5,37
	5,70
	-0,08
	0,25

	8
	Friends support – moral and material
	5,13
	5,08
	5,30
	-0,05
	0,17

	9
	Knowledge about the activity of other entrepreneurs 
	4,24
	4,20
	4,39
	-0,05
	0,15

	10
	Relations with future business partners (banks, clients, suppliers)
	2,97
	2,98
	2,96
	0,01
	-0,01

	11
	Risk taking capacity
	4,92
	4,88
	5,03
	-0,04
	0,11

	NB: scale from 1 to 7, where 1 = low level and 7 = high level


Except for the relation with future business partners, for all the other questions the male students’ perception on their actual potential for entrepreneurship is higher. In other words, first cycle male students show a more developed actual attitude towards entrepreneurship.

Nevertheless, the aim of our study was not confined to assessing social competences, but it was also targeted at identifying those competences and skills which can be improved through entrepreneurship education and training. If we come back to Table 2 presented above, we can observe that competences like ability to logically explained made decisions and undertaken actions, as well as self-promotion disposition can be improved by using well identified learning methods.

Subsequent researches on this topic will refer to the assessment of the same entrepreneurial competences and skills at the end of the four years of university studies in order to have a feedback on the efficiency of the applied education and training techniques.

5. Conclusions
We have first shown in this paper that students’ potential for entrepreneurship depends on their acquired social competences. These skills can be considered as a determinant factor for entrepreneurial activities. Even if recent studies focus only on assessing the attitude towards entrepreneurship, we have to highlight the interconnection and interdependence between personal characteristics and entrepreneurial behavior. These features, and mainly the social competences, can be improved by means of education and training aimed at enhancing the potential for entrepreneurship.

Second, we have presented a case study on the potential for entrepreneurship associated to social competences of first cycle students at the Faculty of Management in Production and Transportation within Politehnica University of Timişora. The selected sample was made up of 148 students out of which 75% was represented by female respondents. The outcomes of the analysis indicate that male students show better developed negotiation skills, self-confidence, self-promotion and initiative, whereas female respondents perform better in terms of amiability, credibility and organization, but also in respect of perseverance. The actual male students’ potential for entrepreneurship appears as more developed. This study enables to identify those social competences which can be improved by entrepreneurship education and training, in order to refine students’ entrepreneurial attitude at the end of the first university cycle. 

The presented paper is linked with the research activities of the project: Certified EU Researcher – Entrepreneur (503021-LLP-1-2009-1-BE-LEONARDO-LMP), funded with support from the European Commission. This paper and communication reflects only the views of the author and the Commission cannot be held responsible for any use which may be made of the information contained therein.
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Improving quality of education. Case Study at Engineering Faculty of the Lucian Blaga University Sibiu
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Abstract

In this study is presented an analysis of the educational process in the Faculty of Engineering "Hermann Oberth" from Sibiu and a problem-solving project using 6 Sigma methodologies. Starting to identify and assess existing types of problems in faculty, there were designed and implemented controls that have ensured corrective actions to improve the educational act.
Keywords: Six Sigma, quality, education

1. Introduction

We considered necessary to approach quality improvement in a separate section, due to the complexity of problems arising in this area but also starting from, the finding that few higher education institutions have failed to implement effectively continuous improvement projects. One of the main reason is that higher education institutions have tried to take models that have proved their applicability in the industry and use them without prior adaptation to the particularities of the higher education system.

Improvement goals practically derive from strategic/operational objectives of the organization.

It is difficult to come up with solutions / improvement projects that solve complex problems (such as for example the objective of passing to a high confidence educational institution from a trusted mark); in this case it is advisable to divide the domain into sub domains and each of them to start improvement projects.

But improvement projects may have as starting point a series of concrete problems facing the organization:

· Improving the rate of exam graduates

· reducing student drop-out during the study;

· improving the perception of employers towards graduates;

· Attracting a greater number of candidates for admission;

· Increasing the international visibility by scientific representative publications.

· improving performance in attracting grants for scientific research.

Regarding international approaches to improving the quality of education are complex. This uses various instruments of quality. For example, in the study Transforming Higher Education with Six Sigma, the authors Imad M. Al-Atiqi and Pradeep B. Deshpande were focused on using six sigma methodologies to improve the education system work. In the study Deploying and integrating education system indicators with QFD. -Application case- the authors Ricardo Hirata Okamoto and José Carlos Arce Riobóo resorted to using QFD method too. In this paper the authors have resorted to use six sigma methodologies which is summarized in the following.
2. Short presentatıon of 6 sıgma method
6 Sigma was initiated by Motorola, in `80s, as a challenge to obtain a decrease of the product’s error level. In order to obtain this effect, a deep analyze of the causes and of the correction`s possibilities was necessary. Motorola published in the middle of `90s the details of its` framework of the quality`s improvement which were adopted since then by many companies (Kifor, 2006).

The 6 Sigma concepts and the innovative program were recognized only in 1989, when Motorola announced that will obtain a less than 3.4 defects from a total of one million products, in less than 5 years. This declaration changed completely the vision of the quality: from one in which the level of quality is measured in percents (number of pieces from 100), at a level where the reporting was made to one million or even to one billion (Kifor, 2006).

Therefore the following assumptions can be made (Kifor, 2006):

· the probability that the events to happen in this interval [-σ; σ] is of 68%;

· the probability that the events to happen in this interval [-2σ; 2σ] is of 95%;

· the probability that the events to happen in this interval [-3σ; 3σ] is of 99,73%;

· the probability that the events to happen in this interval [-6σ; 6σ] is of 99,9997% or, otherwise, the probability that the event does not happen in the interval [-6σ; 6σ] is of 3,4 x 10-6%.(Kifor, 2002)

The target of this method is to obtain products and processes without defects. Six sigma improvement process includes a series steps, grouped b type of activity (Figure 1)
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Figure 1. Six Sigma method

3. Case study
The case study was applied to the "Lucian Blaga" University of Sibiu, Faculty of Engineering. The approach will be based on educational processes.

The purpose of this case study is to present a project based problem solving methodology six sigma. It is a real problem facing our organization, related to the rate of exam graduates.

3.1 Preliminary activities

3.1.1 Definition

3.1.1.1 Identification the types of problems existing in the organization

The brainstorming was used to identify problems and it was started from the two major elements in interaction ' teacher and student'. Problems identified were:

· Insufficient teachers;

· Legal restrictions (eg blocking jobs);

· Low budget;

· Budget allocated / No. students;

· Conflicting legal requirements (ARACIS, NURC, NASR)

· Aging departments (men and methods);

· Teacher assessment results do not lead to improvement measures;

· Salary indiscriminate in their performance;

· Admission procedure too permissive;

· Small rate of graduation;

· Degradation of skills students;

· Inadequate promoting;

· Insufficient teaching facilities;

· Laboratory endowment;

· Lack of sports halls;

· Lack of recreation spaces;

· Lack of coffee, snacks, study spaces;

· Students are not encouraged to engage in research and innovation projects;

· Curriculum too focused on theory.

3.1.1.2 Assessment of existing problems in organization

Problems were evaluated by top management of faculties where was selected for evaluation following:

a) Teacher assessment results do not lead to improvement measures;

b) Admission procedure too permissive;

c) Lack of recreation spaces;

d) Students are not encouraged to engage in research and innovation projects;

e) Curriculum too focused on theory.

3.1.1.3 Selection criterion

For the preparing of the evaluation matrix were identified following criteria:

· Cronicity –the correction of the most frequent problem;

· Duration –the correction of the most frequent problem;

· Urgency –a project is urgent if makes the organization weak in front of competition;

· Potential resistance to change –if it`s possible it is recommended to choose the project which will intake the lower resistance;

· The problem should be measurable–the project must be launched only when we will have all the necessary.

3.1.1.4 The evaluation matrix

To assess problems will be given a scores on a scale of 1-5 where: 1 - less significant problem, 5 - very important issue. Selection criteria are weighted according to importance (Table 1)

Table 1.  The evaluation matrix

	Criteria
Problems
	cronicity

0,3
	duration

0,2
	urgency

0,3
	potential resistance to change

0,1
	the problem should be measurable

0,1
	Total

	Teacher assessment results do not lead to Improvement measures;
	5
	1
	3
	5
	3
	3,4

	Admission procedure too permissive
	4
	3
	2
	2
	3
	2,9

	Small rate of graduation
	5
	3
	4
	5
	5
	4,3

	lack of recreation spaces
	4
	2
	2
	4
	4
	3

	Students are not encouraged to engage in research and innovation projects
	4
	1
	4
	3
	3
	3,2

	Curriculum too focused on theory.
	4
	2
	3
	1
	2
	2,8


3.1.1.5 The priority problem identification

Based on scores obtained in the "evaluation matrix" we observed that the most important problem is small rate of graduation.

3.1.1.6 Problem’s definition

More than 30% of faculty students have at least one exam unpromoted.

3.1.1.7 The mission

Reducing the percentage of students who have not passed an exam at least 10% during the academic year 2010-2011.

3.1.1.8 Team selection

At the Dean request, the improvement team was formed, had 12 members and was composed of:

· Dean - project manager;

· Heads of department;

· Responsible for the financial department;

· Students.

3.2 Specifics necessary activities

3.2.1 The measurement

3.2.1.1 The limits definition

The limits definition is the stage that indicates us where begins and where the project finishes.
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Figure 2. General flow chart of the process of learning / assessment of students' knowledge

3.2.1.2 The causes identification

Identifying causes has started from organizing a brainstorm session that resulted in creating a cause-effect diagram (Figure 3). This chart showed the main groups of cases and allowed the team to focus on root cause search.
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Figure 3. Cause-Effect Diagram for small rate of graduation

3.2.1.3 Share causes

After identifying the causes of the improvement team began collecting data needed to create the Pareto chart. For Pareto analysis to build a simple questionnaire that will measure the frequency of cases identified. Also given the importance of a weight causes them to do. For weight using a scale 1 - 3 - 9, where 1. issue less important, 3 - important question, 9 - very important question. 

The questionnaire was based on the causes and sub-causes identified through cause-effect diagram. And had the following requirement: Please tick cause (causes) which have not passed the exam in the last two sessions of exams in which you participated. To analyze the questionnaire results created a summary table. Using this data the team has created the Pareto chart. With this chart will be established and highlight the main causes (Figure 4).
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Figure 4. Pareto diagram

3.2.2 Improvement

3.2.2.1 Identifying alternatives

To evaluate alternatives for improvement in relation to these criteria, the team used as a tool of quality matrix for selecting the alternatives (Table 2). Where he used the following notations:

· 3 - very positive impact;

· 2 - environment impact;

· 1 - slightly positive impact.

Table 2. Matrix for selecting the alternatives

	Cause
	Alternative improvement
	Selection criteria
	Total

	
	
	1
	2
	3
	4
	5
	6
	

	Unmotivated student
	Additional system for bonus performance grant
	3
	3
	1
	1
	2
	2
	12

	
	Motivational techniques use by teachers
	1
	3
	3
	2
	3
	3
	15

	
	Increase student involvement by developing creative thinking
	1
	3
	3
	1
	2
	2
	12

	
	Review of admission criteria
	2
	2
	2
	2
	1
	3
	12

	The method of teaching is unattractive
	Curriculum based on case studies and applications
	2
	3
	3
	3
	3
	3
	17

	
	Development of communication skills of teachers
	3
	2
	3
	3
	2
	3
	16

	
	Highlighting the utility of courses
	2
	2
	1
	1
	3
	2
	11

	
	The teaching method adapt according to the students level
	3
	2
	2
	2
	3
	3
	15

	Teaching talent
	Evaluation and retraining of teachers by trained personnel
	3
	3
	3
	3
	1
	3
	16

	
	Organizing workshops for teachers
	1
	2
	3
	1
	3
	3
	13

	
	Sharing experience
	2
	3
	3
	2
	2
	3
	15

	Laboratory equipemants „only to see”
	Renewal of equipment
	1
	2
	2
	3
	2
	2
	12

	
	Re-equipment of laboratories
	2
	3
	3
	3
	1
	3
	15

	
	Restoration of the old equipment
	1
	1
	3
	3
	3
	1
	12

	
	Implementation of simulation systems production processes
	3
	3
	3
	3
	1
	3
	16


3.2.2.2 1.3. Design improvements

After evaluating alternatives to improve the team established corrective actions, resources and responsibilities and has developed the following plan of action.
Table 3. Panificarea improvements

	No
	Cause
	Corrective Action
	Resources needed
	Responsible
	Deadline

	1
	Unmotivated Student 
	Motivational techniques use by teachers
	-Media installations


	Teachers (professors)
	1 semester

	2
	Teaching method unattractive


	Curriculum based on case studies and applications
	curriculum review meetings, resource materials: hardware / software / equipment
	Responsible for discipline, responsible training program, department head, teachers
	1 semester

	3
	Teaching talent
	Evaluation and retraining of teachers by trained personnel 
	DPPD involvement, budget, resource materials
	Dean, Department Head, DPPD, other institutions
	2 semesters

	4
	Laboratory Equipment as „only exhibits”
	Implementation of simulation of production processes
	material resources: hardware / software / equipment
	Head of Department, teachers, laboratory assistants
	2 semesters


3.2.3. Control

In this phase the team designed and implemented controls elements to ensure that corrective actions have been used and maintained. These activities are highlighted in the control chart (Table 4).

Table 4. The control chart

	Variable
	How to measure
	Where
	Reference
	Who measured
	Who decides
	What do
	Who checks
	Frequency
	Where records

	Use by teachers motivational techniques
	Verification of the teacher evaluation questionnaires by students
	Departments
	Teacher evaluation questionnaires and summary of their report
	Head of Department
	Dean 
	established and planned verification
	Vice Dean 

project manager
	Monthly
	Internal Audit Report

	Curriculum based on case studies and applications
	Checking curriculum
	
	Disciplinary Records
	Vice Dean
	
	
	
	
	

	Evaluation and retraining of teachers by trained personnel
	Verification of assessment reports and the number of courses conducted under DPPD
	
	Evaluation reports and training qualifications
	Head of Department
	
	
	
	
	

	Implementation of simulation of production process


	Checking number of equipment purchased
	Classroom/ seminar/ 

lab
	Equipment, procurement documents
	Responsible financial department
	
	
	
	
	


3.3 Recommended activity

3.3.1 2. Multiplication results

Is the final step of the improvement project and his team has the mission to ensure that real improvements are achieved successfully applied in other similar problems and establish new projects for continuous improvement of the organization.

4. Conclusion
Essential component of overall management for any organization, a quality management system must allow and actions / procedures for continuous improvement. In order to distinguish and increase competitiveness organizations resort to different strategies to improve performance and promote excellence in business, supported by implementing a quality management or using different techniques and specific quality management tools to improve their quality processes. In other words, use different techniques and tools specific concept of quality management refers to a more intelligent management of a business, by focusing attention on identifying and prioritizing customer requirements and then decision-making supported by facts and data.
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Abstract

The seminar activities in the academic environment have preponderantly a formative role. In order to increase the atractivity and efficiency of the seminar activities, the teacher must use a diversified and flexible methodological register, which should include both traditional and modern methods. Among the modern methods, the use of interactive methods within the seminars favors the realization of an interactive learning. In this paper we analyze the possibility of using the following interactive techniques: Descriptive Graphic Organizer, Comparative Graphic Organizer, Venn Diagram, Clustering, Thinking – Working in groups of four – Communication within the seminar activities carried out with disciplines: Pedagogy I  (Fundamentals of pedagogy. Theory and methodology of the curriculum), Pedagogy II (Theory and methodology of instruction. Theory and methodology of evaluation) and Didactics of biological sciences.
Keywords: the seminar activities; Descriptive Graphic Organizer, Comparative Graphic Organizer, Venn Diagram, Clustering, Thinking – Working in groups of four – Communication; 
1. Introduction

Compared with the course activity, which is focused on the activity of teaching carried out by the teacher, the seminar activity is preponderantly centered on the activity of student’s education. Consequently,  the teacher should be permanently concerned by organizing some diversified learning situations, both regarding the targeted objectives and the used didactical methodology, but also differentiated, taking into account the fact that the students have different learning styles (visual, auditory, and practical style of learning). Thus, can be organized learning situations which refer to clarification, completing and systematization of knowledge transmitted by the teacher during the course, or acquired by the students through individual study, application of knowledge or using some information in a more or less creative manner, in new situations.  

In order to increase the attractivity and efficiency of the seminar activities, for helping the students to obtain an as good as possible education efficiency, the teacher must use a diversified and flexible methodological register, which should include both traditional and modern methods. Nowadays, is thought that the active and interactive learning, specific to the modern instruction, is favouring the formation of intellectual and action abilities, which are preserved during the entire life. 
Among the modern methods, the use of interactive methods within the seminars favors the realization of an interactive learning, stimulates cooperation, collaboration and communication between students, stimulate the productive thinking, critical thinking, divergent thinking and creativity of the students, contributing to the development of all types of intelligence, to the  stimulation of all learning styles (visual, auditory, and practical style of learning), to the development of personal responsibility in fulfiling the assumed tasks, tolerance for the opinion of all the participants to the activity, mutual respect, etc. By the use of these methods which challenges the mechanisms of thinking, intelligence, imagination and  creativity, the student participate actively to his/her own formation, being subject of learning. He/she “make an effort of personal reflection, interior and abstract”, “carry out a mental action of searching, research and recover of truthes, of elaborating new knowledges” (Cerghit, 2006).  

The use of any interactive methods involves creating of conditions for an interactive learning, taking into account the wish of students to cooperate and collaborate, to “mutually share themselves the ideas, opinions, points of view, experiences with opening to others” (Bacoş, 2002). “The group gives a feeling of confidence, safety, reciprocal training of the members, which results in vanishing of the fear to fail and courage to assume the risk” (Oprea, 2009).

2. Research problem and objectives
Having in view the advantages of using interactive techniques within the seminar activities, we initiated a research aiming at emphasizing the possibilities to apply some interactive techniques within the seminar activities carried out at the Pedagogy I  (Fundamentals of pedagogy. Theory and methodology of the curriculum), Pedagogy II (Theory and methodology of instruction. Theory and methodology of evaluation) and Didactics of biological sciences. 

The main objectives of this research were the following: 

· Identification of some seminar themes suitable to the above mentioned matters, within which to use the  interactive techniques Graphic Organizer, Venn Diagram, Clustering (Cluster diagram or clustering diagram), Thinking – Working in groups of four – Communication (Think-Pair-Share); 

· Presentation of the application mode of these techniques in order to carry out seminar activities with a team of 30 students, corresponding to a seminar group in the case of University of Pitesti, within the academic year 2009-2010.

3. Methods

For emphasizing the possibility of the teacher to apply some interactive techniques within the seminar activity, we analyzed the actual content of curricula and books on Pedagogy and Didactics of biological sciences. Thus, we identified seminar themes within which can be used: Graphic Organizer, Venn Diagram, Clustering and Thinking – Working in groups of four – Communication 

4. Results and discussion

The seminar activities in Pedagogy I, Pedagogy II and Didactics of biological sciences have an important role in formation of student competences to adequately use the basic concepts specific to these matters, and also of communication and dealing competences needed by the future teacher, as member of a teaching staff. 
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One way to help make a curriculum more supportive of students is to incorporate Graphic Organizers in many varieties. For the clarification and completing the student’s knowledge concerning the content of a pedagogical concept, the Descriptive Graphic Organizer can be used. Thus, within the seminar on “Education forms: applications”, the team of students can be divided into three groups, and each group in two subgroups. The students from the subgroups of first group will be asked to describe independently the content of the concept of “formal education” (Figure 1), those from the subgroups within the second group will describe the content of the concept of “non-formal education”, and those from subgroups in the third group will describe the content of the concept of  “informal education”. Further on, the students from the two subgroups of each group will be requested to collaborate with the aim of carrying out a final Descriptive Graphic Organizer, for the considered education form, which must include all the characteristics mentioned by the students of both subgroups. Subsequently, a member of each group will present the realized graphic representation, this being analyzed with the help of whole team of students.  The seminar activity can be completed with the drawing of and Comparative Graphic Organizer of the characteristics of the three concepts. 
Figure 1. Descriptive Graphic Organizer – Formal Education (after Radu and Ezechil, 2002; Velea, 2007)

This can be elaborated either by the teacher, based on the questions addressed to the students from subgroups, or by the students within the subgroups. The Descriptive Graphic Organizer can be also used within the seminar with the theme “New orientations and trends in the teaching methodology” (Pedagogy II). The team of students can be divided in two groups, and each group in four subgroups. The first group will have to describe the characteristics of classical methods (Figure 2), and the second group will have [image: image60.jpg]


to describe the characteristics of modern methods. 
Figure 2. Descriptive Graphic Organizer – Classical methods (after Cerghit, 2006)

For fixation and systematization of the student’s knowledge concerning the didactic methods, within the seminar with theme “New orientations and trends in teaching methodology” (Pedagogy II), or for putting up-to-date the student’s knowledge within the seminar with theme “Practicing some teaching-learning methods used in Biology” (Didactics of biological sciences), the teacher can choose for the use of Clustering technique. In order to realize the graphical representation of each studied method, the teacher elaborate together with the students a draft of cluster, in which will be mentioned: the method definition, type of method, forms of the method and the use of method within the lesson. Further on, if the team is divided into subgroups formed from 3-4 students, than each subgroup will realize independently a cluster for a certain method, mentioned by the teacher. For example, subgroup 1 will realize a cluster for the laboratory experiment, subgroup 2 will realize a cluster for observation, subgroup 3 will realize a cluster for learning by discovery (Figure 3), etc. After the termination of time granted for realizing of clusters, the representative of each subgroup will present the realized cluster, this being thereafter analyzed frontally, with the participation of the other groups. Within the seminar activities carried out at the Didactics of biological sciences, after the analysis of all clusters, each subgroup will have to study independently a lesson from the manual and to describe the mode of application for the method for which they realized the cluster. Finally, will be discussed frontally the variants of using the methods within the lesson, proposed by the representatives of subgroups. The students will be encouraged to mention also other methods which can be used for transmitting the content of lessons presented by the representatives of subgroups. Thus, it becomes evident the role of teacher in selection of didactic methods which can be used during a lesson. 
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Figure 3. Clustering – learning by discovery (after Petruţa, 2009)

For enlightening of the student’s knowledge concerning the specific of a certain didactic method, within the seminar with the theme “New orientations and trends in teaching methodology. Active methods” (Pedagogy II) or for up-dating the student’s knowledge within the seminar with the theme “Practising some teaching-learning methods used in Biology” (Didactics of biological sciences), the teacher can choose for the use of Comparative Graphic Organizer. By applying the Comparative Graphic Organizer, that method can be compared with another   didactic method in order to make evident the similarities and dissimilarities between them. Thus, can be compared: explanation and lecture; laboratory experiment and laboratory practical work (Figure 4); learning by discovery and problem-solving; explanation and narration; conversation and brainstorming, etc.

For systematization of the student’s knowledge concerning the chronological order of stages which must be undergone in projecting a lesson or stages specific to various types of lessons, within the seminar with the theme “Didactic designing” (Pedagogy II), or for putting up-to-date the knowledge, within the seminar with the theme “Exercises of designing a Biology lesson” (Didactics of biological sciences), the Sequential Graphic Organizer can be used during the seminar activity. 
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Figure 4. Comparative graphic organizer – laboratory experiment and laboratory practical work

Thus, for pointing out the importance of running through the stages specific to various types of lessons in a certain order, the team of students can be divided in five groups, and each group in two subgroups which will have the same working task. Each group will have to represent graphically the structure of a type of lesson: lesson for communication/acquiring new knowledge, lesson for formation of skills and abilities, recapitulation and systematization lesson, lesson for evaluation of school performances and mixed lesson (Figure 5). Within the seminar activities carried out at the Didactics of biological sciences, after presentation and frontal analysis of all the realized graphic representations, each group will have to realize independently the design for a lesson from manual. In the end, the lesson projects realized by the representatives of groups will be discussed frontally.
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Figure 5. Sequential graphic organizer – structure of mixed lesson
For establishing the similarities and dissimilarities between two concepts, the Venn diagram can be used. Thus, within the seminar with the theme “New orientations and trends in teaching methodology. Active methods” (Pedagogy II), for establishing the characteristics of active-participative methods, the team of students can be divided in three groups, each group being formed from two subgroups. The students in the first group will compare the heuristic methods with those based on practical action, the students in the second group will compare heuristic methods with the expositive methods, while the students in the third group will compare methods based on practical action with the expositive methods. Finally, by discussing the similarities between the heuristic methods and those based on practical action, and of dissimilarities between the heuristic methods and expositive methods, respectively between the methods based on practical action and expositive methods, the students will discover the following characteristics of the active-participative methods: there are modern methods which favors an active learning, which involves the pupil’s productive-cognitive capacities, thinking and imagination; they include the heuristic methods and the methods based on practical action; by applying these methods the pupils participate actively, by own effort, to the acquisition of knowledge; there are non-structural methods, in the sense that they are characteristic to situations of open learning, which are set up spontaneously. 
The Thinking – Working technique in groups of four – Communication (Think-Pair-Share) can be used within the seminar activity for stimulating the student’s productive thinking, imagination and creativity. Thus, within the seminar with the theme “The forms of education: applications” (Pedagogy I), after clarifying the content of formal, non-formal and informal education concepts, aided by Graphic Descriptive Organizer and Graphic Comparative Organizer (or Venn Diagram), the students can be asked to mention a non-formal activity to which they participated or they are willing to organize with the pupils, as future teachers. Initially, each student is thinking 1-2 minutes to the open question addressed by the teacher. Then, the students are grouped in fours in order to discuss the answer for 5-10 minutes. Subsequently, the answer given by each subgroup will be discussed frontally. By applying the same technique, the students can be asked to state precisely: possibilities of carrying out ecological education/sanitary education in gymnasium, within the seminar with the theme “New educations” (Pedagogy I), modalities of carrying out the psychological preparation for going further to the new lesson, for a certain lesson from the manual, or   modalities of carrying out fixation and systematization of pupils knowledge, for a certain lesson from the manual, within the seminar with the theme “Exercises of designing a Biology lesson” (Didactics of biological sciences). With these occasions, can be pointed out the fact that the originality and creativity have an important role for each teacher, when attractive and interesting activities must be organized for the pupils. 

5. Conclusions
The interactive techniques can be applied in different moments of some seminar activities or during the entire period of its development in subjects such as Pedagogy I, Pedagogy II and Didactics of biological sciences, stimulating the collaboration and communication between students. Thus: 

· Descriptive Graphic Organizer, Comparative Graphic Organizer, Sequential Graphic Organizer and Venn Diagram – are used for updating, clarifying, completion and essentialization of students knowledge,  for the stimulation of critical thinking and intelligences: visual, logic, verbal, inter- and intrapersonal; are stimulating the visual style of learning.
· Clustering – is used for fixation and systematization of knowledge, and for updating of knowledge, for stimulation of critical thinking and intelligences: visual, logic, verbal, inter- and intrapersonal; are stimulating the visual style of learning.
· Thinking – Working in groups of four – Communication, is used for application of knowledge in new situations, for stimulating the productive and divergent thinking, the imagination,  creativity and intelligences: verbal, inter- and intrapersonal; are stimulating the auditory and practical style of learning.
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Management of the optional learning time
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Abstract

In this paper I approached the optional learning time management issue, as a solution for improving students’ academic performances. 

By reference to the theoretic elements of the optional learning time management, the results of a questionnaire-based study on the perceptions of the students in all the years of study at the license program on the existence and judicious use of this optional learning time are presented. 

The motivations of the students included in the group on the use or non-use, for a formative purpose, of this type of time, their perceptions on the weight of the optional learning time as compared to the institutional learning time and leisure time were monitored. Also, respondents’ perception on the optimum institutionalized learning time-school performance ratio was aimed at. 

Keywords: Optional learning time; education; 

1. Conceptual Delimitations on Time

Time is an extremely complex concept, which makes it difficult to be defined. It may be expressed as an abstract but measurable entity, useful to evaluate the duration of an event. Such practical acceptation does not clarify the essence of time. What is certain is that time has unique characteristics, for instance: it goes to a single direction (the past cannot be changed, the future is unpredictable); from here, the causality concept is born: an event taking place before can influence a future event, but not the other way around.

Time has several notes and dimensions. Thus, Hall (1984) makes a distinction between formal and informal time. Formal time is the calendar, astronomic, objective time. Informal time is the sent time, close to the subject, determined by different contexts or existential events.

From this perspective, time is perceived by people in several hypostases – as cosmic time – the passing of hours, days, nights, months, years, etc. -, as biologic time – the rhythm of body functions, sleep/wakefulness alternation, ontogenetic development stages -, as social time – the timetable of social activities, the work, rest and recreation program, the succession of social events, etc. Irrespective of the hypostasis, time does not run monotonously, invariably, but with favorable or unfavorable periods, with productive or unproductive moments. 

The special value of time resides in the following characteristics (Cucoş, C. 2002, p.63):

· it is a rare, limited asset;

· it cannot be bought or transmitted from one person to another;

· it cannot be stored, accumulated, reserved;

· it cannot be expanded or increased;

· its consumption is imperturbable and irrevocable;

· for the human being, it is life itself.

Time, according to Voiculescu. F., (2004, p.243) appears in a double hypostasis, both as need (the need of work, learning, rest, the need of leisure time, etc.) and as a resource (the available time necessary to any activity).

Pupils’ and teachers’ work time is also limited due to the limited nature of temporal resources.

School time is a pedagogical resource of material nature (determinable and finite), involved at the level of the education system through complementary variables on its verticality and horizontality: the school/university year – the school/university week – the school/university day. 

Without having an exhaustive nature, one of the most known schemes of time componential analysis is the scheme of the three 8 (Voiculescu. F., 2004, p. 250-251) on which the 24 hours of one day of the modern individual are distributed: 8 hours at work, 8 hours of leisure time and 8 hours of rest. This scheme has the merit of highlighting the three major components on which, beyond timetable differences, the daily time in modern society is distributed: 

· work time  - understood as institutionalized and socially necessary work, as a means of social insertion and subsistence;

· leisure time – time at the disposal of the individual and in which he can decide what to do, beyond professional and social constraints;

· rest time – the time allocated to rest through sleep for re-making the work capacity.

Starting from these considerations, the valorization of the pedagogical time supposes the observance of the following methodological principles applicable at the level of all involved variables (Cristea, S., 2002, p. 372):

· the distribution of the duration reserved to each study discipline according to the specific pedagogical objectives adopted at the syllabus level;

· the division of the subject in didactic units which can be related to time units;

· the alternation of school activities with primarily intellectual objectives with those with primarily moral, technological, esthetic, psycho-physical objectives and of formal training activities with informal training activities;

· the finalization of the school timetable according to the pupil’s real interests and possibilities, objectified under the concrete conditions of school and study disciplines;

· the performance of a rigorous and coherent planning framework from the perspective of the necessary correlation between teacher and pupil;

· the valorization of all the existing pedagogical resources at the level of the school organization under conditions specific to an informatized culture.

An ample study (Voiculescu, F., 2004, p. 258-259) highlights the fact that, although the institutionalized learning time represents the central component and, mostly, the quantitatively dominant component of the global learning time and even of the total active time of the pupil, it does not exhaust the entire range of learning activities and is not the only component of the available time which pupils dedicate to learning activities.

In addition to institutionalized learning, included in the school timetable and program and in the individual study tasks, pupils also perform optional and/or facultative learning activities, related to the education process or not, which activities materialize personal motivations and purposes, extensions or deepening of learning or simply manners of useful occupation of the extra-school time.

2. The Optional Learning Time

The educational time refers not only to the time consumed in school but also to the time consumed beyond it (but which is in connection to school time), more precisely to peri-school time. The attention paid to peri-school time seems to increase. Time of individual autonomy and of enrichment as one pleases, peri-school time may extend through such activities as: manual and artisanal activities (pottery, sewing etc.), cultural activities (theatre, shows, musical auditions, philately etc.) or simply leisure activities (chess, round games, sport etc.).

“The institutionalized learning time is that part of the total available time of the pupil which is allocated to school learning, regulated and programmed at an institutional level, based on official documents regarding the duration, structure and content of the learning activities related to the study program the pupil or student goes through. The institutionalized learning time is a standardized time at the level of the education system and programmed at the level of the school institution, constituting the main ground of the social recognition of studies and of the pupil or student status” (Voiculescu, F., 2004, p. 255).

The optional time may be constituted as a time remaining at the disposal of the pupil after he performed his tasks related to the institutionalized learning time. However, the optional time may “steal” from the institutionalized time (intentional absence from courses, the failure to do the homework) in the advantage of pupil’s options.

The time remained at the pupil’s disposal is not necessarily used for learning activities. One of the factors influencing the use of such time in one way or another is the difference between the potential optional time and the real optional time. The situations in which pupils/students give up or refuse to allocate time to the performance of individual study tasks established by the teachers to the advantage of learning activities better corresponding to their interests are quite often.

Another factor we have to take into account is an oversized institutionalized learning program generating a time crisis and consequently an extremely reduced optional program. Against this background, the pupil/student is constrained to opt, establish priorities and give up the performance of certain tasks in favour of others.

The optional learning time competes not only against the institutionalized time but also against the time allocated by the pupil, through his free option or certain constraints, to activities other than learning ones, whether it is about practicing a sport, a hobby or the supply of certain activities in the household, including a paid work. There is the possibility, especially in case of students, between the pressure of the mandatory school program and the pressure of family and/or social obligations, to which the pressure of the need of minimum leisure time may be added, that the available optional learning time of the pupil/student compresses up to its inexistence. 

Further to this analysis, we can state that the optional time the student has or which he can dedicate to learning is an important indicator of the rationalization of the school program and, from another point of view, the optional learning time is an important explanatory factor for the student’s school performances and, later, the social and professional performances.

3. Methodology

The method which substantiated the investigative demarches was the questionnaire-based investigation. The questionnaire was structured based on the following dimensions:

· the obtainment of information from students as regards the structuring of the timetable according to which the didactic activities are performed, 

· the learning activities performed in extra school time, 

· the motivation based on which the optional learning time is used for a formative purpose,

· the optimum ratio between the optional learning time and the leisure time, 

· the factual data – general average, material family resources, specialization, year of study. 

The study was made on a group of 150 students from the Piteşti University, I, II and III years, Economic Sciences, Education Sciences, Philology, and Exact Sciences specializations. 

4. Results

The interpretation of results as regards students’ perception on the manner to perform the timetable according to which the didactic activities are performed was analyzed through a One sample Test, and the correlation with the respondents’ specialization was made.


One-Sample Kolmogorov-Smirnov Test

	 
	Perceptia studentiilor privind organizarea orarului

	N
	150

	Normal Parameters(a,b)
	Mean
	1,75

	 
	Std. Deviation
	,436

	Most Extreme Differences
	Absolute
	,466

	 
	Positive
	,281

	 
	Negative
	-,466

	Kolmogorov-Smirnov Z
	5,706

	Asymp. Sig. (2-tailed)
	,000


a  Test distribution is Normal.

b  Calculated from data.

Students’ perception regarding the correct organization of the timetable of the didactic activity * Specialization

Crosstabulation

Count 
	
	Specialization
	Total

	
	Exact Sciences
	Philology
	Economic Sciences
	Education Sciences
	

	Students’ perception regarding the correct organization of the timetable of the didactic activity
	Yes
	11
	28,9%
	5
	13,2%
	11
	28,9%
	11
	28,9%
	38
	100%

	 
	No
	26
	23,2%
	33
	29,5%
	26
	23,2%
	27
	24,1%
	112
	100%

	Total
	37
	38
	37
	38
	150


The presented data highlight the fact that students mostly consider that the timetable does not satisfy their wish related to the distribution of the didactic activities over the university year. They consider that the timetable is made depending on the time of the university teaching staff for the supply of such activities. The didactic activities are performed in 22 – 26 hours per week, according to the license program. The timetable must be structured so as not to exceed 8 hours per day, lunch break included. Commuting students would prefer for the timetable to be busier several days in order not to come to the faculty 5 days/week, while the students domiciled in the city where the faculty is located would prefer a more relaxed timetable.

As regards the dimension of the optimum ratio between the optional learning time and leisure time, the results are as follows:

	 
	Frequency
	Percent
	Valid Percent
	Cumulative Percent

	Valid
	Furthermore leisure time
	46
	30,7
	30,7
	30,7

	 
	Leisure time in equal proportion to the optional learning time
	90
	60,0
	60,0
	90,7

	 
	Furthermore optional learning time
	14
	9,3
	9,3
	100,0

	 
	Total
	150
	100,0
	100,0
	 


Processing responses from students show that 60% of them considered that there should be leisure time in equal proportion to the optional learning time. 

Count 
	 
	The use of a longer time at the student’s disposal as optional learning time for professional improvement
	Total

	
	To a very big extent
	To a big extent
	To a certain extent
	To a small extent
	

	Ratio between the optional learning time and the leisure time 

 
	Furthermore leisure time
	0
	0%
	28
	60,9%
	14
	30,4%
	4
	8,7%
	46
	100%

	
	leisure time in equal proportion to the optional learning time
	12
	13,3%
	34
	37,8%
	44
	48,9%
	0
	0%
	90
	100%

	
	Furthermore optional learning time
	4
	28,6%
	4
	28,6%
	4
	28,6%
	2
	14,2%
	14
	100%

	Total
	16
	66
	62
	6
	150


The correlation between the items that targeted the ratio between the optional learning time and the leisure time with the use of a longer time at the student’s disposal as optional learning time for professional improvement highlights the fact that 48.9% of the students who considered that they needed leisure time in equal proportion to the optional learning time stated that they would use the time at their disposal as time for individual and professional improvement to a certain extent. This fact highlights their oscillating attitude as regards their wish of self-improvement and self-surpassing. Thus, there is no direct correlation between the reduction of the institutionalized learning time and the obtainment of students’ outstanding academic performances through the efficient use of the leisure time at their disposal.

The activities performed by the students included in the group, in the optional learning time, are hierarchized in the following histogram.
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Among the activities performed by students in the optional learning time, there are the non-formal activities, especially the sportive activities. The studying at the library is considered to be a first option by 26.7% of the respondents. This is due to the online sources to which students have access, either from their personal computers or from the computers of the university. Additional reading as well as facultative courses are not among the priority options to use extra school time. The too busy timetable, the mandatory study related to the nucleus curriculum are among the reasons provided by the students. 

To the question “which are the reasons based on which the optional learning time is used for a formative purpose”, the students’ answers are presented in the table below:

	 
	Frequency
	Percent
	Valid Percent
	Cumulative Percent

	Valid
	Self-education
	56
	37,3
	37,3
	37,3

	 
	Desire of self-surpassing
	60
	40,0
	40,0
	77,3

	 
	Increase of competitiveness
	34
	22,7
	22,7
	100,0

	 
	Total
	150
	100,0
	100,0
	 


The desire of self-surpassing and self-education are the main reasons based on which the optional learning time is used for a formative purpose through the activities presented at the previous dimension. Although the labor market became more and more selective, students do not consider the increase of competitiveness to be an important reason, which is partly due to the fact that in the university environment, more stress is laid on cooperation and not on competition.

5. Conclusions

Students’ tendency to allocate time for optional learning activities, other than those planned by school, must be considered positive. On the other hand, beyond certain limits, this tendency translates a non-compliance between the purposes of school and students’ purposes, and the optional learning time may only be extended on account of the reduction of the institutionalized learning time with negative effects on the learning process performed in school. 

The optional time which the pupil/student has or which he can dedicate to learning is an important indicator of the rationality of the school program and, in general, of the rational use of the temporal resources at the disposal of the learning process. Thus, the optional learning time is an explanatory factor important for the student’s academic performances and, later, the pupil’s socio-professional performances.
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Mass-media – a Component in University Communication. UPIT MEDIA Case Study 

Florin Stoica*

Abstract

Universities are large education institutes which need a permanent communication carried on several levels and in many forms. Universities should found their own means of communication. Whether printed or online publications, radio stations or television, these media, belonging to the university, may complete and even satisfy most needs of internal and external communication that a higher education institution has. The purpose of this study is to analyze the activity of UPIT MEDIA (www.upitmedia.ro), an online publication of the University of Pitesti, released in late December 2009 and which operates within the Public Relations and Communication Office.

Keywords: mass-media, university communication, UPIT MEDIA

The target audience to whom the university system addresses is more and more numerous, more and more diverse – as far as both interests and the arrangement in space are concerned: students, teachers, pupils, parents, authorities, economic partners, educational institutions, associations, foreign cooperators, sponsors, etc. In this context, communication mediated by mass-media becomes a way by which a university can send its messages constantly, rapidly and efficiently. Held in public relations and communication offices, by spokesmen, with the help of conferences and press releases, this type of institutionalized dialogue has, however, some disadvantages:

· the university, as issuer, can not control the final form of the message. The journalist acts on it according to criteria such as: the degree of awareness, the available publishing space, the amount of information held at a certain moment, the editorial policy, the moment when he gets the message, etc.;

· in a university, there are very many events, with such purposes as scientific manifestations, projects, openings, activities of management teams, students’ interests, collaborations, scholarships, trade union activities, etc. The university’s target audience must learn about these events as soon as and as correctly as possible. But mass-media is not always opened to such a cooperation and, therefore, some events take place without media coverage;

· a university must provide to its audience a piece of information which is often adequate to the educational side, and which – as it does not contain a large dose of spectacular, of sensational – does not meet the selection criteria that the current mass-media has, and is, thus, rejected by the latter.

A solution through which many of these disadvantages may be fought against is that the universities should found their own means of communication. Whether printed or online publications, radio stations or television, these media, belonging to the university, may complete and even satisfy most needs of internal and external communication that a higher education institution has. 

The purpose of this study is to analyze the activity of UPIT MEDIA (www.upitmedia.ro), an online publication of the University of Pitesti, released in late December 2009 and which operates within the Public Relations and Communication Office. 

As a person who founded this means of information and as a chief editor of UPIT MEDIA, I intend to attain the following objectives by this study:

· the analysis of the needs which led to the establishment of UPIT MEDIA;

· the presentation of the stages which led to the establishment of the: format, editorial team, editorial policy, content coordinates, and the promotional materials; 

· the determining of the effects that this means of information has had on intra and extra organizational communication of the University of Pitesti;

· the identification of development opportunities.

The research methods will be the bibliographic research, the investigation based on questionnaires, the content analysis and observation.

Origination and elaboration 

The UPIT MEDIA project was developed after identifying the more and more apparent requirements of improving the communication of the University of Piteşti – both on the inside and on the outside of the organisation – on the basis of an enhanced development of the institution. At the end of 2009, the University of Piteşti had over 17.000 students, 500 teachers, 11 faculties, 50 programs, almost 60 Master programs, 9 Doctoral schools, and branches in Pitesti, Ramnicu-Valcea, Slatina, Alexandria and Campulung, collaborations with many universities in the country and abroad. Thus there was a multitude of people – students, teachers, parents, partners, authorities, etc. – which formed a possible target public for a means of mass communication specific to the university. 

Our next step was to identify the right mediated communication channel. Taking into account indicators such as costs, available resources, impact, possibility of implementation, as well as the fact that the Internet had become the easiest, most convenient and fastest way of finding out the latest news in any given field, we chose an online means of information, to the detriment of some print or audio-video media. The setting up of an electronic publication brought out the following advantages: 

· lower costs of setting up and functioning;

· the possibility to access the publication any place in the world, any time, by day or by night;

· could be the support of some journalistic materials of print media, or of some audio-video media with the possibility of being the platform for an online radio, thus ensuring a media complexity in accordance with the new trends in mass-media;

· posting articles online, without any temporal limits, such as the closing hour of the issue for the print media or the hour for broadcasting the news on radio or on television. Also, the updating of data could be done permanently;

· the target public – especially the students and the teachers – was much more associated with this type of media, than with the print media, for instance;

· it allowed for greater interactivity with the public, which was an advantage for fetching as many visitors as possible;

· a reliable potential of monitoring the number and the response of the public;

· there were no limits as far as the capacity of the issue is concerned;  

· the possibility of personalizing the messages and immediately connecting the reader to a system of links which offered a large variety of data on a given subject;

· many possibilities of filing the data, identification and fast access to it;

· the specialists predicted that the online journalism would captivate the public so much that in the coming years it would convince the people to give up reading newspapers and classic magazines.

Human resources and a great deal of the material resources – especially the equipment (video cameras, cameras, etc.) – have been made available by the Journalism department of the university, the UPIT MEDIA project developing under the administration of the Department of Public Relations and Communication. The editorial office was made up of mostly students from the Journalism program who were offered a professional environment for achieving the specialty practice. In addition, the editorial office has made an invitation to all the students of the University of Pitesti to join them to the extent they wanted to do so.

Between October and December 2009 the following steps were accomplished: deciding on the name of the publication, purchasing the internet domain, designing and putting up the site, organisation of the editorial office, setting up the headquarters, carrying out enough journalistic materials with an attractive content for the publication from its very first posting on the internet. The editorial team wanted from the beginning to capitalize on the multimedia potential of the online medium. Thus, from the beginning the emphasis was on providing information by video and audio means. For the TV type news some specific graphic elements were realised, like the logo, tickers, audio-video effects, etc. This characteristic customized even more the UPIT MEDIA project in the online media, because there were few publications like this one which constantly provided audio-video data, professionally processed. This was due to the additional costs for purchasing some hard and soft components, for the knowledge needed in regard to the shooting, video montage, and more time for the processing, etc.

All these phases were carried out against time, so the launch of UPIT MEDIA was possible before the winter holidays. Achieving this temporal goal was considered to be a very important step in the strategy, which aimed for the UPIT MEDIA to significantly contribute to the successful advertising of the activity carried out within the University of Pitesti in 2010 with the best results in July 2010, when the admission examination took place. 

Content and promotion 

Starting with December 21st, 2009, UPIT MEDIA could be accessed on the internet at the following address: www.upitmedia.ro. At the beginning some old pieces of news were uploaded on the site, because they were considered to be representative of the university`s activity, and which were also meant to create diversity in content. The journalistic part was made up of three main columns: “Present-day”, “Career” and “Student life”.

During the research period, December 2009 – July 2010, in the “Present-day” column were uploaded the largest number of journalistic materials, namely 127. The subject discussed here were related to the temporal proximity of the university`s activity: scientific actions that took place in the university (conferences and national and international congresses, seminaries, colloquies, symposiums, workshops, student scientific communications sessions); information regarding the organisation and performance of the admission exam, the educational offer of the University of Pitesti; partnerships between institutions in the country and abroad; awarding the degree of Honoris Causa; introduction and accreditation of some new programs of study; honours and titles in international institutions earned by UPIT teachers; exhibits, book releases hosted by the rector’s office and the university library; accommodation in students dormitories; advertising the projects with external financing that took place in the university; activities organised by the union members; presentation of some investments of the University of Pitesti; decisions made in the senate meetings; development of the exam sessions; results obtained by the sportsmen of CSU Pitesti; participating in fairs and exhibits like „Simfonia lalelelor” (“The Tulips` Symphony”); Erasmus program collaboration; activities organised by the students; visits to the University of Pitesti from famous academic people from Romania and abroad. 

The “Career” column – as the title says – aimed to bring to the UPIT MEDIA public`s attention information regarding the professional growth of students mainly, but also teachers of the university. This column benefited during the research period from 36 media materials, which debated subjects like: UPIT student participation to summer schools, to competitions with different themes organised in the country and abroad; opinions of those who benefited from the Erasmus program and who participated to workshops abroad; actions developed by the UPIT students together with students from the European Union; development of some new Master and Doctorate programs; mode of operation of students` practice periods, as an expression of the partnerships between the University of Pitesti and exponential entities in the business field, industry, sports and culture of Arges county; innovative research programs developed with the help of students; opinions of students after graduation; an outline of some teachers who could be examples for the youth; interviews with students distinguished in the Arges county public life for their notoriety achieved along the years; advertising of the activities developed by the student organisations. 

The third main column suggested by UPIT MEDIA was “Student life”, where 45 articles and TV news were made, with the purpose of emphasising aspects from a student`s experience, less related to the actual instructive-educative process. Examples of articles written for the “Student life” column were: description of the climate at the “Freshman Dance”, graduation, student nights in the pubs of Pitesti; events like winning beauty contests, both national and international, by the female students of the University of Pitesti; unusual actions like a fashion show presented by the students of the Journalism program, who dressed up in newspapers; the setting up of a UPIT students` forum; interests, hobbies, unusual aspects from the life of the students like “female student football player”, “parent students”, “the student who found and returned to owner a wallet full of money”; organised participation to plays; presentation of charitable activities of students; meeting Santa Claus or opinions from election events.

To these 208 journalistic materials – found in the three columns – we add the 9 materials that are always on the first page and which are distributed to the mentioned columns when they are not up to date anymore. 

The UPIT MEDIA structure includes other columns as well which approach university related information from different perspectives: “You can write as well...” (it gives the public the possibility of writing articles), “Blogosphere” (here the students can register their blogs), “Useful” (useful addresses), “Admission” (information about admission) and “UPIT schedule” (where the schedules of all the programs of study from the university can be accessed). In addition, UPIT MEDIA was our support in posting a film with the presentation of the university, in displaying banners and video clips with the promotion of admission, of the university`s driver training school, of the UPIT site, of the forum created by the students.  

We consider that all these journalistic steps have managed to cover, from the media point of view, in a large measure, the activities developed within the University of Pitesti from December 2009 until July 2010. Thus, the visibility of UPIT has increased both on the outside and on the inside of the organisation.   

The efforts of origination and elaboration of the UPIT MEDIA content have been doubled by those of advertising of the publication among the target public. Therefore, a poster has been made (fig. 1), which was displayed in the whole university and in other urban centres in Argeş county, a newsletter was made up and distributed weekly to approximately 400 e-mail addresses of employees in the data basis of the University of Pitesti, we formed partnerships to display UPIT MEDIA banners on the official site of the University, on electronic newspapers sites www.bitpress.ro and www.proarges.ro, on a series of blogs and on www.forumupit.ro, a place for debates created by the students of the university.
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Figure 1. Poster created for promoting UPIT MEDIA

In the impact strategy of the new publication there was an article written about the launch of UPIT MEDIA on the profile site www.edumanager.ro, there are versions of the product on Twitter and Facebook, and the content has been adapted to the RSS program and a Messenger account has been created with a data basis of over 200 email addresses of students. 
The media impact

After a month from launching, on January 25th, 2010, UPIT MEDIA subscribed to the services of Web Traffic Analysis (WTA), which allowed access to very detailed statistics regarding the number of unique visitors, visits, posts, etc. Thus, according to data offered by WTA (fig. 2), UPIT MEDIA has progressed from 464 unique visitors in January – to 4.830 unique visitors in July. The last month of the research period represented – according to the initial plan – the peak of the publication`s development, as it recorded high values in every field: unique visitors, visits, posts. 
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Figure 2. Statistics offered by WTA regarding the number of unique visitors, visits and posts

As may be seen in figure 2, the access level of UPIT MEDIA has increased from month to month, with the exception of April because in this period the university had a one week Easter Holiday.  

In the interval from December 2009 to January 2010, UPIT MEDIA had 20.000 visitors, with an average of 103 visitors daily, the daily record being registered on July 27th, 2010, when the publication was accessed by 481 single visitors. The number is very important if we are to take into consideration that UPIT MEDIA is a specialised publication and is not addressed to the general public. In addition, we can see that in the week of 25-31 July, for instance, the traffic registered by UPIT MEDIA was comparable and it even exceeded that of local newspapers like Top and Argesul, which have the same system, WTA, of traffic quantification (table 1).  

Table 1. Comparison between the number of single visitors registered by UPIT MEDIA and the Top and Argesul newspapers, during July 25th and 31st
	
	Upit Media
	Argesul
	Top



	Sunday, July 25
	123
	211
	40

	Monday, July 26 
	317
	436
	235

	Tuesday, July 27
	481
	403
	312

	Wednesday, July 28 
	307
	378
	298

	Thursday, July 29
	187
	366
	321

	Friday, July 30
	128
	327
	352

	Saturday, July 31
	118
	212
	161


In the WTA statistics, after about half a year from emergence (July 28th, 2010), www.upitmedia.ro came into the 16th position in the classification of the 315 education sites and the 770 position in the general classification of all 14.000 sites which have their traffic analyzed by WTA. 

After a survey posted on the site with the question “What is your opinion on this site?” the results have been positive regarding the launch of UPIT MEDIA and 50% of those asked have answered “very good” and 25% “good”. In addition, in the columns designated for comments at the bottom of every article, in the “You can write as well…” column and on the email address of the publication there have been a lot of positive responses from students, teachers, of which we mention: “I like very much what you have done and I truly believe that it will contribute to a feeling of honour for being a student/teacher at the University of Pitesti” (Associate Professor Adrian Clenci, Ph.D.), “Excellent idea” (Professor Mariana Jurian, Ph.D.) or “It is a very good idea for bringing everyone up to date! Congratulations!” (Assistant Professor Mihaela Butnariu, Ph.D.). 

UPIT MEDIA has welcomed a lot of visitors from the official site of the University of Piteşti, www.upit.ro, which proves that the publication has brought useful information, requested by the public, which have complemented the communicational universe of UPIT. Also, UPIT MEDIA was in turn a good reference point for www.upit.ro, only in July 1.135 visitors having surfed from www.upitmedia.ro to www.upit.ro. 

The information posted in the online publication of the University of Pitesti has been used by local and national media as well, for instance Antena 1 Pitesti, Arges TV, Alpha TV, TVS, Adevarul de Seara, Top, Argesul, Curierul zilei, www.e-pitesti.ro, www.bitpress.ro, www.edumanager.ro, etc.

In the first half of the year 2010, UPIT MEDIA was the only media channel by which the admission at the University of Pitesti was constantly advertised, in a context where no public institution could budget funds for advertising during that period due to a disposition of the Romanian government.  

Conclusions

During the research period, UPIT MEDIA has proven its utility in the communicational sphere of the University of Pitesti, contributing to the facilitation of informing the target public from within and from the outside of the organisation. These objectives have been accomplished with a maximum of efficiency due to the fact that through content and outline, the messages sent from the UPIT MEDIA platform have been professionally shaped, continually released and it was always kept in view the perfection, diversity and a greater suitability to the public`s needs.   

The UPIT MEDIA platform presents a greater development potential by optimising the site, by advertising, by posting competitions, etc. Reaching an appropriate number of editorial office members will allow the processing of more data, from different fields of preoccupation of the target public, which will increase the number of visitors and the exposure of the University of Pitesti in the media environment of the Arges county and elsewhere.   

From this point of view, the UPIT MEDIA example can be followed, implemented and developed in other universities from Romania as well, on the grounds of increase necessity and communication requirements.
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Metaphors That The Teacher Candidates  Developed Regarding The Concept of Science
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Abstract

The study aims to determine the metaphors related to the concept of science acquired by teacher candidates. The working group of the study consisted of a total of 106 teacher candidates attending a university of Turkey in the summer term of 2009-2010. The study employed case study method, a design in qualitative research methods. Metaphor technique, a data collection tool in qualitative research was used in the study. Findings displayed that metaphors developed by candidates were collected under 12 conceptual categories.  It was determined that teacher candidates perceive the concept of science as a dynamic structure.

Keywords: Teacher candidates, metaphors related to the concept of scienceIntroduction

1. Introduction

It is possible to come across many definitions of science when literature is examined. While science is defined in the dictionary of Turkish Language Society as ‘regular information that selects the universe or a part of the events as its theme and that sets out to create laws that depend on experimental methods and facts; methodical and systematic information that displays the elements of general validity and determinedness’,  Karasar (2005) defined the term as ‘sum total of systematic information that is validated’. According to Yapıcı (2005), science means knowing, classifying and interpreting the knowable by pushing the limits to the possible extent.  

Science is rapidly progressing day by day. The scientific advances  are reflected on education as they are reflected on all fields and have caused many innovations in the field of education. Being a product of science, knowledge is produced in educational organizations and it is spread through education. In this context, a bi-directional interaction can be said to exist between education and science. Well-equipped individuals who can adapt to science and scientific progress can be introduced to society by way of education. Without a doubt, teachers are the ones who can make this happen. One of the characteristics of a modern teacher that is provided by the Department of Research and Development in Education is ‘the ability of teachers to teach students the scientific method and to render students able to solve problems implementing scientific methods’(http://earged.meb.gov.tr/). It is possible to claim in this context that  it is a must for the teachers as a requirement of the era and as the movers and shakers of the society in the global world to be utterly sensitive to science and to follow the scientific advances closely. 

Metaphors, often used in daily life, are believed to be effective not only in language but in perception, thought and activation (Lakoff & Mark, 2005). In this sense, metaphors are judgments gained through interpretations and comparisons that the individual obtains from his/her experiences. Especially in social sciences, metaphors are used in obtaining data that cannot be directly collected. On that sense, metaphors are widely utilized in various educational studies. 
1.1 Aim

The study aims to determine the metaphors related to the concept of science used by teacher candidates.Answers to the questions below were sought in this context:

· What are the metaphors related to the concept of science used by teacher candidates?

· Under which conceptual categories can these metaphors be collected according to their common characteristics?

· What are the frequencies and their distribution for these conceptual categories for the teacher candidates in terms of the gender and class attended?

2. Method

2.1. Participants 

The working group of the study consisted of a total of 106 (58 females-54,7% and 48 males-45,3%) teacher candidates attending a university of Turkey in the summer term of 2009-2010.  Distribution of the candidates according to class was as follows: second year students 34 (32,1%), third year students 40 (37,7%) and fourth year students 32 (30,2%).  Table 1 displays the demographical characteristics of the candidates.

Table 1: Demographical information of the teacher candidates

	Variable
	f
	%

	Gender
	Female 
	58
	54,7

	
	Male
	48
	45,3

	
	Total
	106
	100

	Class level 
	1.year
	-
	-

	
	2.year
	34
	32,1

	
	3.year
	40
	37,7

	
	4.year
	32
	30,2

	
	Total
	106
	100


2.2. Data Collection
Research, studying the metaphors as a tool in revealing the perceptions of individuals, was reviewed when the data collection tool was created (Guerrero &Villamil, 2002; Alger, 2009; Saban 2004, 2008, 2009; Saban, Koçbeker & Saban, 2006; Ocak & Gündüz, 2006; Töremen & Döş, 2009; Aydoğdu, 2008; Öztürk, 2007; Semerci, 2007; Cerit, 2008; Güven & Güven, 2009; Aydın & Ünaldı, 2010, Çapan,2010). Although some of the research included Likert type scales most of them asked the participants to complete open-ended sentences. 

In order to determine the metaphors about the concept of science used by teacher candidates they were asked to complete the following sentences: ‘In my opinion, science is……’. ‘Because…..’. Teacher candidates were given 15 minutes to come up with the metaphors to complete these sentences. 

2.3. Data Analysis

Content analysis technique was used in the analysis of the data obtained in the study. Main purpose in content analysis is to obtain concepts and relationships that can explain the collected data. Data summarized and interpreted by descriptive analysis is subjected to a deeper process and the concepts and themes that are not differentiated through descriptive analysis can be discovered more easily. The main process in content analysis is to collect similar data around specific concepts and themes and to interpret them by organizing the data in such a way that the reader can understand them (Yıldırım & Şimşek, 2006, s. 227).

Analysis and interpretation of the metaphors developed by teacher candidates were realized in 5 phases: 1) collecting and sorting, 2) selecting the metaphor imagery, 3) developing the categories, 4) ensuring reliability and validity and 5) transferring data to SPSS package program for quantitative analysis

a. Collecting and sorting: In this phase, the metaphors developed by teacher candidates were identified in terms of concepts and a list was created. When the metaphors developed by teacher candidates were reviewed, the topic and the source were analyzed in terms of the relationship between the topic and the source.  Sorting the papers included in the study was undertaken according to 4 criteria: a) papers including only the descriptions and explanations without any metaphoric quality in them, b) papers including some metaphors but without any logical basis, c) papers including metaphors that can be categorized under more than one category and d) papers including metaphors that do not contribute to better understanding of the concept of illogical ‘science’. 

In line with these criteria, data from 152 teacher candidates were left out of the scope of the research and the data from a total 106 teacher candidates; 58 females and 48 males, were used for the rest of the research.  

b. Selection of the metaphor imagery: After eliminating the ineligible metaphors a total of 40 metaphors were obtained. Later, a metaphor list was created according to variables such as gender and the class level of the participants. 

c. Category development: Metaphors developed by teacher candidates were categorized under 12 groups by considering the metaphors that are related to each other. Each metaphor imagery were converted into conceptual category titles which express the characteristics of the concept of science after examining the ‘science’ features that it holds.

d. Ensuring reliability and validity: Yıldırım & Şimşek, (2006: 257) maintains that ‘Reporting collected data in a detailed manner and explaining how the researcher obtained the results is among the important criteria of validity’. For this study, two important processes were undertaken to ensure the validity of the obtained results:

· Data analysis process was explained

· Metaphor imagery that was thought to represent each of the 40 metaphors obtained in the study was collected and all of these were all mentioned in the findings section.

In order to ensure internal validity, expert opinions were sought to confirm whether the metaphors collected under conceptual categories reflected the said category. 

e. Transferring data to SPSS package program for quantitative analysis:

All the data was transferred to SPSS package program and the number of students (f) and their percentages (%) representing each metaphor and category was investigated in terms of gender and class level.

3. Findings
This section presents the findings related to the metaphors developed by teacher candidates about the concept of ‘science’ in table format and they are analyzed and interpreted under related headings:
3.1.Findings related to 1st subscale:

Table 2 alphabetically lists the metaphors internalized by teacher candidates and provides the number of students and their percentages representing each metaphor.

Data provided in Table 2 can be summarized as follows:

· Teacher candidates developed 40 metaphors related to the concept of science. About half of the said metaphors (19) are represented by one student. The number of the students who represent the remaining 21 metaphors change between 2 and 11.

· The first three metaphors in the list are Life and Research (11 students, 10,4%), Development (10 students, 9,4%) and Future (5 students, 9,7%).

Table 2: Metaphors developed for the concept of ‘science’ and the number and percentage of students that represent the se metaphors (according to alphabetical order)
	Code of the metaphor
	Title of the metaphor
	Students representing the metaphor
	Code of the metaphor
	Title of the metaphor
	Candidates representing the metaphor

	
	
	f
	%
	
	
	f
	%

	1
	Step
	1
	,9
	21
	Investigation
	3
	2,8

	2
	Tree 
	2
	1,9
	22
	Human brain
	1
	,9

	3
	Bulb 
	1
	,9
	23
	Pencil
	1
	,9

	4
	Overlapping of  mind with logic
	2
	1,9
	24
	Discovery
	4
	3,8

	5
	Tool
	3
	2,8
	25
	Bridge
	1
	,9

	6
	Research
	11
	10,4
	26
	Curiosity
	3
	2,8

	7
	Mirror
	2
	1,9
	27
	Ladder 
	2
	1,9

	8
	Knowledge pool
	2
	1,9
	28
	Ocean 
	1
	,9

	9
	Modernism 
	4
	3,8
	29
	Problem Solving
	2
	1,9

	10
	Transformation 
	2
	1,9
	30
	Compass
	1
	,9

	11
	Experiment and observation 
	3
	2,8
	31
	Art
	1
	,9

	12
	Thought
	1
	,9
	32
	A systematic structure 
	1
	,9

	13
	System 
	1
	,9
	33
	An infinite road 
	2
	1,9

	14
	Universe
	1
	,9
	34
	Pursuit 
	4
	3,8

	15
	Future 
	5
	4,7
	35
	Production 
	1
	,9

	16
	Development 
	10
	9,4
	36
	A contributive resource 
	1
	,9

	17
	Glasses 
	1
	,9
	37
	Innovation 
	1
	,9

	18
	Life 
	11
	10,4
	38
	Method 
	1
	,9

	19
	Light 
	4
	3,8
	39
	Road map 
	1
	,9

	20
	Progress 
	5
	4,7
	40
	Intellect 
	1
	,9


3.2.Findings related to 2nd subscale:

Table 3 presents the categories under which metaphors were collected according to their common features. 

Table 3: metaphor categories of the teacher candidates related to concept of ‘science’

	Categories
	Metaphors
	Number of metaphors
	Candidates that represent the category

	
	
	
	f
	%

	Science as illuminator 
	Light, bulb
	2
	5
	4,7

	Science as director- mentor


	Compass, road map, contributive resource
	3
	3
	2,8

	Science as reflector
	Mirror, intellect
	2
	3
	2,8

	Science as connector
	Bridge, step 
	2
	2
	1,9

	Science as infinity
	Ocean, infinite road, life, future


	4
	20
	18,8

	Science as method
	Research, investigation, experiment and observation, problem solving, method
	4
	20
	18,8

	Science as system
	Systematic structure, universe, system, human brain
	4
	4
	3,8

	Science as knowledge accumulation


	Knowledge pool, ladder, tree


	3
	6
	5,6

	Science as a paradigm 
	Overlapping of  mind with logic


	1
	2
	1,9

	Science as molder
	Art, pencil, pursuit, tool, production
	5
	10
	9,4

	Science as discovery 
	Curiosity, discovery, glasses
	3
	8
	7,5

	Science as a dynamic structure 
	Transformation, development, progress, innovation, thought, modernism
	6
	23
	22,6


Table 3 shows that metaphors developed by teacher candidates were grouped under 12 conceptual categories according to their common characteristics.  Each metaphor was assigned to a specific category according to the thoughts attributed from the source of the metaphor.  Table 3 displays that metaphors used by teacher candidates mostly centered in the categories twelve, five and six.  

Some examples are given below to represent the definitions of metaphors by teacher candidates. Participants’ own sentences were used in these samples. 

In my opinion science is like a bulb because it lights up the environment.

In my opinion science is like light because it lights up everything and everybody around it.

In my opinion science is like art because it shapes.

In my opinion science is like the ocean because it is vast.

In my opinion science is like glasses because only through science human beings can discover themselves and their surroundings. 

In my opinion science is like a system because it is a sum total of systems and it is organized. 

In my opinion science is like a mirror because it reflects the truth as it really is. Dogmatic thoughts that do not reflect the truth are not considered to be scientific. 

In my opinion science is like research because it is necessary to obtain new knowledge and findings in order to achieve science.

In my opinion science is like a compass because it makes it easy to determine the direction of things to do. It helps us to identify aims in the right manner and to use them in life. 

In my opinion science is like a ladder because you climb the stairs one by one by the addition of each new piece of information. 
3.3. Findings related to 3rd subscale:

Table 4 and 5 examines the conceptual categories created by teacher candidates in terms of gender and class level.

When the distribution of metaphors to categories were examined in Table 4, it was seen that female candidates had the highest percentage and the first three category was found to be science as a dynamic structure (27.5%), science as a  method (20,7%) and science as infinity (18,9%). Distribution for the male candidates was found to be Science as director- mentor (16,8%), science as a method (16,7%), science as infinity (14,6%) and  science as a dynamic structure (14,6%). The metaphor with the highest percentage for the females in the category science as a dynamic structure was found to be was development with 10,3 % and the highest percentage for the male candidates in the category science as a method was found to be  research with 12,5%. 

Table 5 displays that students in year 2, 3 and 4 had the highest percentages in the following categories respectively: science as a method (20,5%), science as a dynamic structure (40%) and science as a method (28,1%). Students in year 2, 3 and 4 had the highest percentage of metaphors respectively as seen in the following:  metaphor research in the category of science as a method research (14,7%), metaphor development in the category of science as a dynamic structured research (17,5%) and metaphor research in the category of science as a method research (15,6%).

Table 4: Gender based findings related to distribution and percentages of the conceptual categories related to concept of science

	Categories
	Metaphors
	         F
	      M
	Total



	
	
	f
	%
	f
	%
	f
	%

	Science as illuminator
	Light
	3
	5,2
	2
	4,2
	5
	4,7

	
	Bulb 
	-
	-
	1
	2,1
	1
	,9

	Science as director- mentor


	Compass
	1
	1,7
	-
	-
	1
	,9

	
	Road  map
	-
	-
	1
	2,1
	1
	,9

	
	Contributive  resource
	1
	1,7
	-
	-
	1
	,9

	Science as reflector
	Mirror
	-
	-
	2
	4,2
	2
	1,9

	
	Intellect 
	-
	-
	1
	2,1
	1
	,9

	Science as connector
	Bridge
	-
	-
	1
	2,1
	1
	,9

	
	Step 
	1
	1,7
	-
	-
	1
	,9

	Science as infinity
	Ocean 
	-
	-
	1
	2,1
	1
	,9

	
	Infinite  road
	2
	3,4
	-
	-
	2
	1,9

	
	Life 
	6
	10,3
	5
	10,4
	11
	10,4

	
	future
	3
	5,2
	2
	4,2
	5
	4,7

	Science as method
	Research
	5
	8,6
	6
	12,5
	11
	10,4

	
	Investigation  
	3
	5,2
	-
	-
	3
	2,8

	
	Experiment  and observation
	3
	5,2
	-
	-
	3
	2,8

	
	Problem  solving 
	-
	-
	2
	4,2
	2
	1,9

	
	Method 
	1
	1,7
	-
	-
	1
	,9

	Science as system
	Systematic  structure
	-
	-
	1
	2,1
	1
	,9

	
	Human  brain
	1
	1,7
	-
	-
	1
	,9

	
	Universe 
	-
	-
	1
	2,1
	1
	,9

	
	System 
	1
	1,7
	-
	-
	1
	,9

	Science as knowledge accumulation


	Knowledge pool
	-
	-
	2
	4,2
	2
	1,9

	
	Ladder 
	2
	3,4
	-
	-
	2
	1,9

	
	Tree 
	1
	1,7
	1
	2,1
	2
	1,9

	Science as a paradigm
	Overlapping of  mind with logic


	1
	1,7
	1
	2,1
	2
	1,9

	Science as molder
	Art
	-
	-
	1
	2,1
	1
	,9

	
	Pencil  
	1
	1,7
	-
	-
	1
	,9

	
	Pursuit 
	1
	1,7
	3
	6,3
	4
	3,8

	
	Tool 
	-
	-
	3
	6,3
	3
	2,8

	
	Production 
	-
	-
	1
	2,1
	1
	,9

	Science as discovery
	Curiosity
	3
	5,2
	-
	-
	3
	2,8

	
	Discovery 
	2
	3,4
	2
	4,2
	4
	3,8

	
	Glasses 
	-
	-
	1
	2,1
	1
	,9

	Science as a dynamic structure
	Transformation
	2
	3,4
	-
	-
	2
	1,9

	
	Development 
	6
	10,3
	4
	8,3
	10
	9,4

	
	Progress  
	3
	5,2
	2
	4,2
	5
	4,7

	
	Innovation 
	1
	1,7
	-
	-
	1
	,9

	
	Thought 
	1
	1,7
	-
	-
	1
	,9

	
	Modernism 
	3
	5,2
	1
	2,1
	4
	3,8

	TOTAL
	58
	100
	48
	100
	106
	100


Table 5: Class-based findings related to distribution and percentages of the conceptual categories related to concept of science

	Categories
	Metaphors
	Class
	Total

	
	
	2
	3
	4
	

	
	
	f
	%
	f
	%
	f
	%
	f
	%

	Science as illuminator
	Light
	3
	8,8
	1
	2,5
	1
	3,1
	5
	4,7

	
	Bulb 
	1
	2,9
	-
	-
	-
	-
	1
	,9

	Science as director- mentor


	Compass
	-
	-
	1
	2,5
	-
	-
	1
	,9

	
	Road  map
	1
	2,9
	-
	-
	-
	-
	1
	,9

	
	Contributive  resource
	1
	2,9
	-
	-
	-
	-
	1
	,9

	Science as reflector
	Mirror
	1
	2,9
	-
	-
	1
	3,1
	2
	1,9

	
	Intellect 
	-
	-
	1
	2,5
	-
	-
	1
	,9

	Science as connector
	Bridge
	-
	-
	-
	-
	1
	3,1
	1
	,9

	
	Step 
	-
	-
	1
	2,5
	-
	-
	1
	,9

	Science as infinity
	Ocean 
	-
	-
	1
	2,5
	-
	-
	1
	,9

	
	Infinite  road
	-
	-
	-
	-
	2
	6,3
	2
	1,9

	
	Life 
	4
	11,8
	3
	7,5
	4
	12,5
	11
	10,4

	
	future
	2
	5,9
	2
	5,0
	1
	3,1
	5
	4,7

	Science as method
	Research
	5
	14,7
	1
	2,5
	5
	15,6
	11
	10,4

	
	Investigation  
	-
	-
	1
	2,5
	2
	6,3
	3
	2,8

	
	Experiment  and observation
	2
	5,9
	-
	-
	1
	3,1
	3
	2,8

	
	Problem  solving 
	-
	-
	1
	2,5
	1
	3,1
	2
	1,9

	
	Method 
	-
	-
	1
	2,5
	-
	-
	1
	,9

	Science as system
	Systematic  structure
	-
	-
	1
	2,5
	-
	-
	1
	,9

	
	Human  brain
	-
	-
	-
	-
	1
	3,1
	1
	,9

	
	Universe 
	-
	-
	1
	2,5
	-
	-
	1
	,9

	
	System 
	-
	-
	1
	2,5
	-
	-
	1
	,9

	Science as knowledge accumulation


	Knowledge pool
	1
	2,9
	-
	-
	1
	3,1
	2
	1,9

	
	Ladder 
	-
	-
	-
	-
	2
	6,3
	2
	1,9

	
	Tree 
	1
	2,9
	1
	2,5
	-
	-
	2
	1,9

	Science as a paradigm
	Overlapping of  mind with logic


	1
	2,9
	1
	2,5
	-
	-
	2
	1,9

	Science as molder
	Art
	-
	-
	-
	-
	1
	3,1
	1
	,9

	
	Pencil  
	-
	-
	1
	2,5
	-
	-
	1
	,9

	
	Pursuit 
	2
	5,9
	1
	2,5
	1
	3,1
	4
	3,8

	
	Tool 
	2
	5,9
	1
	2,5
	-
	-
	3
	2,8

	
	Production 
	-
	-
	-
	-
	1
	3,1
	1
	,9

	Science as discovery
	Curiosity
	1
	2,9
	-
	-
	2
	6,3
	3
	2,8

	
	Discovery 
	2
	5,9
	1
	2,5
	1
	3,1
	4
	3,8

	
	Glasses 
	-
	-
	1
	2,5
	-
	-
	1
	,9

	Science as a dynamic structure
	Transformation
	-
	-
	1
	2,5
	1
	3,1
	2
	1,9

	
	Development 
	2
	5,9
	7
	17,5
	1
	3,1
	10
	9,4

	
	Progress  
	1
	2,9
	4
	10,0
	-
	-
	5
	4,7

	
	Innovation 
	-
	-
	1
	2,5
	-
	-
	1
	,9

	
	Thought 
	-
	-
	-
	-
	1
	3,1
	1
	,9

	
	Modernism 
	1
	2,9
	3
	7,5
	-
	-
	4
	3,8

	Total
	34
	100
	40
	100
	32
	100
	106
	100


4. Results and Suggestions
Individuals attending university develop new perceptions towards events, situations and concepts by combining pre-conceived perceptions with the influences of instructors, their own observations and experiences gained throughout their faculty years. These perceptions form the attitudes and occupational perspectives. Along the same lines, the concepts that the teacher candidates are obliged to teach and their perceptions and attitudes point to the manner that they will transfer these perceptions and attitudes (Öztürk, 2007). 

The study aimed to represent the manner through which the teacher candidates perceived the concept of science by the help of identifying the metaphors they acquired related to the theme and by forming conceptual categories from the common features of the obtained metaphors. 

Research findings can be summarized as follows:

1. Metaphors developed by teacher candidates were grouped under 12 conceptual categories. On the basis of category, it was found that 22,6% of the candidates perceived the concept of science as a dynamic structure and 18.8% perceived it as a system and a method. Ergün expressed the characteristics of science in his definition of the concept of science in the following remarks: ‘Science is factual, it can be observed and it is based on facts. Hence, scientific judgments are consistent with each other and non contradictory. Science is the task of devising hypotheses that have the power of explaining the facts and confirming them by following a logical thought process based on controlled observations and their results. Scientific knowledge is objective; it does not change form person to person or from society to society. Scientific knowledge is critical towards both unscientific proposals and the scientific results.  Science is selective; it does not investigate all the concepts in realm of existence, it examines some of the concepts that will be beneficial especially to human beings. Science is abstractive and generic. Science is a continuously evolving dynamic knowledge and it is never static’ 
(www.egitim.aku.edu.tr/bilimfelsefesi.pdf, s.9.).   

It was identified that the perceptions of teacher candidates were mostly directed towards the dynamic structure of science, its connection to systems and methods. 

2. Based on the gender variable, it was found out that 27.5% of the female teacher

candidates perceived science as a dynamic structure whereas 16.8% of the male candidates perceived it as molder. When class variable was investigated it was found out that 20,5% of the 2nd teacher candidates perceived science as a method, 40% of the 3rd  teacher candidates perceived science as a dynamic structure and28.1% of the  4th year students perceived science as a method.

Suggestions

The findings of the study provide hints that points out to the manner teacher candidates perceive the concept of science. Metaphors can be used as powerful research tools in understanding, revealing and explaining the perceptions of teacher candidates related to science. 

A similar study may involve a working group made up of teachers, primary and secondary school students and school administrators. 
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Method for Employed in the Optimization of Students’ Learning
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Abstract

It is known that nowadays the interest of student in learning decreases. More and more students read less; the attendance for courses and seminaries is minimal. The question that appears in our mind is how can we determine the students to participate with more interest to our courses and seminaries and how important are those for initial formations? In this paper I would like to underline a few methods used to determine students to participate more actively in order to achieve more information, and to increase their education.

Keywords: education; methods; participation; motivation
Argument

In contemporary society education has numerous conversions and tones: “transformation of the psychological knowledge of an individual” (J. Piaget); “to finalize and promote changes in the behaviouristic organization of a human being” (P. A. Osterrieth); the reformation of the positive value in human rational behaviour” (I. Cerghit); process of assimilation and practice of the information, values and actions common to human beings” (N. Vintanu), “learning has an intrinsic goal, employed at the level of adjustable finalities, also transmitted to its subordinated actions (writing, reading etc), projected and realized in accordance to specific motivations” (Dicţionarului de Pedagogie, 2001, p. 19) etc. Education is a form of influencing the human psychological system that has no ending periods. We know that it starts at birth and we know for certain that it ends at the same time with the individual’s life. Some authors also called education a continuous construction and reconstruction of human personality achieved according to the society in which the individual lives. Education is what biologically changes human beings, what personalizes it. If the individual is a biological being, the educated person is a humanized one, endowed with values fitting its aspirations and those of its kind, with the demands of society. Education is eventually a continuous formation and reformation which determines a moral, human and civic equilibrium between the self and the environment. In classical pedagogy, the training activity means complete professional preparation, completed with the subsequent education of the adults; in modern pedagogy, training involves the integration of activities of initial and continuous professional preparation through action models which are specific to permanent education. The concept of training allows the realization of a complex relationship between the activities of initial preparation (through formal, non-formal and initial informal education), but also through activities of continuous training, performed in schools with professional training activities (organized in schools and outside them). The concept of training refers to the process of integrating the personality according to an action model achieved with the aim of the person’s adaptation. The action model is a professionalized one. Professionalization means developing skills in a particular profession/craft, which are imposed as imperatives of each professional field. Training is an ability action which permits the trainers to activate in a flexible way in the filed he is prepared for, but also acquirement of skills which offer flexibility to the trainee so as to be able to reshape, or to be reshaped. The training action is devised differently in different educational systems; thus, in the English speciality literature, the concept of training knows a preponderant behaviouristic tone; in Latin literature we find a more intense cultural connotation of “education”. In the Northern countries there is an assertion on the moulding feature of the training activity and henceforth the use of the term “building”; in French literature there is the term of formation, underlining ideas of professional moulding and interior harmony

(A. de Peretti, 1996, pp.85). Each educational system with its own educational status, therefore training acquires different tones of the concept and different options in which training programs are designed. Each type of training, initial or continuous, can be accomplished through different methods or organizing the learning process (modular organizations, distance learning, programmed or traditional training).  According to modern education, in the evolution of the educational system we can notice certain priorities regarding continuous training regarding the reintegration in a perpetually changing socio-economical system, so an important direction is that of adults’ continuous education, which must work in a direct relationship with work validation.

I.2. The aim and objectives pursued within training activities

Every type of initial or continuous training pursues the accomplishment of the following objectives: the analysis of the training request and the external evaluation of its efficiency, and its major orientations are based on the socio-professional necessity of the given activity and it has, among its functions, the management of quality of training: organization, analysis, diagnosis, prognosis, marketing, planning, programming, control, sequence and final evaluation, informational decision and insurance.

At the centre of the training activity we must, therefore, put the satisfaction quality of the real needs of the trainees on a longer period of time, through the plenary involvement of everyone in obtaining advantages not only for the trainees, but for the overall society as well. If initial training pursues the accomplishment of professional skills in a specific field, the advantages of continuous learning consist in the insurance of an informational profit structured on fields of functional knowledge, an add-on of clear intellectual and actionable skills, motivation and the attitude reflected in the subsequent activity. The quality responsibility falls on the trainers, who elaborate their policy according to the strategy grounded on the integral satisfaction of initial and continuous learning according to the standard of quality in education.

The goal of initial and continuous learning is that of preparing capable young people/citizens to learn along their whole lives, being able to reorganize their entire socio-professional life according to the demands of society. To get trained means to be able to accumulate knowledge and to apply it in the professional field, because the society of the 21st century Europe is a society of knowledge (Gerard Vaysse, 2000).

I.3.Stimulating students’ motivation

If the essential objectives of initial learning are individual and professional development the acquisition of skills: discipline didactics, management and communication, initiation in new technologies etc, of enhancing the quality of the educational system and of knowing the environment and the social demands, then the role of the trainer (teacher) of trainers (the future teachers) is that of stimulating the trainees towards their accomplishment, and this can’t be done but through motivated participation. Learning involves the specialist (the trainer) which facilitates the discovery of a certain type of knowledge, decrypting and transmitting to the beneficiary (the trainee), who accepts it. The reformation of education focuses the training of the future teachers on efficient learning, without insisting upon memorizing information, after the latest concepts and techniques of modern pedagogy, but also in compliance with the quality standards imposed by the European Union.

Modern pedagogy distinguishes between two different types of professional training: initial learning and continuous learning, which allow professional training and complementary training (re-teething). Initial training allows the acquirement of the qualified teaching status to teach the chosen specialty. The post-studies continuous learning system is grounded on the objectives of reality, on the analysis of the socio-economical market from the pragmatic point of view, leading to changes in educational policies, starting from the idea that the essence of education consists in action, development and progress according to the demands of a continually changing society. The transformations produced in the field of education generate new notions, concepts, orientations which can be harnessed through the sustained intervention of the trainer on the trainees (young and mature students, learners of all ages who wish to train as teachers to teach in education). Continuous learning determines the apparition of ideas and re-establishes the balance between the new concepts and the possibilities of fastening them to a practical operational extension, so as a certain field can correspond to its real applications, determined by the changes in the contemporary and future society. The continuous learning of adults who are in the system (kindergarten and primary teachers) must take place in well-defined strategic backgrounds and to involve good organization, course and ending – all centred on efficiency. That is why it is necessary to focus on offering highly qualitative and innovative services by diversifying forms on multiple, functional and experimental dimensions, through a commissioned program which insures high professionalism in the field. We therefore guarantee the quality of initial and continuous learning, whose reformative importance is implemented also following the standards and conditions imposed by the European Union.

I.4. The adaptation of the program / training sequences

The task of the trainer is that of teaching skills to the trainees so that they themselves can be able to build competent trainers, to take part in the education of kindergarten children and pupils attending the schools where they work.

Traditionally, the education offered by schools was considered formal, the educative activities organized by other institutions such as museums, libraries, pupils’ club etc non-formal education, while the spontaneous and unorganized influences of the environment, family, group of friends, mass media etc, informal education. The demarcation between these two forms of education is a theoretical one, while practically they work as a complex whose borders are difficult to mark. Moreover, lately we have witnessed a development and a formalization of non-formal education, which gets closer and closer to the school. The schools – as an institution – answered the social demands by widening its sphere of activity and initiating partnerships with the civil society, the local community, or with different cultural institutions. This happened because learning “isn’t connected only with the school or other organized environments. The concept of learning is grounded on the idea and observation that a large number of our learning experiences took place outside the system of formal learning: at work, in the family, in different organizations and libraries.” (Pasi Sahlberg, 1999, p.36)

Because our students belong to various different categories, young students coming from different high schools, young students coming from different high schools with pedagogic profile and mature students coming from the system, the latter having certain seniority in primary or kindergarten education and the desire to accumulate university studies. This aspect determines us to reconsider the methods of teaching-learning-evaluating in a different way according to their profile, which includes:

· Identifying and analyzing their learning needs

· Skills and objectives

· The elaboration of the content of learning programs

· The training – definition, types, functions

· The trainer – role and types.

· Adults’ continuous professional training

· Adults’ learning. Learning styles.

· The training activity – stages and conditions

· Interactive methods of training

· Presentations and communications skills

· Formative evaluation. 

I.4.1. The flexibility of the training program

Given the constituent of the groups of students, most of the activities will take place in the after-noon, so the students coming from the system can also participate at the courses and seminars, activities differing on groups, the end-results aimed at within this way of teaching are as follows:

· The development of cooperation between the students

· The intensification of communication between the students

· The cultivation of personal responsibility in fulfilling the tasks assumed

· The stimulation of productive thinking

· The acquaintance with team research work

· Surpassing certain barriers of psychosocial nature etc.

The methodology of performing learning activities will try to increase their efficiency and attractiveness due to the use of traditional methods with modern ones, based on action, interactivity, because it has been noticed that individuals learn better if they are involved in activities. We will encourage personal approaches of didactic activities, cooperation in group activities where the group is multi-functionally organized as a learning, research and action group. The objectives will be clearly defined, starting from the real situation, the students’ aspirations so as to increase their desire to take part in the activity through efficient acting based on increasing the level of empathy. The cooperation of the trainer will be highlighted through an attitude of total, responsible, creative and efficient engagement in the organization and performance of didactic activities.  The different components or the groups of students involves new strategic demands, technologies, concepts and lines of action, which are improved, offering answers and solutions, neutralizing the frustration connected to the incapacity of coping with the new professional circumstances. The training situations are much diversified: of communication, where the trainer is the transmitter who gives the course, while the students are receptors; of questions/answers, when the students already have an informational quantum; contextual, where the stimulation of attitudes and circumstances takes place etc.

The active methods employed in the learning process are highly efficient, and exposition can take place: with an opponent, with random interventions along the way, debates with anticipated notes, interrupted with deliberate predefined interventions, interview etc. Among other methods, we can also not the following: the study of typical situations, the method of connotations, concepts, the method of ideograms, the method of metaphors, of sick, of systematic discrimination etc.

The general objectives of professional training are related to the following moments:

· the connection with the responsible factors;

· the expertise of professional training, the installation of professionalism in the field;

· the contribution to the realization of changes in the educational system;

· the analytical and synthetic exploitation of the new educational contents;

· the implementation of the new strategies and techniques;

· the promotion of the educational culture.

The principles of training activities of the future teachers for the kindergarten and primary system are:

· the compatibility of the training process with social and educational needs;

· the reaction to the immediate needs on the basis of analysing the demand for training and with prevision;

· the decentralization and transfer of responsibilities;

· the insurance of the adequate environment through the diversification of the training methods;

· facilitating the access to the resources;

· methodological homogeneity;

· participation in collaborations and partnerships;

· implicative monitoring;

· Highlighting the socio-psychological specific to the age of the trainee.

That is why the training methods become flexible and adaptable according to these objectives and principles.

I.4.2. The development of society and its challenges – lifelong learning

Professional learning aims to shape the personality in order to create the specific skills and the behaviour necessary to practice a professional activity required by society. It is an objective necessity imposed by the diversity and complexity of productive activities and demands, along the consolidation of knowledge, skills and professional information the structuring of the absolutely necessary personality features to insure success in a certain field of activity.  The time and content of professional learning varies according to the complexity of the given profession (A. Rotaru, A. Prodan, 1994, p.60). For a long time, there was the prejudice that man’s education is the one that is being accomplished in the first part of man’s life, namely childhood, until late adolescence. That is to say, it is considered that there are three main periods in man’s life: childhood, characterized by educational activities; maturity, when work predominates; old age, which was considered to be a preparation to leave this world. Once the unprecedented development of society, technology, the rapid acceleration of the new conquests of science, the acceleration of life in general, these concepts aren’t available any more, education can’t finish any more after graduating school, it is necessary for it to continue with lifelong learning. Only by covering lifelong education will man be able to confront with the challenges of this new society, an ever-changing society. Introducing change as a means of adaptation, man needs to change himself. Thus, man has to align his own education, his own training, with the demands of the new society. Overcoming obstacles can only be done by changing educational policies, for the training system of adults to become life-long, according to the socio-economical demands. The education of adults consists in development through activity, action, experimenting, where exercise has an important role, hence the idea of learning through doing, present in modern works concerning the development of adults. In this context, new knowledge and skills are the result of the production of the subject of education (young or old) and not mere recordings of exterior events. This is where the substitution operation comes in, as opposed to the expositive method, for example. Thus, expression substitutes impression, production reception, the exteriorization of ideas and the invention of understanding. The impression, reception, ideas and understanding are also present, but are overcome and thus assimilated by production and innovation, expression and exteriorization. 

1.4.3.Motivating students

After the learning process, the trainees will accumulate skills that are typical of the teaching profession and means of exercise. The trainee will accumulate competences such as:

· Competences of planning and organizing;

· Competences of analysis and identification of the needs of the trainees;

· Competences of identification of the previous experience of the trainees;

· Competences of identification and evaluation of problems of organizing educational activities at the level of kindergarten and primary level;

· Implements the objectives on the target group according to national and regional policy;

· Adopts strategies which make the instruction accessible and efficient for every one.

Continuous training is an extraordinary opportunity of professional acknowledgement through qualitative competence and action. This activity is also grounded on exploitation of the educational practice of the adults, on different age levels. For the adult, learning isn’t a matter of accumulation of knowledge, but, on the contrary, it represents a new organization, a new structure and even a new learning. This is obvious if we take into consideration the fact that, in the learning process, the motivation of the adult is much more complex that during school. The adult already has well-established mental processes and can activate broadly in his professional activity. What is important is the fact that the adult gets involved in his own training with deep sensibility. Research has shown that the adult gets involved affectively, does many more emotional associations with the material than the children (Nicolae Vintanu, 1998). Adults are more pragmatic in their learning, their learning is socially determined. He gets involved after designing his own personal management, which means that he knows his priorities and their order. The adult thus poses his targets above the use of energy, time, and discomfort. Adult lifelong learning has, at its basis, three main conjunctive statements: to know, to be able, to want.

· To know...

In order to become competent it is important to know, that is why, in our training programs, we will especially focus on the optimization if knowledge. 

· To be able…

It is not enough if the trainees are given theoretical notions. It is important for them to put in practice what they have accumulated. This is why we need to develop abilities.

· To want…

If the trainee has accumulated theoretical and practical skills, he will need the will to do what he had learned (to want to do), so he has to develop certain skills which can determine him to put it in practice. To know, to be able to, and to want is the key to success.

I.4.4.Offering feed-back

In order to do an objective evaluation, we will use the following procedures:

· The syntactical evaluation sheet of the student: criteria of evaluation, level of performance, indicators.

· Continuous evaluation: criteria of evaluation and the ready reckoners.

· Feedback after processing the results of the evaluations.

We will ask the students to synthetically present their perception of the learning activity, through evaluation on a scale from 1 to 5, (5 being the highest degree of satisfaction) regarding the following aspects:

	The course matched my expectations.

	I will be able to apply the things I have learned.

	The objectives of each activity have been identified and followed.

	The materials were appropriate and useful.

	The presentations were interesting and practical.

	Group activities were led in an efficient manner.

	Participation and interaction were encouraged during learning activities.

	The professor/teacher showed interest and addressed the questions and concerns of the students.

	Will this course help me in my future role/capacity as a trainer?

	How do you rate this course?


Students will be asked to state the qualities of the course (personal contribution, approached subjects, feedback, facilitating exercises, meeting the colleagues again, collaboration etc).

Students will be asked to give a few suggestions regarding the way in which the activity could be improved in the future: length, frequency, the diversity of the material, the analysis of exercises, including more opportunities for individual talk, more relaxed activities, such as........................).

Students will be asked to state the extent to which their expectations were matched.

Students will be asked to state the extent to which the learnt aspects can be applied.

Students will be asked to give feedback regarding other aspects (according to the number of answers).

	Indices
	5
	4
	3
	2
	1

	The objectives of the learning activity have been identified and followed.
	
	
	
	
	

	The materials were appropriate and useful.
	
	
	
	
	

	The presentations were interesting and practical.
	
	
	
	
	

	Group activities were led in an efficient manner.
	
	
	
	
	

	Participation and interaction were encouraged during learning activities.
	
	
	
	
	

	The professor/teacher showed interest and addressed the questions and concerns of the students.
	
	
	
	
	

	How do you rate this course?
	
	
	
	
	


Conclusion

Because we live in a society which is constantly developing and perpetually subjected to change, the latter owing to the new achievements of science and technology, the social individual needs to adapt to these changes. Institutions which provide education offer everyone the possibility, especially for adults, to continue to improve their skills in a specific area/field of activity, but also, if required, to redirect and retrain professionally. These training adjustments are essential for an adult in terms of completing his/her studies in a field, and accumulating a set of skills brought to modern society’s standards. Thereby we ascertain/find that continued education of the adult has become a pressing contemporary necessity, and in this context, it is an action of remodelling according to the demands of contemporary society. More so, it is required that each person who teaches in the education system at primary or preschool level acquire new abilities in his teaching profession by adding specific university courses to their initial training.
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“Nation is a non-existent notion – nowadays – attached to the minds of some conservative people”. Greek students determine the term “nation”.
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Abstract

In the current conversation about the formation of states, globalization and the multiculturalism of social structures, the notion of “nation” holds a central part. Nation has been transformed to a symbolically enriched collective morpheme, which even in extremis has been reduced to being the main structural component of the very existence of the state and obviously of the global community. The new historic speech detaches itself from dominance and law and dedicates itself to the construction of “we” through an endless contradistinction to the “others”. That way, “national” identities are being restructured from the start and it is sought to find the method in which the notion of “power” will be founded and composed ideologically. The notion of “nation” is the nest-egg for the current state structure and the filter for the social creation. Still, it remains a hazy notion and, for some, mystagogic. In our paper we attempt to record, through the method of quantitative and qualitative analysis of content, the ways in which the young perceive the notion of nation. The thematic categories showed parameters which have to do mainly with stereotypic perceptions of the notion of nation. 

Keywords: Nation; globalization; national identity; stereotype; cultural elements.

1. Introduction

In the conjunctures of globalization, internationalization of cultural life and economy, the nation – state tends to lose an important part of its old institutional functions. Nation – state either adjust or are absorbed by the supranational reconstruction of the globe (Myrray T., 1992: 63-99, Welsh D., 1993: 43-60, Featherstone M., 1990:1-14). Nation is a new symbolically enriched collective being, whose structural constitution exceeds the rational structural constitution of the people on the level of interpreting the political phenomena and on the level of historical rebirth. This is based on studying the deep new section, which the presence of the historical stabilization of nations caused (Tsoukalas, 1999). Even though the national dimension is a reference which today has greatly transformed, it remains fundamental for the construction of a person’s identity and it is primary for their social existence, despite the fact that the social mobility, the stabilization of democratic institutions, the recognition of the rights of the individual, the promotion and acceptance of disparity and relativity in the cultural sector, lead to the birth of a new “post national” identity (Alybranti – Maratou L. & Galinou P. 2000: 112). In the case of the Greek society which is characterized by an early birth of nation in the 19th century, there is a consensus about the superiority of the Greek people in the Balkans due to their descent from the ancient years. National ideology tends to exceed the three dimensions of the historical time (Dimaras K., 1994, Kokkinos, G., 1998: 351-352), either by pointing out the perpetual nature of some typical characteristics of the Greek nation, or by elevating its historical or cultural achievements to the level of a national model (Herzfeld M., 2002). Especially in cases of nations with a rich and glorious past, even if the present of the nation does not correspond to what this nation used to be in the past, national ideology strives to prove the connection and the identity of the national past and present and connect these two with a worthy national future (Korovinis, B. and Ziakas, Th., 1988: 22). The description and judgment on the identity of Greeks (Kirtatas, 2002) and orthodoxy (Lipovats 1993: 31-47) has been studied in the axis of uniqueness, since the beginning of the century in the field of macro historical conditions (Vakalopoulos, 1983· Tsoukalas, 1993: 18-26· Demertzis, 1994· Daniilidis, 1985· Ziakas, 1993). The researchers agree that “characteristics of the race” (Vakalopoulos, 1994) were incorporated into the new ways of institutional organization and authority in Greek society (Paparizos, 1999: 135-151). The goal of idealization and construction of the past is pursued mainly through the nation – language tradition (Voulgaris, 1995: 81-100, Van Horn, 1987, Fishman, 1972, Frangoudaki, 1987), the narration of history, the collective cultural recollections (Kozma, 19922: 281-286), with basic aspiration the strengthening of the national identity and the collective oblivion, since the “others” are either barely present or are presented in a stereotypical perspective (Miller, 1995: 27-53).
We are now called to confront the challenge of the rising of multiculturalism and the transition from the national individual centered to the new hyper collective identity. The procedure of forming the identity is not just an inner procedure isolated from the external elements of individuality but a venture, which is also fighting and dialogical since it presupposes the “other”, constituting this way a symbolic claim within the limits of a community symbolic fight with the “others”. We accept the “others” either as an element of differential for the development of “we” or as part of “we”, as “receivers” of the common inner cultural identity, the national culture which “is expressed through new witticisms of homogeneity, integrity and the inner national and cultural heteronomy of the individuals”. (Tsoukalas 1999: 15).
2. Aim, sample and methodology of the research
The aim of this research is to point out the definition of the notion of nation, as it is expressed by the Greek university students. What is being researched is the ability of these students to describe this specific notion. 

The sample of the research was selected by random sampling
 and it is composed 113 student of the University of Western Macedonia
 (Cohen & Manion, 2000: 128-130). The selection of the particular age of the sample has to do with the fact that during this age a higher level of conscious choices starts to develop both in an ideological level and in the everyday social life. 

The subjects of the sample were asked to develop their views of the matter of: What is nation? in the form of an essay. The students’ texts were analyzed according to the principles of Quantitive and Qualitative Analysis (De Sola Pool, 1959; Palmquist, 1990; Weber, 1990; Moscovici, 1970; Mucchieli, 1988; Veron, 1981; Bardin, 1977; Grawitz, 1981; Curley, 1990), using the subject as the basic unit of analysis. 

3. Results
The following tables (t.1, t.2) present the distribution of the sample by sex and university department. 
Table 1. Distribution of the sample by sex

	Sex
	Ν (%)

	Male
	50 (44,2)

	Female
	63 (55,8)

	Total
	113 (100,0)


Table 2. Distribution of the sample by university department

	University department
	Ν (%)

	Primary Education
	16 (14,15)

	Pedagogic department of Pre-school Education
	16 (14,15)

	Department of Balkan Studies
	81 (71,7)

	Total
	113 (100,0)


The text analysis showed 422 references which were listed in four (4) thematic categories
. The following table (t.3) shows the distribution of the references by thematic. 

Table 3. Distribution of the references by thematic

	Thematic 
	Frequency (n)
	Percentage (%)

	1. Geographical dimension
	95
	22,7

	2. Notional characteristics of the term “nation”
	136
	32,2

	3. Political dimension of the term “nation”
	69
	16,3

	4. National identity and collectiveness
	122
	28,9

	Total
	422
	100,0


1st Thematic: Geographical dimension

In this category we incorporate the opinions which have the element of the geographical space (67, 15,9%). The answers of this thematic focus on the relation between nation and geographical space and they point out that “nation” is a group of people who live in a particular and marked out region. Some answers even though they put greater importance to geographical boundaries; they differentiate and try to incorporate into the nation people, who do not live in the specific area. It is stated characteristically that: “people can live in specific geographical boundaries, but there is a chance to be scattered all over the world with a certain geographical slot as the inception of the nation” or “… nation is a group of people who live in a specific geographical region, but it is possible for a nation to be scattered in other regions in the world, as for example, with the immigrant Greeks living in America, Germany and elsewhere” or that “nation is a group of people who live within the same borders or even in small groups abroad (of the same descent) and have the same identity, values, ideals, beliefs and history. Within this marked out area “the nation is a solid, safe and recognized territory with cohesion and brotherhood which has the right, though to enforce its power, its subordination and its obedience to the citizens and which can function as a means for the creation of borders, identities and ideologies. And as another student points out: “even though a nation is a group of people with common cultural elements, who live in a certain geographical area, the notion of nation does not exist today, but it is just a forced grouping to serve political procedures and sometimes goes as far as serving authority”.

The students write down that “nation is the group of people with common historical origin. Nation includes immigrants, who live in different states” and they point out that those who are part of minorities in conscience “do not feel as part of the nation” and that “the common characteristics that the people of a nation share, allow them to separate themselves from other groups, such as minorities, for instance”. The students incorporate the Greeks living abroad into the nation: “nation is the group of people who reside not in a necessarily specific geographical area and share common elements like language, manners, customs and religions” stating explicitly that “the minorities that live in Greece are a different nation”. 
2nd Thematic: Notional characteristics of the term “nation”
In this thematic we incorporate the views that converge regarding the common characteristics like “language, religion, history, culture, civilization”. Most of the students (136, 32,2%) give a definition of the nation based on “the axis of the common characteristics of large group of people”. They believe that “nation is the group of people whose beliefs about religion, language and culture are the same”. In fact, several times these characteristics are evaluated and rated with the “common language” to have the most important part, because “in order for a nation to exist these must be the imposition of a dominant language. Through this language we have national identity and national awareness and thus we have a nation”. Some students believe that the “main characteristics of a nation is its historical tradition” and others point out as common characteristics “a common descent, common historical awareness, the same manners and customs, common civilization/ culture” while “a common religion” is an element which unifies and identifies a nation”. A third year student states that “the most important characteristic is the realization that they belong to this nation, the realization of being a member of the group of the nation” while a second year student adds that “when we talk about a nation we talk about common descent, about the union of people and the achievement of national completion and marking of borders”. They also state that “in order for a nation to exist some or a combination of these characteristics must exist. All of them though are the linking element for the continuity of the nation”. These characteristics sometimes lose their self-existence and become “obligations to the homeland”, which come from “emotional bonds, the love for homeland and common customs”. These common characteristics, according to a fourth year student, “are based on a national ideology and express the nation”. Even students who accept “nation as a recent creation”, believe that the people who consist a nation have common historical and cultural evolution, common language and religion, they behave and function in the same way but despite that, they have all kinds of juxtapositions among them, like their political awareness for instance”. Finally, some place the origin of a nation to “the fusion of races or groups of people, who in time and after an exchange of cultural and economic elements consist a nation with common element, which they have to use not in a competitive way towards other nations but to coexist and go along with each other with respect”.
3rd Thematic: Political dimension of the term “nation”.
Some students (43, 10,2%) drew a political dimension of the notion of nation: “every nation is unique and original. It holds state power and a form of politics that is based on a massive participation…. you have an identity and a feeling of belonging somewhere”. They believe that “a nation is a system of political and economic structure which has economic exchanges and relations of power as common ground “and they point out the dominating power of a nation: “a nation is a dominating institution and an economic one as well, which organizes the production and consuming within the context of the national economy”. The nation is a “a collective mechanism which consist of bureaucratic instruments that govern and legislate in the name of the nation, the result of a conscious political and cultural equation” and vise versa “the political procedures that are assimilated and incorporated lead to the creation of the nation”. The most radical view, though, is expressed by a third year student: “nation is a non existing notion – now attached to the brains of some conservatives. Everybody believes that are being united by some common characteristics, such as language, religion and common history. I, on the other hand, believe that through the years they have been altered and huge gaps have been created in society due to mercenary events that have taken place”. 

Some refer to the legal dimension of the term: “a nation is the group of people who compose a country along with the laws, the manners and customs that apply”. At the same time, though they attempt to separate the term from the state: “the nation is different from the state as the latter has geographical boundaries, while the nation has not”. On the other hand, confusion cannot be avoided as it is pointed out that “the nation is a collective mechanism that consists of bureaucratic instruments that govern and legislate in the name of the nation”. For some students the legal meaning of the nation is expressed as “a common system of regulations, within which you can act and decide freely”. Even though they think that “nation is the residents of a country who have common characteristics such as language, manners and customs, religion” they point out that the people who belong to national minorities “…do not feel as members of the majority of the nation of the country they reside in because the legal texts do not allow them to”. Some equate the terms nation and people. At least the confusion that exists from the use of the terms is obvious: “the term nation is a contradictory notion and anyone can perceive it the way they want. Frequently the nation identities with the notion of people, or “…nation is a group of people who are linked together by common elements like manners and customs” or even “…nation is the tendency that the states have to create groups and identities with people.” On the other hand, there are views who stand that “…nation is the group of people who are linked together by some common elements such as language, manners and customs, tradition, history, the nation not necessarily related to the notion of state and people” and that “…the nation as a notion does not exist today. However, the people of a state do not necessarily identify with the existence of a nation.

Finally, some views about identification and political unity are stated, in relation to the nation: “the nation is the result of a conscious political and cultural identification and that when we talk about a nation, we talk about identification and population unity, about groups of people who feel that they belong to the nations they represent”.
4th Thematic: National identity and collectiveness 
In this thematic we incorporate the reports which include the terms national and historical awareness and identity. According to the views of the students “nation is a group of people who share common ideals, such as religious and racial identity, common conscience and awareness of the past”. The students point out that “nation is a group that are possessed by the feeling that they all belong in the same group and that the people of this group have the same expectation about the future and according to these expectations, they define and organize their present, their visions and their future”. As for the Greeks “since their national awareness is deeply developed, it urges them to their successful grouping in their effort to protect themselves, heading off, a lot of times, any enemy or threat”. A four year student points out that “the persons of a nation are linked together both mentally and spiritually. The awareness that someone belongs to a nation and the desire to preserve and develop the special national characteristics is called nationism and it is a correct and reasonable form of nationalism” and comes in comparison with the view that a third year student expresses, who thinks that “nation is a group of people with common descent and in accordance with this phrase all people belong to a nation. This nation is the Greek nation which is scientifically proven that it is the primary one from which all the other nations except the Semitic one, come from. That means that the Greek and Semitic nations are the only primary nations and that is why they are rivals. However, even though there is a difficulty in defining the term nation, the common characteristics along with traditional identity and awareness give an answer: “How do you define nation? it is a difficult question to answer since the term involves other similar terms such as state, groups of people with common binding elements such as national awareness, manners and customs, religion, traditions, which are well analyzed according to a social and anthropologic research…They are people who share the knowledge that they belong to the same nation, the same community and thus they have common goals in regard with their course and their aspirations in the international political field”. It is pin pointed that legally “the notion of nation involves two criteria, the objectives ones and the subjective ones. The objective ones are language, religion, race etc. A subjective criterion is national awareness”. 

With regard to common ideals, visions and goals in connection with the nation we read: “nation is the group of people who have the same visions and ideals concerning the state”. It is clarified that “the term nation defines a particular group of people who not only have a common past and history but also common goals and future. So, in order for the nation and its longevity to exist, the common past is not enough but it is also necessary for people to have common historical goals to survive and confirm the continuity of its existence”.

Finally it is pointed out that “the term nation is a contradictory notion and anyone could perceive as they wish. Nevertheless, the nation is a ‘fruit’ that involves other terms like homeland, religion, culture. According to the opinion of a fourth year student “we should not perceive the term as we like, for example to refer to extreme nationalism. The nation is a term which exists in each and everyone and expresses ideals and beliefs. Concisely though, the nation is a group that could involve more terms than the already mentioned above”.

Discussion
In our research we notice a diffusion of the term “nation”, which has no social class barriers and has to express the “relation” of the members of the race in a fictitious level (Kassidou, 2008). The lead in of this story is given by the creation (which is renewed with new material every period) of the twin categories of the inside enemy and the internal exclusion, as it is taught in Greek educational system (Golia, 2006). Perhaps all the above seem self-evident in a way, when we do not take into consideration the specific historical, geopolitical and ideological conjunctures and the decisive part the educational system have in the forming and reproduction of a national identity. Even though the effectiveness of education in regard with the productive function and ideological incorporation is generally questioned the gradual evolution of the Greek society into a multicultural one and the general developments in the global society have started to form new fact and conjunctures for the social life and the educational practices. 

Obviously, within this particular conjuncture the role of school must be redefined and, at the same time with the procedure of readjustment of the educational goals we must also redefine the usage of the means of achieving them and finally we must choose the ones that will correspond to the nature and essence of the goals and also to the current social reality. If school finally redefines its goals, then a question is raised whether it will succeed in coping with ideological inscriptions of a “national recollection” and of nation centered tendencies, which are produced and reproduced within specific procedures of constructing and reconstructing reality and national history? (Tsoukalas, 1999, Gillis, 1994, Avdela, 1997: 53). Is there really the maturity which will help the subversive dynamic of the new prospective which the trait of a “global citizen” promises? 
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Peer tutoring in higher education: a contribution to a better success

Christine Berzina,  * 
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Abstract

After having been the object of different experiments since the ‘80s in primary and secondary schools, peer tutoring officially enters the French university in 1996 within the frame of « methodological and pedagogical assistance » tutoring. The aim of this paper is to analyze, taking into account the research conducted on the issue, the peculiarities of this university tutoring compared to the experiments already made at school level. It will also be about the possible contribution of such a system within the frame of the undergraduate success plan set up in 2007. 

Introduction 

The social psychology of acquisitions regards the development as the outcome of the interactions in the midst of which it is carried out (Beaudichon et al., 1988). One may generally distinguish different types of interactions : on one hand, there are the symmetric interactions, studied in a more particular way within the frame of the so called “ cooperative  learning”, and, on the other hand, the tutoring interactions. Unlike the symmetric interactions where the protagonists have a common goal, the tutoring interactions (or tutorship) are characterized by the fact that the partners have different roles, namely that one of them provides help, while the other receives it (Winnykamen, 1990). Thus, this type of interactions involving a more advanced level of expertise of one of the partners are, by definition, asymmetric. This asymmetry is more or less obvious depending on the differences of age and competences between the partners, it corresponds to the prototype of the most asymmetric relation which is the teacher-student relation. Becoming more and more often the object of the scientific research (Baudrit, 2000), tutorship is not a new practice at school. It covers many situations. Some of them may be based on establishing a special relation with a teacher or a referent trainer (see, for instance, the cases analyzed in the ‘70s and ‘80s in experimental schools with a teacher tutor in charge with the individual assistance of a little group of pupils)
. Some other researchers emphasize the peer interactions. It is these peer tutoring, already shown, for instance within the frame of the XIXth century
 “mutual teaching”, that we are interested in our paper. In view of the different students’ success rates noticed when their entering the university, these tutoring situations were extended at university by establishing, in 1996, a « pedagogical and methodological assistance » tutoring having as a result a diversity of cases. These experiments developed inside the French university for a decade have been reassessed and considered interesting, being related to the recent setting up of a success plan for the students in the first cycle, in order to fight their failure when entering the university. Within the frame of this paper, we aim at analyzing, on the basis of the different works available in the field, the characteristics of the main French experiments led on the topic, in the higher education, comparing them to the experiments led in the ‘70s and ‘80s in  primary and secondary schools. Afterwards, we shall try to suggest some thinking tracks related to the place which tutoring may hold in the present success plan for the undergraduate
 students.

  The tutoring experiences in primary and secondary schools   

Designed as a form of individualized help, the tutoring experiences among pupils, led in the primary and secondary schools since ‘80s and ‘90s, often aim at helping the pupils having learning difficulties. One speaks about « learning  through teaching » device presented as a way to fight against the school failure (Finkelsztein and Ducros, 1989). These experiments follow the line of those developed in the ‘60s in the United States and in Great Britain. Contrary to the experiments led on a large scale in Belgium within the frame of the activity of learning to read, according to a quite rigorously established protocol (Finkelstein, 1986)
, the experiments led in France in primary schools, mentioned in a INRP survey (Peterfalvi et Adamczewski, 1985), are significantly different according to the children’s age, levels of organization (frequency of sessions, choice of tutors...), tasks involved, assistance that the tutors benefit or do not benefit from. By contrast, both types of experiments are based on a special kind of relation between a more advanced voluntary tutor and a less advanced tutored person. Tutoring is present in the analyzed items from the point of view of a mechanism facilitating the socializing and individualizing process. The conclusions of the above mentioned study underline the impact of tutoring from the point of view of self-confidence development, of autonomy, of protagonists’ mutual ability to listen each other. These conclusions also mention the « tutor effect » in order to emphasize the benefits that the tutor will have as a consequence of this situation.

Along these lines, the experiments led within the frame of personnalized help to work, established at the secondary school in the ‘80s, show that the tutors dynamically identify themselves with the tutor/teacher and they take responsability and prove a great autonomy. Moreover, the same experiments emphasize the improvement of the environment of the secondary school (Buttaud, 1985). According to Moser et al. (1992), the help « bets on the use that the pupil will make of the freedom of action that he is given, counts on his creative spirit so that his interventions could be original as compared to the teacher’s ones, as well as on his personal qualities in order to create a more secure and motivating background than the one existing in the classroom. » (p. 86). Either if it is about primary or secondary school, all these studies emphasize more the improvement of the school environment than the protagonists’ cognitive progress as one may notice from the experimental works upon the development psychology (Berzin, 2000). Only the Belgian experiment led on a large scale, really takes into account this issue showing that, if the tutoring sessions turned out to be beneficial for the beginners’ learning, they would not allow to wholly compensate for their backwardness however. Unlike the pedagogical experiments, the experimental works are led within the frame of a particular pattern
 and they often reveal situations of problem-solving more clearly defined than the school tasks (Orly-Louis, 2009). Moreover, they try to identify effects of specific factors (impact of the tutor’s level of expertise, of his role’s definition, of his metacognitive level, of the relations between partners...) 
. What about analyzing tutoring at university level?

The pedagogical and methodological assistance tutoring at university level 

The French university had to face a burst of its staff between 1985 and 1995.  In spite of this phenomenon, the access to and success at university seem to be rather unequal and very changeable from one subject to another. This is why we may talk about massification rather than about democratisation of the higher education. Facing these differences, one decided in 1996 to put into practice a university tutoring system aimed at promoting the students’ success. Two law texts govern this system : the circular letter n°96-426 of 24 October1996 and the order of 18 March 1998. In these documents, one establishes that the higher education establishments organize uppermost in the first years of the first cycle an assistance system in the form of a « pedagogical and methodological assistance tutoring » which will be put into practice in different ways : help for the student’s personal work, help for documentary work, support to the self-assessment and self-training techniques. Tutoring is supposed to be achieved by the second or third year advanced students, pedagogically supervised by professors and research-professors who assist them and train them to play the tutor role. The tutor student assists a little group of students (maximum 10) for at most 6 months and provide them individualized help. The tutors are supposed to help their peers with the university work without having their mission clearly defined in the law texts.

The sites of different universities show different practices. A call for cooperation proposed by INRP and coordinated by R. Sirota
, resulted in a survey involving 5428 coming from eight different universities, allows to have a more precise idea upon this diversity. Gerbier and Sauvaire (2003) particularly identified 4 ways to help related to the different lacks that the students have when entering at university. The first type of help is focused on acquiring work methods and tools: it is about the methods aiming at working efficiently no matter what the concerned field is (writing synthesis records, taking notes, organizing work) and the tools related to acquiring a certain technique such as the ability to edit texts or to make research. The second way aims at developing field knowledge and competences. The help provided may have different forms: it may be provided to revise or catch up in the respective field, depending on its goal: strengthening the knowledge by supplementary activities or developing the insufficient pre-required knowledge. It may also be meant for assisting students to take distance from the contents to acquire, in order to help them identify the important parts of these contents. In some other cases, this help may be provided as a field methodology teaching or as supplementary course hours. A third way to help aims at making students aware of the university rules by a welcoming session at the beginning of the university year or by a follow-up for those having difficulties to obey these rules. Finally, the last form which appears rather seldom on the sites  taken into  consideration, involves tutors -not necessarily having competence on the topic- concerns the definition of a personal project. On the level of the descriptors of the different systems, the functions assigned to the tutoring student seem much larger than in the school education where only the second and the third forms are essentially privileged by means of the socializing dimensions and of the help to learn contents of knowledge. The first form of methodological help is more often developed within specific systems such as the assisted studies in which the metacognitive dimension to develop is related more to the teacher’s tutoring activity and to confrontations appeared as a consequence of collective discussions established on the base of the strategies used by each person.

What is really happening to these different functions?  In order to answer this question, Annoot and al. (2003) and Lafont and al. (2003) interested on one hand in the representations that the tutoring students develop about their role and, on the other hand, in observing their action in situ. The tutors thus emphasize the interest that this practice has for themselves. They see in it an opportunity to take responsability, to animate little groups, but also, for some of them, to revise certain notions. On the contrary, they regret the lack of information given on tutoring not only at the level of their peers, but also at the level of the teaching staff who show a number of hesitations. This is quite different from the experiments made at the primary and secondary schools where the teachers are entirely part of the systems. Tutoring was then part of an innovative approach of a pedagogical team while at university, it is going to become a system which imposes on everybody, without the system actors’ necessary joining it. The benefits that the tutors have as a consequence of their experience are, in what they are concerned, quite similar to the ones noticed in the primary and secondary schools. However, the authors underline the idea that « the tutors’ way on intervention remains too close from teaching model in order to make the students look for themselves in an establishment that they did not choose or they chose by default » and that « proposing techniques or tools is not an answer for the affiliation issues ». These conclusions drawn from the tutors’ discourse are reinforced by the observations in situ. Lafont and al. (2003) emphasize that one is far from the initially forecast activity as the tutors’ session activity seems « put back as compared to the official tutoring spirit » It is more related to the « revising or using the field knowledge » as one may practice it during the assisted work. The groups being little, the exchanges are however more with especially some counseling and supporting interventions from the tutors which last less time than the exercises. The issue of assessment at the examination holds an important place not only in what concerns the tutor’s help (41% for 13 % of the methodological advice and 35 % of explanations or rephrasing the course in order to be better understood), but also in what concerns the demands of the tutored persons. (35% of questions on assessment, 32% of demands to explain different issues and 15% of methodological demands). Unlike the experiments led at the primary and secondary school presenting interactive ways different from the ones noticed in the traditional teacher-pupils relation, marked by a greater proximity, by visible encouragement, the students’ interactions are not fundamentally different from the ones usually noticed. As a consequence, we may realize that the system is not an answer to the students having difficulties, being rather a sort of « springboard for the students on the way to success, namely for those who could regard the tutors as models which are worth being imitated. » A major difference is to be taken into account in order to explain this failure at university of the psycho-social dimension emphasized in the pedagogical innovations developed at primary and secondary schools. This difference consists in the students’ participating in the tutoring sessions. If practicing the tutor’s role by the more advanced pupils and students is a matter of voluntary choice, the situation is different for the persons who should benefit from the help provided by the tutors. While at school, they are primarily identified by teachers in order to benefit from tutoring, at university, the students have to judge by themselves and to decide if they are interested or not in benefiting from such a system ; 42 % of the students have never had the opportunity to take part
 in such a system even if they know that those who take part in it do it in an irregular way (Fornasieri and al. 2003), fact which makes some of the tutors suggest that tutoring should become compulsory and should be assigned a specific time in the schedule. Different reasons are provided by students to explain this relative disaffection: practical reasons (schedules, information, organization….) for 34%, content of the sessions which does not answer their expectations for 24%, students working alone for 14%. Finally we may notice that the students attending the tutoring sessions are already enough dedicated to school (Garcia, 2005), thus being the ones who need the least to take part in this kind of system. Those who have already had the opportunity to take part in it mostly witness their satisfaction (85%). However, the impact of tutoring upon the success in examinations, as well as the success at school for the field acquisitions, is not the object of unanimous results. Some underline the beneficial effects within the frame of a documentary methodological teaching (Coulon, 1996) while others are more circumspect. Michaut (2003) shows that the leveling attempts such as tutoring « attended rather little and not strictly meant for the most inclined to failure students » do not allow to significantly improve the students’ results. This observation stimulates analyzing different aspects of tutoring such as the yearly time for tutoring which may be not enough in order to produce effects upon success or the tutors’ training in order to provide a suitable  help for the students’ needs.

Tutoring and undergraduate success plan 

We have seen that setting up a methodological tutoring is interesting, but it also has its limits. It has not succeeding, even if it was put into practice in all its diversity, in stopping the failure when entering the university; this failure is still present as it is shown by a number of recent data. In the survey achieved in the universities included in the Academy of Lille, Convert (2010) still notices more cases of abandon in the subjects which are not at all taught in high-school and which attract very often pupils graduating high-school with low grades, or in the « less important » subjects for high-school education. One keeps on recording a failure rate which may reach 50% in some fields for the first university year. In keeping with the new law on the universities’ autonomy, this high rate is at the base of setting up a ministry undergraduate success plan of about 730 millions of euros between 2008-2012, plan making out of tutoring a present issue. What should we remember of the previous studies in order to assure the success of this system this time?
In the studies conducted within the frame of the INRP call for cooperation, as well as in the IREDU studies mentioned above, we have seen that tutoring, as many other assistance systems
, is not necessarily advantageous for those who would need it most. As Garcia (2005) shows it, tutoring is based on an « institutional thinking » according to which « the students would be endowed with a kind of rationality allowing them to use what they need most », while the matters’ choices are based on the opinion according to which « they may give up what is not compulsory ». All this brings about the issue of the facultative dimension of following-up the tutoring and of the students’ considering their needs. If we agree, as a result of the conducted studies on pupils’ school difficulties, that the difficulties in learning are not so much the consequence of a lack of knowledge, but of a meta-cognitive deficit, it is not sure that the subjects having difficulties are the best placed in order to spontaneously appreciate these difficulties. Should one make tutoring compulsory, as it is required –as we have seen- by some of the tutor students while the constructivist theories emphasize the important role the subjects have in their activity of learning? Maybe we should help, before the effective tutoring sessions, in order to assist the student understand the goal : to allow the person tutored to be aware of his difficulties and to give the tutor student the possibility to better understand the tutored persons’ needs and to determine to what level of support (Bruner, 1983) he should place his interventions. This preliminary analysis could allow to establish, in terms of an agreement between the tutor and the tutored, a « roadmap » to be followed defining the objectives to achieve. It will enable, at a certain moment, to evaluate with the learner if these objectives have been achieved or not. All this involves establishing a dialogue between the tutor and the tutored which could not be restricted to passing some assessment summative evaluation tests which would contribute more to emphasizing these difficulties than to making the concerned student become aware of the type of his difficulties. As we have seen in the latest decade in the specialized education, it is about replacing the field logic by an itinerary logical as we can find it in the case of individualizing the continuous training.

The studies on the development psychology have shown that the setting up the above mentioned assistance from the tutor student involves a triple management requiring to simultaneously manage the task achievement, the explanations to give upon the task and the relation to maintain with his peer (Ellis et Rogoff, 1982). This means that the tutor is supposed to master to a certain extent the knowledge that he is supposed to improve in his partner, especially when the tutors’ intervention is focused on the field content, fact which might imply that one should be first sure of the tutor’s level in regard to the content taken into account. However, mastering the content is not enough. As the studies upon the tutor effect have shown, the tutor should be able to have a metacognitive look at the issue so that he could explain it to another person. This means that the tutor’s role, as Greffier (2005) also emphasizes it within the distance teaching process, is to « provide a support for the learner from a cognitive, as well as from a metacognitive point of view. It is not only about explaining the content, but also about helping the student to become aware of the learning strategies involved ». Finally, the tutor is supposed to keep in relation with his peer. When talking about distance tutoring, some authors mention the « socio-motivating » function aiming at providing a moral and psychological support for the tutored persons. The proximity that the tutor might have with his mates by means of an active and kind listening to them would be an advantage in this case. As we have already seen, a number of studies upon tutoring at school emphasize the capacity of identification between the tutor and the beginner which is not necessarily present between student and teacher. However these abilities are not necessarily spontaneously present in all the tutors. That is why it should be recommended to think of the issue of training tutors especially within the frame of the two first types or tutoring described in the introduction, aiming particularly at specific field contents or at methodological issues, but not exclusively at these. As it was previously mentioned, the difficulties encountered by students, especially those who might be the future « dropouts » are not so much related to cognitive difficulties, but to affiliation difficulties that tutoring should also take into account. As a consequence, it will be more important to think of the issue in terms of assistance than in terms of pseudo-teaching.

As a conclusion, the university tutoring functions and its efficiency concerning success is to be demonstrated. It would be desirable not to reduce it to purely methodological, field or socializing dimensions, but to understand it within a plural frame negotiated between the partners concerned (tutors, tutored, but also teachers) in order to make the students who most need this system, really take advantage of it.
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Abstract

Globalization effects education in different aspects. Teachers are also affected by globalization both in and out of the school environment. Because of this, in this study student teachers views towards globalization and its’ effects on education are examined. In this study a qualitative framework was utilized in collecting and analyzing the data. The data were gathered from student teachers who enrolled at a state university in Turkey. Ten students form senior class were selected. The data were collected from June 2010 through July 2010.  The primary source of the data included semi-structured interviews. At the end of the study it was seen that, student teachers defined globalisation in different ways. Participants saw globalization as unification of the world and economic and political dimensions were emphasized by them especially. 
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1. Introduction

In 21st century, we receive information and news from all over the world through advanced technology. This process called as globalization and it affects our lives in different aspects. With the movement of people, money and ideas the world is becoming more homogenous. According to Giddens, electronic communication has made it possible for images to be spread all over the world and claims that globalization means transformation of time and space and actions at distance (Kaspersen, 1995). Crossley and Watson (2003) defined globalization as a cultural and educational term as “… the process in which particular ideas, images and practices of teaching, learning and schooling are brought about, mutually interact and influence national educational systems”. The official World Bank definition of globalization is “freedom and ability of individuals and firms to initiate voluntary economic transactions with residents of other countries”. In contrast to the internalization, which simply recognizes that nations increasingly rely on understandings among one another, globalization is the effective erasure of national boundaries for economic purposes (Daly, 2001).  
Globalization has become an important feature of contemporary world. Although it is particularly prominent in the economic sector (Tezcan, 1996), we can not restrict it to economic exchange relations, scientific and technological competition, communication and media. Globalization also has effects on the field of education and they attract each other. Indicators of the growing intensification in international communication and cooperation networks in the areas of educational research, educational planning, and educational policy development are among impressive effects of globalization in educational area (Schriewer, 2003).          

Some world historians attach globalization’s significance to 1492 (Christopher Colombus) and 1498 (Vasco da Gama). Other world historians insist that globalization stretches back even earlier. There is a third view which argues that the world economy was fragmented and completely deglobalized before the 19th century (O’Rourke and Williamson, 2000). The greater independence among countries is complex and multifaceted. In its’ economic dimension, economic globalization is reflected in the increasing amount of cross-border trade, increasing volume of international financial flows and, increasing flows of labor. But, it is much more than economic phenomenon. Fisher (2003, p.4) defined it in a wide context as following:

In terms of peoples’ daily lives, globalization means that the residents of one country are more likely now than they were 50 years ago to consume the products of another country, to earn income from other countries, to talk on the telephone to people in other countries, to visit other countries, to know that they are being affected by economic developments in other countries and to know about developments in other countries.     

Globalization has been associated with the cross-fertilization and increasing hybridity of cultural forms and identities and the homogenization of culture. In another view, globalization is used for the meaning of global markets, consumer identities and choice. Also, globalization focuses on the state and relationships between local and global. Another dimension of globalization appreciates it as a particular social universe. Translated into world of education old traditional modes, professional values, notions of public service and community needs before are some phenomenons which are in the change process, because of globalization (Rikowski, 2002).      
The education sector itself is subject to globalization. Globalization has continually influenced society in the context of liberalization of exchanges and the increasing independence of societies. Change of any kind effects education and has to adapt in order to meeting the needs of society. So, this requires rethinking of educational structure, goal, content and teacher training (Hallak, 1998). Our world increasingly acquiring a different character and in other aspect there are also attempts towards differentiation. Education has an important role in getting balance between these two phenomenons (Balay, 2004).     

According to Stewart (1996), the growth of the global economy has increased opportunities for those countries with good levels of education, but has made growth more difficult for countries with weak levels of education. Developing countries find it increasingly difficult to compete with developed economies unless they invest in good education, training and skills, leading to high rates of innovation and productivity. In educational terms, the neoliberal version of globalization is emphasized and is reflected in an educational agenda for educational policies about evaluation, financing, assessment, standards, teacher training, curriculum, instruction and testing (Burbules and Torres, 2004). Privatization of education sector caused education right not to available for all citizens. Besides, curriculum was changed to allow providing work force and consumers which were needed by neoliberal economy (Yıldız, 2008). Also, Mason (1996) pointed out that there is a case to be made for global courses on purely educational grounds. 

As we have seen, globalization effects education in various aspects. Curriculums, learning and teaching methods, materials have been changing. So, teachers should improve themselves considering with the global needs. And, teachers’ opinions about globalization and relationships between globalization and education are important. Teachers are also affected by globalization both in and out of the school environment. Because of this, in this study student teachers views towards globalization and its’ effects on education are examined.   

1.1. Aim
Globalization effects education in different aspects. Teachers are also affected by globalization both in and out of the school environment. Because of this, in this study student teachers views towards globalization and its’ effects on education are examined.   
1.2. Problem and Sub-Problems
The main aim of this study to determinate the views of student teachers about globalization and its’ effects on education process. In this context of this aim, the following sub-problems were discussed:

1. What do they think about globalization?

2. According to them, what are the positive sides of globalization?

3. According to them, what are the negative sides of globalization?

4. What are their views about the effects of globalization on education? 

5. What do they think about the role that education plays in shaping and responding to globalization?
2. Method

2.1. Participants 

In this study a qualitative framework was utilized in collecting and analyzing the data (Yıldırım and Şimşek, 2004). The data were gathered from student teachers who enrolled at a state university in Turkey. Ten students form senior class were selected. The selection of student teachers was based on purposeful sampling with no gender-specific selection. The logic and power of purposeful sampling lie in selecting information-rich cases for studying in depth. People can learn a great deal about the issues of central importance to the purpose of the research with purposeful sampling. By choosing the key informants purposefully selected, the researcher had the opportunity to gather information-rich data.
2.2. Data Collection

The data were collected from June 2010 through July 2010.  The primary source of the data included semi-structured interviews. During the interview, student teachers were asked the following:
1. What are your opinions about globalisation?

2. How can you define globalisation?

3. According to you, what are the effects of the globalisation?

4. According to you, what are the positive sides of the globalisation?

5. According to you, what are the negative dimensions of the globalisation?

6. What have been done to prevent the negative effects of the globalisation?

7. Does globalisation effect education? How?

8. What are the roles of the education on globalisation and struggling with it?

9. According to you, what are the effects of the globalisation on national education?

All of the participants allowed tape recorder use. Interview sessions were held in their classroom. Each interview took about 25 to 35 minutes and was tape-recorded. 
2.3. Data Analysis

Interviews were audio taped and regularly transcribed. Data were indexed, labeled, and coded according to the major topics. The data were analyzed by content analysis. By using the content analysis, the discourse was systematically observed based on various coding categories. While doing content analysis, first, data were read many times to ascertain any patterns. A matrix was developed according to the given answers to each question. In order to understand the general category, open coding was used. Furthermore, in order to see the related subcategories, axial coding was applied. Finally, the major issues that emerged from open coding. 

3. Findings
3. 1. Student Teachers’ Views Towards the Definition of the Globalisation 

It was seen that, participants defined globalisation in different ways. The common category in this context is “unification”. Majority of them have seen globalisation as unification of the world and especially they pointed out its’ economic and political dimensions. Besides, they thought that, globalisation is a concept related with the whole world and there isn’t any country which was not affected by globalisation. Examples of these definitions are as follows: 
ST1: “Unification on the framework of a common aim.”

ST5: “All countries are affected from globalisation in every condition either positive or negative. I can define it as a development that it is necessary to keep up with modern age.”

ST8: “Globalisation is unification of the world in economic, social and cultural aspects”.

ST9: “Globalisation exposes a unique world. It occurs in our world. Existence of a unique world that appropriate to contemporary context. Unification. Economic, political and cultural parts of the world create a unique polar. Creation of a unique polar.”

ST10: “Globalisation is an action about creating a federation which is based on economic benefits of different countries. In another aspect, globalisation can be defined as hegemony of dominant states on underdeveloped and developing countries in the context of culture, economy and society. Generally, globalisation can be defined as a federation which is an aim of several states.”

When we looked at generally, it was seen that globalisation was defined by participants as social, cultural, economic and technological unification of the world and a development which affects the entire world.   

3.2. Student Teachers’ Views Towards the Effects of the Globalisation 

When we examined the views of the participants towards the effects of the globalisation it was seen that they pointed out both positive and negative effects of the globalisation. “Political, economic and cultural effects” were especially pointed out by them. Besides, we have seen that according to them positive effects were more than negative effects. Examples of their views are as follows:
ST1: “Communication between people increases because of the freedom that comes together with globalisation. It eliminates the classification. Our states’ economy is not good and elimination of the boundaries may be a solution for this. People may understand the concept of democracy more than now”.

ST2: “Globalisation may affect the political relationships. Terrorism will be disappear and there will not conflicts like Israel and Palestine”. 

ST5: “According to the development level of the country, it has negative results in lots of areas like national income and welfare level”.

ST8: “People will be almost in same statutes and because of this, development will continue in equal direction. Because of the holistic development in technological, social and cultural areas, improvement will be multi dimensional.”   

ST9: “The positive aspect of globalisation is the unique world conception. With this conception, the differences between peoples’ life areas are respected in a unique aspect. A unique provision dominates. There is a common climate”.  

ST10: “The most important factor which enhances the globalisation is the media. Because of this, we have informed from any event which is occurred in any part of the world. Economic progression will be provided. People gain different viewpoints. So, people adopt life styles according to them and they realise colours, languages and religions”.  

When we looked at the views towards the negative aspects of the globalisation, it was seen that participants’ opinions grouped together in the framework of economy and culture. According to the participants, problems that might be occurred in economical aspect of the globalisation will increase the gap between developed and developing countries. Examples of the views of the student teachers are as follows:

ST2: “World will become a unique bazaar and this may increase the competition. Everybody want to enlarge its’ place and because of this there will be wars.”

ST3: “Because of the needs towards raw materials and energy while developed countries will still remain developed weak ones will remain still weak”.

ST4: “National senses will be destroyed. Developed countries may remain still developed.”

ST5: “It will create a gap between countries”.   

The opinions of the participants towards the cultural aspects of the globalisation based on the weakening of the cultural relationships and because of this, national solidarity and cooperation senses will degenerate. Examples of the views of the participants about this issue are as follows:

ST1: “When the solidarity destroyed people behave more comfortable. There are lots of culturel conflicts. Sharing our resources with developing countries may affect us negatively. Either you are strong or not.”.

ST8: “Ignore the cultural and social differences may cause to negative results”.

ST10: If countries don’t take the necessary precautions, they will lose their culture, values namely the touch stones that create this country. Besides, they may be dependent to others in economic meaning and because of this, they will encounter with some restrictions.”

3.3. Student Teachers’ Views Towards to Control the Negative Effects of  the Globalisation  

Some of the participants suggested that there must be a worldwide system which will control the changes that occur because of the globalisation. Examples are as follows:
ST2: “There may be some acts. International agreements may be done.

ST3: “There may be international organizations. Organisations like peace organization and human rights courts will be formed that consists of people from all countries.”

ST4: “Courts may be formed. These must be consisting of people from all countries. Communities may be created.”

Besides, there are different suggestions towards control the negative sides of the globalisation. Examples of them are as follows:
ST5: “Developments should be followed”.

ST7: “We should be sensitive. We should not be selfish. Some goods should not be produced and not put them on market for profit.”

ST8: “If we respect to the differences towards opinions, believes and social and cultural differences those problems will remove”.

ST1: “If the world will be a unique bazaar we should remove the concepts like strong and weak. Every country has positive aspects. It is necessary to allow them to use these positive dimensions”. 

ST10: “It is necessary to creation of the national solidarity to prevent those problems”.

ST11: “We make people conscious of necessary precautions”.

3.4. Student Teachers’ Views Towards the Effects of the Globalisation on Education

It was seen that all of the participants are like minded about the effect of the globalisation on education. While some participants focus on remove the negative effects of the globalisation, some of them thought that education may gain a worldwide standard with the effects of the globalisation and everybody can take advantage of the educational developments. Besides, some of the participants pointed out that with the technological developments education and researches will be getting easy and a participant said that technological developments direct the people to laziness about education. Examples of the opinions are as follows: 
ST2: “There are effects. In Turkey everyone have no chance to enter a university but in other countries it is easier. Everyone would get educate better than now when there is a unique bazaar. People can get education in everywhere they want. There are few universities in our country but in other countries, for examples in Britain there are lots of universities and people have more chance to enter them”. 

ST4: “In other countries there is not an exam system like our country and students are directed according to their interests. In our country there is an exam. With globalisation these exams will be removed. I think it has positive effects.”

ST8: “I think that, globalisation have positive effects on education. Because, a trend that occurred in educational area in word, and if it is an ideal trend affects our countries.”

ST12: “I think that, the problems that occurred with globalisation are prevented through education”.

ST15: “If effects the researches and researches will be get easy”.

ST6: “Technological developments like the increment in the usage of computer and Internet start the copy paste method. Access everything easily is an advantage but it directs people to laziness”.

3.5. Student Teachers’ Views Towards the Role of the Education in Formation of the Globalisation and Struggling with It

When we examined the opinions of the participants towards the role of the education on globalisation process, participants generally thought that people may being made conscious about the positive and negative effects of the globalisation through education and they take advantage of these process more effectively. Examples of these opinions are as follows:
ST1: “Educated people will be more conscious about seeing of the positive and negative aspects, prefer reject it ”.

ST6: “Education is for improvement of the people. Education brings sensitiveness to people. People can manage the globalisation process through education.”

ST8: “We can infom students about the formation of the globalisation and we can become conscious about the negative and positive sides of the globalisation”.

3.6. Student Teachers’ Views towards the Effects of the Globalisation on National Education

Some of the participants evaluate the positive effects of the globalisation on national education while some of them evaluate its’ negative dimensions. Participants who evaluate its’ positive aspects thought that there will be a common curriculum and everyone have same educational opportunities and so inequalities between people will be prevented. Participants who evaluated its’ negative dimensions pointed out that when there is a unique education system worldwide, national consciousness will remove. In this context, examples of the participants about this issue are as follows:

ST2: “Teachers from different countries may come to our country. It may cause to some problems. Because, there are individual differences. Positive aspect of it is democracy; I think democracy will be developed. Everyone educate according to the same curriculum. Injustice will disappear.”

 ST13: “It makes contributions to the national education, peoples’ horizons are widened. You can think it like this, globe is 360 degree, so globalisation obtains people to see and think 360 degree. Those, people get out of bigotry.”

ST9: “Globalisation can determine the route of the education. Changes and curriculums may organise through this. Teachers may educate according to this. Curriculums may be renewed, wrong dimensions may be corrected and they may be developed.”

ST8: “Students will be depriving of national aims”.

ST3: “Because of the different life styles and cultures, I think that we will lose our national identity.  

4. Discussion
In this study globalization was defined in different ways. Participants saw globalization as unification of the world and, economic and political dimensions were emphasized by them especially. Besides, they thought that, globalisation is a concept related with the whole world and there isn’t any country which was not affected by globalisation. Globalization together with new information technology and innovative processes are driving a revolution in the production of goods and services, relations among nations, and even local culture. No community is immune from the effects of this revolution. 

When we examined the views of the participants towards the effects of the globalisation it was seen that they pointed out both positive and negative effects of the globalisation. When we looked at the views towards the negative aspects of the globalisation, it was seen that participants’ opinions grouped together in the framework of economy and culture. According to the participants, problems that might be occurred in economical aspect of the globalisation will increase the gap between developed and developing countries.
 The effects of globalization on income distribution within rich and poor countries were examined by Milanovic, (2003) and he pointed out that openness makes income distribution worse before making it better—or differently that the effect of openness on income distribution depends on country’s average income level. Besides, Lindert and Williamson (2001) pointed out that the world economy has become more unequal because of the globalization process. In developing countries globalization leads to lower social-welfare because low-skilled workers in those countries have limited political leverage. In majority of developing countries, however, labour groups try to ensure to not lose political power with globalization and can successfully demand compensation in the form of social-welfare spending (Rudra, 2002).
The opinions of the participants towards the cultural aspects of the globalisation based on the weakening of the cultural relationships and because of this, national solidarity and cooperation senses will degenerate. The effects of the internationalization of the media, the marketing and export of American popular culture and the deregulation of information all combine to weaken national values and traditions. The effects of changes in the international economy are experienced through the national political leaders’ diminished control both over the material determinants of a country’s prosperity and over the vehicles for reaching common public understandings of national well-being (Berger, 2000).  But, according to Mann (1997) contrary to the most views identity politics may actually strengthen nation-states. Besides, Roland (2006) referred Lechner’s (2001) sentences and said that we also need to look at the good aspects of the globalization like interaction across boundaries which leads to mixing of cultures in particular places and practices. Also, the spread and integration of different ideas and images provoke reactions and resistance from different cultures.  

Some of the participants suggested that there must be a worldwide system which will control the changes that occur because of the globalisation. These opinions are same with the Daly (2001) that in globalization, power is drained away from national communities and local enterprises, and aggregates in transnational corporations. 
Education appears to have changed in most countries. Most important educational reforms associated with globalization are decentralization of educational administration and finance (Carnoy, 1999). It was seen that all of the participants are like minded about the effect of the globalisation on education. While some participants focused on controlling the negative effects of the globalisation, some of them thought that education might gain a worldwide standard with the effects of the globalisation and everybody could take the advantage of the educational developments. When we examined the opinions of the participants towards the role of the education on globalisation process, participants generally thought that people may being made conscious about the positive and negative effects of the globalisation through education and they should take advantage of these process more effectively. Some of the participants evaluate the positive effects of the globalisation on national education while some of them evaluate its’ negative dimensions. Participants who evaluate its’ positive aspects thought that there would be a common curriculum and everyone would have same educational opportunities and, inequalities between people would remove. Participants who evaluated its’ negative dimensions pointed out that a worldwide education system which would come together with the globalization process would have negative effects on national consciousness. 
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Abstract

The beginning and the first years of teaching can be viewed in various ways. For example, the image of a triangle with the person's teaching in one of its vertices. As a person, the novice teacher has a particular vision of his work and a sense of mission or task. The beginning teacher feels more capable in some areas than others and with a confidence variable with respect to its initial preparation (although this perception may change with the first experiments). From the other sides of the triangle together towards this new professional messages that come from the context of work and messages of social and political context relating to education, quality or otherwise of their initial preparation and what they should or should not make teachers. In their place of work, in concrete form, is facing demands or conflicts, receives support, and asks questions that do not always have the answer. The beginning teacher welcomes, rejected, interpreted and reinterpreted these experiences as a sort of re-shaping the professional identity that maybe he thought he had acquired in their initial training. Present critical perspectives and experiences of professional development national and international training of university teachers. 


Keywords: Beginning teachers; teacher education; professional teacher identity; professional development; university teaching.

1. Introduction
There is a long tradition of studies concerning teachers in their first years of teaching and might think that everything has been said on the subject. However, this is not true. While education remains the core of the work of novice teachers, this work suffers because of constantly changing the continuity of reforms and changes in social and cultural situations. The way each teacher education faces novel is not as a geographical location to another or within sub-cultures within a country. Neither is a historic moment to another.
So the current globalization of many educational policies (for example the internationalization of learning assessments) confronts teachers in different countries with their own performance expectations in other contexts, even though the student populations they teach and their own working conditions are not.
Hence, it remains effective in knowing the specific educational world that is inserted in each generation of new teachers, it manages its demands and how it can be helped to successfully overcome this period of initiation. But it is also relevant studies compared the initiation to teaching. This is to understand not only the complexity of the process of teacher professional growth and development in unique contexts but also the common themes that flow through them, and thus be able to suggest policy adjustments with a view to the particular and the global.
2. Theoretical framework 

To newcomers to this field of knowledge, and to address the integration of teachers about their professional development, we first refer to two frameworks: the concept of employability and significance of professional development. 

The scope of vocational integration is a central and recurring theory and educational practice. Carry out a formal and comprehensive characterization of the study area, however, exceed the intent of this article. Probably not this is the place to come to make a conclusive definition of the term, particularly as the literature on the topic provides an abundant number of definitions.
For the development of the theoretical framework it was on classical sources and to the insertion (Marcelo, 2008, 2009; Mayor Ruiz, 2008; Totterdell, 2002; Esteve, 1997; Vonk, 1996, etc.), and professional development of university teachers (Vásquez, 1976; De Landsheere, 1987; Darder, 1988; Villar, 1990; Benedito and Ferreres, 1992). This work helped us understand the meaning of the terms we address in this article. Some of the main ideas that we took were as follows.
2.1 Signification of professional insertion

Arguably, the study of teacher integration became important first marked from the eighties, even though she was recognized earlier in classic studies of the profession (Lortie, 1975; Lacey, 1977). As a teaching stage marked by problems or worries caused by the variety of situations not covered in initial training (Veenman, 1984; Marcelo, 1993; Marti and Huberman,1993; Talavera, 1994) or conceptualizing the strategies used to handle these situations (Lacey, 1977) the first studies of novice teachers focused more on personal experiences in their contexts of insertion. More recently the focus has expanded to recognize that it is not exactly the same novel to be a teacher in an educational system than another, or one type of school culture than another (Flores and Day, 2006; Avalos and Aylwin, 2007; Kardos and Johnson, 2007). And, understanding the experience of integration as part of teacher socialization, particular attention has been its effect on the configuration or reconfiguration of professional identity (Beijaard, Meijer et al. 2004; Flores and Day, 2006).
Mayor Ruiz (2008) believes that the professional integration in education is the period of time covering the early years, in which teachers have to make the transition from students to teachers. It is a period of tension and intensive learning contexts and generally unknown during which beginning teachers must acquire professional knowledge as well as get to keep a certain balance. This is the concept of integration that assumes Vonk (1996) Dutch author with a decade of focused research in this field: "setting the insertion as the transition from teacher training to a self-employed. The insertion can be better understood as part of a continuum in the process of professional development of teachers "(Vonk, 1996, p. 115).
Should insist on the idea that the period of insertion is a distinct period in the way of becoming a teacher. There is a jump in the gap between the initial and continuing training but has a distinctive and decisive to achieve a coherent and evolving professional development (Britton, Paine, Pimm, and Raizen, 2002). The period of integration and the activities that accompany it vary greatly between countries. In some cases, reduce bureaucratic and formal activities. In other cases, a proposal to form the whole training program intended to assure that teachers entering the teaching accompanied by others who can help.
The employability period is set as an important moment in the path of future teacher. This is an important period because teachers must make the transition from students to teachers, so there are doubts, tensions, should acquire adequate knowledge and expertise in a short period of time. In this first year teachers are beginners and in many cases, even in their second and third years may still be struggling to establish their own personal and professional identity.

One of the problems that the period of integration is to establish links between initial and continuing training of teachers. To join these two stages, the author stresses the English experience Marcelo expressed in a document called CEDPA (Career Entry Development Profile). This document, prepared at the end of initial training period, indicates the general aspects of the training received by the person, the age of the students who can teach, and also includes a list of areas highlighted in relation to teacher standards and four areas that could be improved through the first year of teaching.

In England, the research reviewed by Totterdell et al. (2004) shows that the integration period is set as a part of the training of teachers. Think that the quality of the integration has to do with the rate of retention of teachers in teaching, with job satisfaction, and the development of expertise in teachers. Thus, the integration is understood as a broad term that refers to mechanisms of support for beginning teachers. This mechanism has five main objectives:
· Socializing new teachers in the school culture.
· Improving the skills of beginning teachers.
· Addressing concerns of beginning teachers predictable, as research has shown.
· Ensure the professional development of beginning teachers, linking initial training with their professional development.
· Increase the retention of beginning teachers. (Serpell, 2000)Escuchar
In general, there is great dissatisfaction of both the political and the practicing teachers or trainers themselves regarding the capacity of existing training institutions to respond to the needs of the teaching profession. Specifically, it states: "The initial stages of formation, placement and professional development should be much more interrelated to create a coherent learning and development system for teachers ... One view of learning throughout life for teachers involved for most of the country’s most prominent attention to providing support to teachers in their first years of teaching, and providing incentives and resources for professional development of teachers throughout their career instead of increasing the length initial training" (OECD, 2005, p. 13).
In the chapter on “Policies of integration of teaching”, the author Marcelo indicates that initial teacher training has been the subject of several studies and research.

The teachers in their learning process passes through different stages. These are initial training, placement and career development. Of all these phases, the most widely discussed in this chapter, which begins with the first contacts with the reality of the school-integration-period, assuming the professional role reserved for teachers. The way to address this stage, as the author says, is of vital importance in the process of becoming a teacher, either in a “Beginner or otherwise frustrated in an adaptive teacher”. 

In this sense, Marcelo said that beginning teachers have two tasks to perform (as Feiman, 2001) should be taught and must learn to teach. Also added other tasks facing the profile of teachers, among them are the following: gaining knowledge about students, curriculum and the school context, the proper design of the curriculum and teaching, begin to develop a repertoire teacher to enable them to survive as teachers, create a learning community in the classroom, and continue to develop a professional identity. The problem is, according to the author, when this is added the same responsibilities that teachers with more experience. 

It is important to note that in this period, not only trying to learn to be a good teacher, but it is also time to start to socialize professionally. When does it happen? As the author, begins teaching practices when prospective teachers begin to know the "school culture." But during the employability when this socialization occurs with greater intensity. The novice teachers learn to internalize the norms, values, behaviors, etc. That characterize the educational and professional culture in which it is integrated. Learning to acquire all these items in the period of insertion of a mechanical way, you can play traditional teaching models that are not demanded by today's society. To develop new ways to adapt and improve the integration of teachers, we need at this time to encourage and energize the inquiry, innovation, reflection and personal and professional growth. To do this, we must enhance integration programs, focusing on key actors of the process, mentors, tutors, counselors, etc. It is also necessary learning experiences focused in practice on the needs of students, participation in innovation projects, collaboration with other beginning teachers, etc.

2.2 Professional development of university teaching- concept and critical perspectives

As you said Marcelo (2008) "we live in times of change. Changes sociological, economic, values, demographic, cultural, etc. who are constantly challenging the equilibrium capacity, integration and innovation of our societies and systems. One of the characteristics of the society in which we live has to do with the fact that knowledge is one of the principal values of its citizens. The value of today's societies is directly related to the level of training of its citizens and the capacity for innovation and entrepreneurship that they possess" (Marcelo, 2008, p. 7). 

The author argues that knowledge, today, have an expiration date, which requires us now more than ever to establish informal and formal guarantees for citizens and professionals continually update their competence, because we have entered into a partnership that requires permanent professional training and learning activity.

In the field of teacher training, several terms have been used as a synonym for teacher development. On the one hand we have the definitions next to the concept of training: "recycling of teachers" (De Landsheere, 1987), "teacher development" (Vásquez, 1976, Martinez, 1983), "lifelong learning-training-in-service training" (Montero, 1987), and those other senses that make up the term "development" teacher development "(Griffin, 1883)," professional-personal development "(Rudduck, 1987)," staff development "(Spark and Louck-Horsley, 1990), "professional growth, teacher development (Potolea, 2008; Benedito and Ferreres, 1992). These meanings brought directly from the anglo-saxon, which has achieved tremendous popularity, have led to its use in our context, sometimes with little rigor and helping the confusion inherent in the very end. The plurality of meanings and signifiers that contains traversed by different concepts, perspectives and values make it difficult to delimitation.

In the field of teacher training, several terms have been used as a synonym for teacher development. On the one hand we have the definitions next to the concept of training (of teachers, training of teachers, lifelong learning, continuing education, training and other services...), those meanings that make up the term development (development of teachers, personal-professional development, staff development, professional growth ...). These meanings brought directly from the Anglo-Saxon, which has achieved tremendous popularity, have led to its use in our context, sometimes with little rigor and helping the confusion inherent in the very end. The plurality of meanings and signifiers that contains traversed by different concepts, perspectives and values make it difficult to delimitation. Escuchar

One way to define the meaning of a term like this can be analyzed at least some of the definitions that have been made to derive them those characteristics as specified.

The report on "The University Teacher Education”, the Ministry of Education and Science of Spain commissioned a team of experts (MEC, 1992) defines the professional development of university teaching as: "Any systematic attempt to change the practice, beliefs and professional knowledge of university teaching, to a purpose of improving the quality of teaching, research and management. This concept includes diagnosis of current and future needs of an organization and its members, and development of programs and activities to satisfy these needs”. (MEC, 1992, p.35). This conceptualization highlights some important aspects:

· The change is aimed at both the professional and educational level, social as personnel and university professors.

· The ultimate goal is to improve the quality of teaching, research and management, is the three main functions of the university professor.

· It seeks to respond both to the individual needs as the organization itself.

As pointed out by García Gómez (1999) this lack of [...] a univocal and agreed by all persons and entities that make up the educational research community, helps to highlight the complexity of it and makes it difficult to show a definition. This perspective is shared, among others, Imbernón (2007) when he argues that: "When I talk about professional development, I mean everything that has to do with the change in teachers' professional life and not only new learning required by teachers, whether individual learning as those associated with schools as" development professional group. "Training is a part of this professional development process (another important part is the retributive model of teaching career, working environment...). The formation is legitimized when it contributes to the professional development of teachers as dynamic process of professionalization of teachers, in which the dilemmas, doubts, lack of stability and divergence come to constitute aspects of the teaching profession and, therefore, help the professional development" (Imbernón, 2007, p. 191). 

It seems important to the qualification held by Montero (2004) and with which we agree, in differentiating aspects of Imbernón included in the above quote (retributive model, teaching career and working environment) more as a professional construct their own content, which as aspects related to training. However, each particular circumstance, every life story contains elements of every teacher intertwined in each category, and contribute, or otherwise, to their professional development.

The professional development of university teachers should be based on a set of principles that serve as a framework for political action. In a previous paper (Benedito, 1992, 1994 and 1998) has stressed the need to develop multiple training proposals to contribute to professional development. This is essential to build a solid platform, which finds its roots in the conception of the university, university teaching and professional development. Neurath metaphor - Benedito (1998) - believes the university as a ship that has a specific mission. This suggests that the university should try to evolve and adapt to the twenty-first century in a process of construction and reconstruction of their identity from internal and external changes (globalization, postmodernity, the information society, etc.).

The novice teacher university, mainly in Spain, has similar characteristics to beginning teachers at the lower levels of the education system and also finds striking similarities with the more experienced academics. The novice teacher in their vocational integration is in a period of anguish, uncertainty and insecurities, regardless of educational level. Already Veenam (1984) called it "reality shock." As noted by Vivas, Becerra and Diaz (2005), in general, his work as a teacher just limited to the classroom, building a teaching practice solitary, over time, each teacher stands as a synonym for autonomy.

When compared to more experienced university professors found that the lack of initial training that characterizes the teachers at this level makes them feel ignorant of a conceptual field that supports your teaching practice. That's when the imitation of other teachers who considered models makes them continue with the traditional stereotype that exists in university teaching. 

Professional development - according to Sánchez (2008) - makes up the professional life of teachers, where training is an important element in the integration. Therefore, we must be clear that from the holistic point of view expressed, training is a part of this professional development, which is composed also by other factors such as the teaching profession, professional status, the pay system, the working environment the employment context, etc.

The professional development of university teachers is critical to certain aspects or obstacles that hinder their normal development. These obstacles have been grouped into two major groups: institutional and own the same faculty.

The institutional barriers can include:
· The college is commercializing, so that all changes are aimed at aspects of an administrative or technical, with little impact on teacher development (Benedito, Ferrer and Ferreres, 1995).
· There is some administrative insensitivity regarding the quality of education, because it is uneconomic politically have no signs as visible as other indicators of success more easily quantifiable (Santos, 1993).
· The lack of institutional involvement of universities in teacher training of their professionals, by not considering this training as part of its priorities.
· The university system encouraged more research than teaching, thus the educational activities are of little value in selecting and promoting teachers.
· Excessive workload that has the faculty, especially the teacher who started his teaching career, and lack of organizational flexibility, which makes barely have time for training.
· The still overcrowded, but less and less, of university classrooms that hinder reflective practice and more individual attention to students, along with the precariousness of instructional media.
 With respect to obstacles motivated by the teachers themselves can mention the following:

· Individualism and isolation characteristic of professional practice of university teaching, collaborative research difficult and personal activities and institutional improvement, they need cooperation and coordination.

· Resistance to change due to, among other things, to: a) the strong uniformity of teaching methods; b) the absence of a well-founded training in the importance of educational innovation, c) more focused on teaching theoretical processes that speech. This leads to any improvement effort is considered from the perspective of greater specialization in the discipline.

· The loyalty of teachers to their profession and not the area where the exercise, which Benedito, Ferrer and Ferreres (1995), called "the problem of discretion", forgetting at times of their customers (students) and organization.

· The lack motivation of teachers for teaching improvement.EscucharLeer fonéticamente 

De la Cruz (2001) develops a profile of a university professor to analyze the demands of the role of the teacher from the university, the demands of the task, the students and teacher, reviewing literature on what is a good university professor, expert teacher differences and novel and difficulties encountered by beginning teachers. According to these comparisons a good teacher has the following characteristics:

· Have in depth knowledge of their specialty field

· consists of systematically pedagogically

· is motivated to teach

· is patient, tolerant, flexible and with a sense of humor

· is easy for interpersonal relationships

· knows how to organize, plan, integrate and evaluate the educational content

· have clear exposition

Burgos and Solsona (1986) discussed the results of a qualitative study conducted through interviews with 34 teachers no more than 35 years and who have shown concern and worry about their teaching work. The consensus view, in this study, believes that teaching is the best method for learning pedagogy although most are master classes, teachers rarely raises a serious analysis of the objectives of their subject; teachers showed absence of sufficient time to comply with the agenda but say they do not have a rigorous schedule of the course, prepare lessons and recognize that others do not own, and in terms of student assessment is frequent use of arbitrary criteria (intuitive and subjectively, with no objective criteria of evaluation). The authors believe that teachers have a conception of limited students' students only care adopted, devote little time to study "while many teachers do not know what students think of them. Often, the needs, called training, which teachers manifest, to be translated and become problems, even if not all problems are due to a lack of training. Of the three types of problems identified Burgos and Solsona (1986), labor, infrastructure and teaching-is the latter the most affected.

A fairly prolific author on the study of the concerns of beginning teachers college is Sorcinelli (1992). This paper presents four points highlighted in the origin of this problem (Mayor, 2008, p. 180-181):

· Not enough time: academics acknowledge it difficult to combine teaching burdens of pressure to publish. The interference of research on teaching, teaching in a reflective, often a recurring justification.

· Inappropriate feedback, recognition and rewards: This aspect is related to the stress they cause in the new members of the university community the lack of clear criteria for evaluating teaching, the inadequate recognition that the university offers, and finally, inadequate economic rewards. Some studies such as Gmelch, Wilke, and Lovrich (1986) conclude that when performing formative evaluation with novice teachers contributes significantly to reduce the professional concerns, that is why these subjects are also demanding more support from their departments, and during informal reviews the first year.

· Unrealistic expectations: "This feeling of wandering in the academic arena can substantiate the concerns of new teachers college" (Sorcinelli, 1992, p. 30). New teachers tend to have fairly high expectations, although they are often also those that show and colleagues reinforce these objectives. Ignorance of the real functions of a university professor (teaching, research and management) impact on their image of the profession and how she initially faced.

· Lack of Collegiality: Dissatisfaction with colleagues is often a source of tension training. Melendez and Guzman (1983) find that this issue dominated aspects of the lack of respect and sympathy from colleagues, partly caused by political divisions and professional jealousy, inherent in the university culture.

Traditionally, this topic has been discussed in the Anglo-Saxon context, one example is the work of Mager & Myers (1982), who report that time management is one of the biggest problems, even when this deficiency is also characteristic of other professions, but the flexibility of schedule, the continued demonstration of excellence and the ambiguity of the events pose a particular disadvantage to solve the problems of time. However, as these authors argue, the problems of time are maintained throughout their careers, although the experience of the teacher helps you manage and organize their solutions. The results confirm the importance in this context of the insertion period beginning teachers and stress the need for a variety of proposals, systematically planned and discussed institutionally.

3. Experience in university academic staff

In this section we will not relate all the actions that the education authorities, universities, groups ... have been conducted in recent years, but we draw the consequences of those actions to intuit what / is are the paths that are emerging about the professional development of academics. First, we must note that the training of university teachers has not had, until now, with legislative backing as in the other educational levels.

Several authors therefore consider it a singular figure on which the increase in recent years the studies are analyzed, basically, the process of socialization. It is true that research in this field have been developing for over 25 years primarily in the United States, Canada and the European Union. However, the current reforms that are designed for European universities is increasingly necessary to consider and address, so strong, this particular figure. 

Mayor Ruiz (2008) states that in the last thirty years the number of teachers increased dramatically and it seems that the constant tendency to continue growing in coming years. In the 1971-1972 academic year were recruited in Spanish universities and 25 344 teachers in the academic year 2005-2006 about 101 775 teachers. The problems can find the junior faculty within a university in a time of change increases the difficulties to face the process of socialization.

At present, many Spanish universities are beginning to become interested in teacher training of university teachers, develop programs and activities aimed at improving teaching. Professional development for university teachers in Romania to date has not been produced in an organized or cyclical, especially in an optional formula largely inspired by the personal motivation of teachers. The most common ways to conduct professional development activities are done both internally (workshops) and externally (training rooms). As proof of this present, then the websites that feature some of Spanish universities and several international scene centers on teacher training and in particular novice.

Table 1. The websites of universities offering training for beginners

	University
	Formation of novel

	IES University of Barcelona
	College Clip. Online courses for university teachers:

http://www.ub.edu/ice/virtual/clipuni/cursos.htm, 

Master in University Teaching for new teachers:
http://www.ub.edu/ice/universitat/novells/

	IES University of Sevilla.

http://www.ice.us.es
	Novice Training Program http://www.ice.us.es/archivos/convocatorias/novel06-07.pdf.

Based on mentoring processes using clinical supervision as a strategy.

	IES the Polytechnic University of Madrid:

http://www.ice.upm.es
	Initial Training: http://www.ice.upm.es/Actividades/?cf=2yc=FI
Advice for institutions and teachers.

The Institute of Education Sciences (IES), through its team of specialist teachers, informs, advises and guides the teachers and the institutions of the university on issues more directly related to the field of Science Education: teaching projects, plans study, scheduling of subjects and topics, learning assessment, innovation method-cal support, selection and production of educational resources, tutoring, designing innovative experiences for teaching, assessment of teaching quality and institutional, educational research, etc..

	IES de la University of Deusto: http://www.ice.deusto.es
	Among its objectives: advice to teachers after the different courses. Among its activities states: helpdesk to teaching, which teachers can use for all kinds of inquiries or request resources related to teaching action.

	IES  the Polytechnic University of  Catalunya:

http://www-ice.upc.es
	Reception Programme: http://www-ice.upc.es/acollida.htm

	University Autonom of Madrid
	Learning and Instruction Center:

http://www.uam.es/servicios/apoyodocencia/cai/default.htm

	IES the University of Zaragoza
	Services and Training Activities:

http://www.unizar.es/ice/#Actividades%20para%20profesores
Diploma in teacher education:

http://www.unizar.es/ice/Diploma/diploma-06-07.pdf. 

Initial pilot program for faculty:

http://wzar.unizar.es/org/disposiciones/profesorado/295.pdf

	University of Granada
	Teacher Training Secretariat:

http://www.ugr.es/%7Evic_plan/formacion/principal.html
They have courses for new teachers:

http://www.ugr.es/%7Evic_plan/formacion/ceguido/ceguido1/index.htm

	University of Málaga
	Educational Innovation Service:

<http://www.uma.es/ieducat> Training of junior faculty:

http://www.uma.es/ieducat/V_curso_noveles/pagina_inicio_V_curso. htm

	University of Huelva
	Service of the Teaching Innovation:

<http://www.uhu.es/innovacion_docente>

	IES University of Alicante

http://www.ua.es/ice
	Project Research Networks in teaching:

<http://www.ua.es/ice/eees/redes/presentacion.html



	IES de la Polytechnic University of  Valencia. http:// www. ice.upv. es/marco/c/marco. htm
	Reception Programme:<http://www.ice.upv.es/marco/c/marco.htm> 

Initial Training Program: <http://www.ice.upv.es/marco/c/marco.htm>



	Educational Support Unit of the University Jaume I of Castelló: <http://www.uji.es/CA/ serveis/use>
	Training program for teachers Novel:

<http://www.uji.es/serveis/use/formacio/novell/pfn0405.html>

	ICE University of Murcia:

http://www.um.es/ice
	Introduction to University Teaching:

<http://www.um.es/ice/u-funiversitaria/cidu/index.php>

	ICE Extremadura

http://www.unex.es
	Service Orientation and Teacher Education. <http://teice.unex.es/> Training Plan:

<http://www.unex.es/unex/servicios/sofd/areas/fp/archivos/ficheros/ formacion/planformacion0607b.pdf>

	Instructional Development Centre (IDC)

Queen's University (Canadá) <http://www.queensu.ca/idc>
	Among its activities is the consulting professors, departments, faculties and committees.

	Group for the Development of Teaching and Curriculum (GFCD)

University of Oslo (Noruega) <http://www.uio.no>
	Among its activities has a consulting service aimed at:
- Projects of the university on quality improvement.
- Curriculum innovations and restructuring of the medical studies, pharmacy, law, chemistry and theology.
- Realization of individual portfolios.



	Office for Educational Development

University of Limburg (Bélgica) <http://www.luc.ac.be>
	Among his activities: Support to teachers addressing four aspects:
- Training and communication experts (for example  networking, documentation centers, websites, collaboration with other centers).
- Support for people working in educational development.

- Projects, tasks
- Developing our own program

	ICE University of Oviedo:

<http://web.uniovi.es/ICE/ redaccion.htm>
	Initial Training Program:

<http://web.uniovi.es/ICE/form_ini.htm>

	Organisational and Staff Development Services (OSDS) University of Western Australia http://www.csd.uwa.edu.au/ osds/


	Among its objectives to support teaching and learning initiatives, facilitating an approach to developing a flexible teaching and learning with faculties and departments and support organizational development, for example strategic plans in power or organizational units. One of its activities is defined as consultancy work units, faculties and departments.


Since the late 1990s has been compiled and studied the documents of various countries (Benedito-Coord-, 1992:74) until now, has written something more worthy to be taken into account. The contributions of Marcelo (1991) on initial training, Benedito (1991) on lifelong learning and Villar (1991) on professional development models, have provided further documentation that once collected and analyzed can give us more knowledge.

Conclusions

As we have seen in international initiatives, we cannot say that there is a clear vision and a general trend which can indicate a path or a firm perspective. We understand that it must construct a perspective that takes into account, at least these points:

· The professional development should focus on the development of groups of teachers and professors taking into account both the institutional climate and the personal side.

· The proposals should come from the groups of teachers aware of the need to improve teaching from the creation of a collective state of involvement.

· We are concerned about the large number and dispersion of international proposals. Should not matter the quantity but the involvement of teachers and the development process.

· We detect a certain ineffectiveness of the services and institutions, not activities, but the low level of involvement they cause.

Whereas the literature, we dare to point out some ideas that may help the professional development of teachers:

Teachers should be regarded as active learners who construct their own meanings of the active participation of professional development processes. Therefore, those approaches that consider them passive recipients of ideas and instructions have little chance of success. Consideration should be given a more active role of teachers in the design and implementation of initiatives to professional development.

Teachers should be treated as professionals and encouraged to exercise leadership in the educational process.It is important that professional development is situated in the daily teaching practice rather than theories of contexts far removed. It is interesting to think abstractly but act locally, in the next reality and context of each. It's also interesting to see the stages and life cycles of teachers in order to maximize the options for change and improvement in schools. It is necessary to focus on direct professional knowledge that teachers need, and from there, explore new approaches to curriculum organization.Escuchar
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Rediscovering the Roles of Mentoring Activities in the Process of Higher Education Professionalisation 
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Abstract

Professionalization through higher education forms the object of several discussions and reviews in the academic environment everywhere. There is, from this point of view, a special concern for accentuating the interest for improving the quality of the practical training of graduates through the direct takeover of certain behavioral models from the persons holding an expertise in this field, (mentors, tutors…).

In this paper we will present some aspects of mentoring in academic settings with an emphasis on philosophical, psychological, pedagogical, sociological perspectives. A new paradigm for Higher Education is proposed: the mentoring paradigm. 

Some important practical consequences are analyzed.

Keywords: Higher Education professionalisation, academic mentoring, didactic mentoring, professional mentoring,  mentoring paradigm

1. Context

The problem related to teenagers’ employability, the problem of the quick transfer of competences, the shortening as far as possible of the professionalization time …, here are several problems faced by the higher education everywhere in the last decades.  

All these processes are frequently correlated with mentoring activities. 

The importance of a mentoring relationship was discussed even from the antiquity, where it is mentioned that Odysseus entrusted his son, Telemachus, to his friend Mentor to advise him and take care of his education.  

Over time, the custom to take on young apprentices who lived and worked with their master was signaled periodically. They learnt skills and abilities thus becoming master craftsmen themselves capable of taking over the tasks.

Nowadays, mentoring practices are approached - to their largest extent – as processes whose essence consists in the transmission of abilities and information from experienced persons to debutants. 

Having this meaning, mentoring activities were associated to quality professional training. Specialized literature mentions the fact that since the 1970s mentoring has spread in the United States of America mainly in training contexts (Parsloe, 2000). 

In the same period, it began to spread in an organizational sense as well. 

Since the 1980s mentoring has begun to extend in the United Kingdom, for example, where it is widely used in the working and training environment.

Such professional strategies also have many applications in training students for teaching roles (Furlong, Maynard, 1995). They are present in such countries as France, Spain, Greece and Italy since the 1990s (Felice, Tagliavini, 2003).

Mentoring can be found more and more often mentioned in Romania in relation to the process related to teachers’ initial training especially in the period after 1994 -1995 when the British Council extended the interest for English language teachers’ professional training to other categories of teachers. 

Europe has taken the lead on developing and demanding mentoring standards for mentoring programs or schemes. These standards cover everything from purposes, selection of participants, measurement, what the mentors and mentees/protégés/partners do together, and more. 

An essential moment for asserting mentoring activities was the creation in 1998 of a European Mentoring and Coaching Council (EMCC). On this occasion, mentoring skills were considered as part of a leadership or managerial style. All this movement distinguishes itself through the focus on the highly practical and experiential ‘self-managed learning by doing’. 

The U.S. and Canada haven’t embraced a set of recognized mentoring standards, although many organizations establish their own standards of quality for mentoring. 

Nonetheless researches and policy reports (Career Guidance in Europe's Public Employment Services, commissioned in 2005 by the European Commission Directorate-General for Employment, Social Affairs and Equal Opportunities) have expressed the concern that occupational information alone and traditional matching of people and jobs are not enough.

Today, there is a solid agreement around the idea that mentoring could enrich the career counseling profession's contributions to individual development and expand access to a broader range of customers. 

The Lisbon Strategy also specifies that through an enhanced quality of career guidance services on a cost-effective level it is expected to obtain better levels of employability and an increased adaptability of workers.

2. What Are the Hypostases in Which Mentoring Can Be Found in the University Environment 

A mentoring relationship can develop under a cloning model, nurturing model, friendship model and apprenticeship model – Buell stated (2004). Such a cloning model is about the mentor trying to "produce a duplicate copy of him or her self."

Having this meaning, several types of mentoring relationships can also be identified in the university environment, according to the mission on which the university teacher (UT) focuses at a certain time.

2.1. Academic mentoring→ is identifiable to the situation in which the UT initiates and familiarizes the student with the science and research spirit.

The mentoring relationship focuses, in this case, on the valorization to the maximum of the UT-student interaction for the performance of the abilities/competences transfer in the field of:

· the projection and accomplishment of researches, and of the valorization of their results in the professional fields in which the specialization is made;

· the writing of papers and articles with a scientific content;
· the presentation of works with a scientific content within congresses, conferences, symposiums;
· the publication of scientific content materials. 
2.2. Didactic mentoring → may be defined as the relation based on which the UT initiates and familiarizes the student in the teaching-learning-evaluation activities field. This kind of mentoring is associated to the training for becoming a teacher. Generally, there are two ways in which students take over certain behavioral models specific to the didactic career. On the one hand – from the UTs who succeed in drawing the attention on their qualities as teachers (in this case, it is about an implicit mentoring, very little made aware or even not made aware). In the analyzed situation, the UT is not focused on the model of teacher offered to students, although he could have special qualities in this respect to be appreciated by students more than his capacity as expert, for instance.   

On the other hand, the acquisition of qualities and competences as a teacher is made within training programs for the didactical career (offered by department structures in universities, specialized for this purpose)*. If the first reminded form of mentoring is implicit, little made aware, the second one is explicit, systematic, having well stated purposes and objectives.

Didactic mentoring thus acquires complex functions and is organized at several levels. 

* In Romania these structures are named Departments for Teachers’ Training.

Whether it is about implicit or explicit forms, didactic mentoring refers, in the content, to the takeover according to the model:  

· of a certain style of organizing the teaching process
· of a certain type of relating the teacher to students (attitudes to...students) 
· of a certain behavior as evaluator
· of the manner to solve certain problems of a psychological, pedagogic, didactic nature
· of a certain manner of promoting school culture and the professional teacher status 
2.3. Professional mentoring → is identifiable to the situation in which the UT initiates the student in the process related to the obtainment of relevant behaviors for the profession/specialization he trains for at a university level.

In this regard, although a university teacher teaches one or several disciplines which seems/seem to have their own identity, such contents are an integral part of a complex process related to student’s training for the chosen field/profession/specialization. When teachers do not have the ability to ensure the coherence of the professionalization program and disclose through the taught disciplines the specific ethos of the targeted field,  students encounter difficulties in understanding the significance of certain knowledge, in its operationalization, in their professional integration process.  

Through professional mentoring, students obtain such behaviors as:

· the obtainment of a certain professional style: analytic/synthetic, inductive/deductive, algorithmic/heuristic, retrograde/creative;

· the resolution, based on certain models, of professional problems;

· the valorization of certain relevant aspects from a professional point of view and their minimization/negligence; 

· the adoption of certain professional attitudes: involvement/detachment, enthusiasm/indifference, openness /opacity, dynamism/passivity, sufficiency/self-sufficiency;  

· assimilation (more or less) of the deontological code specific to the profession;

Sometimes, the same teacher exercises all the three forms of mentoring, and each of them becomes tributary to his personal style: 
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Fig.1.The dimensions of the mentoring activity underdone by the Higher Education teaching staff

In any of the three versions (academic, didactic or professional mentoring) two essential levels of performing the activities and of training/development of the attitudes transmissible as behavioral models may be highlighted: the Ist level (related to the takeover of cognitive-reflective attitudes) and the IInd level (related to the takeover of procedural/action behaviors). 

	I-st level mentoring
	II-nd level mentoring

	informative-formative nature
	formative-informative nature

	focused on cognitive competences
	focused on procedural competences

	preponderantly reflective
	preponderantly situative

	explicit
	Implicit


Fig.2.Comparison of the Ist level mentoring with the IInd level mentoring

The first mentoring level is performed in the academic environment, the second mentoring level is performed in the target professionalization area: in the research center for the researcher’s training, in school for the teacher’s training, in the enterprise or in the specific professional field (the economic, sanitary, agricultural environment....) for the expert’s training.

What we seem to consider important to underline is the fact that a UT exercises such mentor functions at all the three levels even when not being aware thereof. Of course, from this point of view, it would be desirable that the university teacher be aware to the largest possible extent that he constitutes for his students a model to be followed from several points of view, positively or negatively. We pay the same importance to the fact that a university teacher must be aware which is the competence area he wishes to develop at a certain moment through the activities with his students:  the researcher area? the teacher area? the expert area?

On a careful analysis of university practices we establish the maintenance of a deficit in students’ practical training field, such students considering that the university “teaches them” theory and the professional environment in which they perform their practical activities requests them resolutive behaviors for which they received no satisfactory initiation.  

From this point of view, we estimate that an important role is attributed to that who intermediates the meeting between the two professionalization environments: the academic environment and the professional environment – i.e. to the didactic personnel ensuring the coordination of practical activities. Each of the three professional categories: the UT, the practitioner and the intermediary (the practice coordinator!) exercises specific mentoring functions:
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Fig.3.The manifestation areas of level 1 and level 2 mentoring

In his capacity as mentor, the practice coordinator offers himself as a model:

· through the supply of strategies to approach the targeted organizational environment and the professional teams in which the beginner shall integrate 

· as regards the manner to organize applicative activities

· as a social actor manifesting himself in a distinct professional field and intervening/interacting/ /promoting/popularizing/evaluating etc

In our opinion, the roles exercised by the UT can be “formed/developed” much more efficiently through the assimilation in (their) professional behavior of the mentoring paradigm. From a practical point of view, it would suppose the saturation of the action and intervention of the UT by the functions of the behavioral model. 

Here are, in this regard, several (positive) consequences which can occur at the level of activities performed in higher education as a result of the assimilation of this paradigm:

· the teaching activity ceases to be a simple act of transmission of knowledge and becomes an occasion to share personal experiences through which the UT himself “discloses” the manner in which he “discovered” his specialization field;

· professional training ceases to be a simple familiarization with a certain professional field and is transformed in an ample and complicated process to create opportunities to learn professional behaviors relevant for the field in which the beginner is initiated;

· the student’s training to become a researcher shall be made not only through the “procurement” of science but – especially! – through understanding the spirit of science and assimilating, step by step, the researcher behavior and attitudes.   

3. Substantiation of the Mentoring Paradigm  

As anyone can establish, in the current context of the development of university education, the roles exercised by the university teacher continuously become more complex. He/she cannot remain a simple supplier of information - even if it is about highly processed and interpreted information or cognitive values and essential attitudes by reference to the act of knowledge – but becomes a social actor whose activity is analyzed and evaluated in terms of performances. 

The productions of the academic environment are defined as “university qualifications” acquiring, in this manner, economic attributes.

Mentoring activities – forming the object of such analyses - are intrinsically related to the professionalization process. 

For this reason, the mentoring paradigm can be considered the desirable pedagogical answer to the current professional training and development needs. 

3.1. Philosophic Substantiation of the Mentoring Paradigm

Definitions of mentoring tend to be used without clarification of the philosophical basis of the activity (De Anne Brockbank, Jan Mc Gill, 1998). However, many authors signal the necessity to establish ethical standards in the mentoring field. This process starts by the creation of a moral context within which the expert shares his/her experience to novices sincerely, without constraints and without abusing in any manner. The main mission of mentoring activities is to familiarize the novice with the values and deontological code specific to the field in which he/she specializes.
3.2. Psychological Substantiation

Young people need and want mentoring for a variety of reasons – as Negovan, V., (2006) states. Generally, they need assistance, supervision, counseling, surveillance ... throughout their professional training, until they succeed in acquiring the basic acquisitions creating them the certitude that they “walk” on a right path. Regarded from this perspective, the mentoring relationship consists in the establishment of an interaction, with an interpersonal nature and based on mutual trust, between two people “with learning and development as (its) purpose” (Megginson D,. and Clutterbuck D., 1995)
3.3. Pedagogical Substantiation 
The mentoring activity can be considered not only a pedagogical answer to the current professional training and development requirements but also a continuous pedagogical challenge for the fact that, in essence, it supposes a focus on the following problem:  What is it to learn for an unknown future?

The inclusion of novices in mentoring activities constitutes, for such considerations, a pedagogical exercise with a situative nature for which the educator/mentor uses his/her entire availability and proficiency. 

3.4. Sociologic Substantiation 

The mentoring problem cannot exclude the role of organizational factors. Caruso (1992) reported that between other ‘mentoring help’ functions that have been identified in the mentoring literature some of the major importance are: ‘learning organizational culture’ and ‘learning organizational policies’. These aspects may form, at a certain time, the object of mentoring activities. The main purpose targeted in these situations is to create a bigger opening of the university environment to the professional environment and to facilitate graduates’ insertion on the labor market.

Conclusions 

The analysis we propose herein is far from exhausting the arguments for which we consider that the mentoring paradigm is worth becoming a methodological instrument desirable in the current activity of any UT.

However, we try to synthesize several arguments supporting the advantages of the assimilation of this paradigm in the academic environment, irrespective of the mission assumed by the university at a certain time: 

· the university training performs an initiation in a distinct professional field and/or in the scientific research field (mentoring activities facilitate the beginner’s integration in any of such fields);

· the mentoring activity involves an occupational dimension having the mission of ensuring the beginner’s progress in career – on the one hand – and the development of psycho-social functions through which the beginner is inserted in the professional field (Kram, 1985) or in the high level scientific research field. Mentoring is regarded in this respect as a one-to-one interactive process, of guiding the learning development, based on the premise of the active involvement of both parties and on the assumption of their obligations according to the status. (idem, Kram)

· through mentoring activities, the situative learning, as learning directly performed in practice communities  (Lave, J., & Wenger, E., 1991; Kimble, C., & Hildreth, P., 2008), experiential learning (J. Dewey, 1938; J. Piaget, 1970; Kolb, D.A., 1975),  work integrated learning (Stephenson, J. & Weil, S., 1992),  transformative learning (Mezirow, J., 1997, Merriam & Caffarella, 1999), reflective learning (Schön, D., 1984; McAlpine, L. & Weston C., 2000;  Neil, I. , 2009) are stimulated. All these forms of learning highlight the direct acquisition of very significant behaviors from a professional and/or scientific point of view.

· Mentoring activities create the most advantageous professional context for ensuring the transfer of competences from the expert to the novice.

· Being organized in the very environment where different types of abilities are exercised, mentoring activities facilitate the achievement of a quick professional and/or scientific progress through the fact that they provide immediate feedback. 

Mentoring activities favor the opening of the professional and scientific field in the extension of the theoretical training by moving the accent from the informative aspect of the university training to the practical and formative aspect. These dimensions contribute to the largest extent to the delineation of the graduate’s professional and scientific profile. 
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Abstract

Only through reflection on their activity, teachers can identify their strengths and weaknesses, they can adjust their teaching style in order to achieve educational goals. Doing so, the teachers can determine students to reflect on their learning activity to improve it, they can form and develop metacognitive skills. Reflective practice of the teacher is a deliberate examination of educational practices, aimed at gaining a deeper understanding of the entire educational process for improving it. A major objective of reflective teaching is to determine the students to practice an authentic, sustainable, self-regulated learning, in which the metacognitive dimension is very important.
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1. Introduction
In the contemporary world, we are witnesses of a deep and rapid change process, which inevitably affects education. So, in this context, the teachers realize that their educational practices are overdone and old-fashioned and they have to replace those practices with new and modern ones, which place the student in the center of educational process. 

This replacement is difficult because teachers don’t have some precisely benchmarks to quide themselves in this process. This situation represents a real challenge for teachers. A reflective practice of the teacher can be a good start for solving this problem.

Only through reflection on their activity, teachers can identify their strengths and weaknesses, they can adjust their teaching style in order to achieve educational goals. Doing so, the teachers can determine students to reflect on their learning activity to improve it, they can develop to their students metacognitive skills.

2. The meaning of the teachers reflective practice

 J. Dewey (1933, apud. Pollard, 2008) used for the first time the term „reflective teaching”. The author explained this concept, by contrasting „routine action” with „reflective action”.

According to Dewey, „routine action” is guided by factors such as tradition, habit and authority and by institutional definitions and expectations.  On the other hand, “reflective action” involves a willingness to engage in constant self-appraisal and development. Reflective practice implies flexibility, rigorous analysis and social awareness.

After the study of Dewey, the term of reflective action was developed and applied to teaching.  

Many researchers were interested to define the term “reflection” in education and they named it in a different ways, such as: reflective practice, reflective teaching, critical reflection, reflective thinking.

Schon (1983, apud. Pollard, Gougoulis, 2002, 1) describes “reflective practice” as a professional activity in which practitioners reflect, both in-action and on-action,  in order to improve their professional effectiveness.

Reflection in-action occurs during an event, such as a course or an applicative activity, and requires the teacher to act and to observe those actions at the same time. Reflection in-action usually takes the form of experiments to adjust and improve actions as an event proceeds.

Reflection on-action takes place after the activity when full attention can be given to analysis without the necessity for immediate action and when there is opportunity for the teacher to receive assistance from other teachers in analysing the event.

According to Ross (1989, apud. Taggard, 2005, 17 ), reflective thinking is „a way of thinking about educational matters that involves the ability to make rational choices and to assume responsibility for those choices.”

Lasley (1992, apud. Taggard, 2005, 17) consideres that „reflection refers to the capacity of a teacher to think creatively, imaginatively and at times, self-critically about classroom practice.”

Reflective thinking is nothing else but „a disciplined inquiry into the motives, methods, materials and consequences of educational practice. It enables practitioners to thoughtfully examine conditions and attitudes which impede or enhance student achievement.” (Norton, 1994, apud. Taggard, 2005, 17 )

According to Pollard (2008, 14), the reflective practice of the teacher has seven key-characteristics. So, reflective teaching:

· implies an active concern with aims and consequences, as well as means and and technical efficiency;

· is applied in a cyclical or spiraling process, in which teachers monitor, evaluate and revise their own practice continuously;

· requires competence in methods of evidence-based classroom enquiry, to support the progressive development of higher standards of teaching;

· requires attitudes of open-mindedness, responsibility;

· is based on teacher judgement, informed by evidence-based enquiry and insights from other research;

· enables teachers to creatively mediate externally developed frameworks for teaching and learning;

· reflective teaching, professional learning and personal fulfillment are enhanced through collaboration and dialoque with colleaques.

So, reflective practice of the teacher is a cognitive demarche, a deliberate examination of educational practices, aimed at gaining a deeper understanding of the entire educational process for improving it. It requires informed and logical decision making on educational matters and then assessing the consequences of these decisions. 

Reflective teacher is the one who ask him self about the educational process, the obtained results, the methodology adopted, about  the ways in which the students became  able to learn effectively and also to develop students  metacognitive skills.                       

A reflective teacher must possess skills in relation to: understanding the needs, aspirations and opportunities of the students;  planning, analysis and selection of effective teaching strategies; classroom management;  monitoring and evaluation of learning achieved by students.

In higher education, it is very important to develop to the  students the “learning to learn” competence, a competence which becomes even more important as we want a quality education today, a student-centered educational process. Only through reflection, the teacher can achieve this goal.

The reflection process isn’t something easy for teachers. A reflective practice of the teachers requires making important steps. To become reflective, the teachers have to:

· step back and think  about their educational practices to make them better, assessing their impact and considering their value;

· train themself to be reflective; if the teacher make this, the students will learn the value of that skill for themselves; 

· train the students to be reflective; the teacher has to ask his students to reflect on their activity, to identify what went well and what went wrong for improving their learning process. This is a effective way to develop metacognitive competences;

· be informed about the current educational debate, about the changes which occurred in educational field;                                                             

· think about reasons behind the didactic activity. Being a reflective teacher also means to think about not just the management of the course, but the reasons behind it;

· use some written accounts of experiences; 

· make self-reports. Self-reporting involves completing an inventory or check list in which the teacher indicates which teaching practices were used within a course or within a specified time period and how often they were employed. Self-reporting allows teachers to make a regular assessment of what they are doing in the classroom. They can check to see to what extent their assumptions about their own teaching are reflected in their actual teaching practices. 

· use journal writting, which iss a valuable tool for developing critical reflection. The goal of journal writing is to provide a record of the significant learning experiences that have taken place, to help the participant come into touch and keep in touch with the self-development process that is taking place for them, to provide the participants with an opportunity to express, in a personal and dynamic way, their self-development

· use collaborative diary keeping;

· recording the courses can provide a basis for reflection; many significant classroom events may not have been observed by the teacher, let alone remembered, hence the need to supplement diaries or self-reports with recordings of actual lessons. (Richards, 1991,4-5)

3. Metacognition – a key-competence for an effective learning

Flavell, considered the parent of the “metacognition”concept , which was taken-over and developed inside the cognitive psychology and the sciences of education agreed the following meaning: 

"Metacognition relates to the knowledge that we have about our own cognitive process, about their products and about all which relates with those, for example the pertinent proprieties for learning information and dates.

Metacognition relates to the active evaluation, to the adjusting and organizing these processes according to the cognitive objectives or dates that these assume, usually serving an aim”. (Flavell, l976, 232)

From this definition results two important aspects for metacognition concept:

· knowing by the students the own cognitive processes and their products, these transforming into metacognitive knowledge;

· adjusting their own cognitive processes, that supposes the instrumentation with metacognitive strategies and abilities. 

After the studies conducted by Flavell, metacognition has become an area of interest for many researchers of cognitive psychology and for many practitioners of  education, which gave its different interpretations. 

So:

· metacognition is defined as reflection, as intuition of how to solve a task, a problem, a situation, including identifying the negative aspects in order to avoid then, based on connections that can be done deliberately, controlled, in different contexts, by self-regulation (Schoenfeld, 1987, apud. Joita, 2002).
· metacognition "is nothing more than returning to yourself, acting in the learning process itself ... it is the interrogation of the meaning and importance of our acts, which allow the structuring of our  intelligence and personality” (Meirieu, 1992, apud. Cerghit, 2002, 219); 
· metacognition is an "analysis of our intellectual functioning; it’s an analysis (or self-analysis) of information processing systems which any person puts into it to learn, remember, solve problems or lead an activity "(Raynal, 1997, apud. Cerghit, 2002, 219); 
· Jensen (2001, apud. Joita, 2002) consider that metacognition and metamemory represent the superior level of brain activity (metalevel), expressed in solving problems, monitoring knowledge, using the reflection etc.;  
· metacognition is a positive factor of the self-training and transfer, "being a reflection of the learner on his own learning process and it opens new perspectives for action and remedies the teaching plan” (Cucoş, 2006, 162)

G. Schraw (1998, 114-115), one of the authors of the Metacognition Awarennes Inventory, make a distinction between two components of metacognition:

· knowledge of cognition;

· regulation of cognition. 
Knowledge of cognition refers to what individuals know about their own cognition or about cognition in general. It includes at least three different kinds of metacognitive awareness: 

· declarative knowledge,

· procedural knowledge, and 

· conditional knowledge.

Declarative knowledge refers to knowing “about” things. It includes knowledge about oneself as a learner and about what factors influence one’s performance. 

Procedural knowledge refers to knowing “how” to do things. It refers to knowledge about doing things. Much of this knowledge is represented as heuristics and strategies. 

Conditional knowledge refers to knowing the “why” and “when” aspects of cognition. It refers to knowing when and why to use declarative and procedural knowledge. For example, effective learners know when and what information to rehearse. Conditional knowledge is important because it helps students selectively allocate their resources and use strategies more effectively. Conditional knowledge also enables students to adjust to the changing situational demands of each learning task. 

Regulation of cognition refers to a set of activities that help students control their learning. Research supports the assumption that metacognitive regulation improves performance in a number of ways, including better use of attentional resources, better use of existing strategies, and a greater awareness of comprehension breakdowns. 

Regulation of cognition refers to: 

· planning involves the selection of appropriate strategies and the allocation of resources that affect performance; examples include making predictions before reading, strategy sequencing, and allocating time or attention selectively before beginning a task;

· information management strategies relates to skills and strategies used to process information as efficiently as possible: to organize, to systematize, to synthese, to focus on certain aspects of learning; 

· comprehension monitoring refers to one’s on-line awareness of comprehension and task performance. The ability to engage in periodic self-testing while learning is a good example.

· debugging strategies  include strategies used to correct errors occured in the learning process, which affect learning outcomes and the performance;

· evaluation -  to analyze the performance and effectiveness of strategies used, which  is done at the end of a sequence of learning.

Metacognition highlights a principle and  also a goal of education: the students become a real active participant to his own development.

Approaching metacognitive strategies, realizing the importance of involving in the educational activities and the contribution that the student must have in the process of his own becoming, the teachers can help their students to practice a successful learning, a learning ending with good results and then with socio-professional success.

4. Metacognition development through reflective practice of the teachers
A major objective of reflective teaching is to determine the students to practice an authentic, sustainable, self-regulated learning, in which the metacognitive dimension is very important.

Having metacognitive skills, students are able to know their own cognitive processes and to control and adjust these. Thus, metacognition empowers students with some important skills, like: to set their own goals in learning, to take their own learning tasks, to work independently, to schedule time for individual study, to continually assess their knowledge, to transfer their knowledge in different contexts, to acknowledge both the strengths and weak aspects of their learning style, to select optimal techniques, processes, methods of learning.

Metacognition accompanies the learning process, giving to the learner the opportunity to reflect on this process and become aware of the responsibility devolving upon his own training.

Only through an authentic support from some teachers who reflect on their educational practices and realize the important responsibility they have in training their students, these can develop and revaluate such metacognitive skills that ensure their academic, professional and even socially success.

Using adequate didactic strategies, including here the metacognitive strategies, too, the teachers must develop to the students, beyond the cognitive, instrumental - applicative, attitudinal competences, also metacognitive competences. 

Those permit them to evaluate permanently their own knowledge, the way of function of the cognitive processes, their own abilities and capacities; to operate the transfer of knowledge and to use the acquisitions in various situations; to realize the strong points and also the deficit aspects and to intervene for their disposal; to optimally select the techniques, processes, methods of learning reporting to the proposal/self proposal objectives.

Because it includes "the knowledge that the subject has about the function of his own cognitive system and could optimize its function” (Mic1ea, 1999, 323), the metacognition, as a part of self cognition, could represent the way of an effective learning.

To practice an authentic learning, students must learn how to learn, to develop metacognitive skills. The teachers have an important role in this process, because they  help students to realize that they must become responsible for their own learning and use all their available resources: cognitive, affective and motivational.

 Thus, in order to develop students' metacognitive processes, Bondy (apud. Sălăvăstru, 2009, 196), gives teachers a few suggestions. 

So, the teachers have:

· to initiate discussions about metacognitive activities involved in solving learning tasks, in order  to estimate the difficulty of the task, setting objectives, choosing appropriate strategies;

· to encourage the students to make some journals about their learning activity;

· to ensure a permanent feedback; 

· to teach the students how to make an objective self-assessment;

· to plan the steps necessary for the learning process; 
· to practice effective learning  techniques; 

Making al these activities, the student is forced to reflect at his own learning process, identifying his strenghts (to prezerve) and weaknesses (to remove) of his cognitive style.

Metacognition is essential to successful learning because it enables individuals to better manage their cognitive skills, and to determine weaknesses that can be corrected by constructing new cognitive skills. Promoting metacognition begins with building an awareness among learners that metacognition exists, differs from cognition, and increases academic success. The next step is to teach strategies, and more importantly, to help students construct explicit knowledge about when and where to use strategies. A flexible strategy repertoire can be used next to make careful regulatory decisions that enable individuals to plan, monitor, and evaluate their learning. (Schraw, 1998, 123)

Metacognition must become an active component of  academic learning, but in order to achieve this goal, the teachers must develop a reflective attitude about their activity with students, have to choose the most appropriate teaching methods, organizing an authentic learning environment and to place the student in the center of the educational  process. 

5. Conclusions
 A reflective approach to teaching involves changes in the way the educators usually perceive teaching and their role in the process of teaching. Teachers who explore their own activity through critical reflection develop changes in attitudes and awareness which they believe can benefit their professional growth as teachers, as well as improve the kind of support they provide their students. 

Teachers engaged in reflective analysis of their own teaching report that it is a valuable tool for self-evaluation and professional growth. Reflective practice of the teachers suggests that experience alone is insufficient for professional growth, but that experience coupled with reflection can be a powerful impetus for teacher development.

Reflective practice of the teachers is a fundamental process in enhancing professional development and, also, it is an important source for improve the learning process of the students, through developing metacognitive skills. The metacognition development and its exploitation in educational contexts represent  important resources for a deep and lasting learning of the students, ensuring the quality of the whole educational process.
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Abstract

In higher education, structural changes concern: the access of the potential students, higher education articulation arrangements with other forms of training, the frame of the studies programme etc. Referring to the curriculum and process, the reforms action: on the duration of each cycle of studies, on the organization of the academic studies, on areas of specialization, on common discipline share in area of specialization and specific disciplines of narrow specialization, on computerized education, on methodological guidance, student-teacher relations. Entrepreneurial orientation of universities is based on the need to adjust their optimal external environmental pressures and re-model university management as economic organizations. 
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1. Characteristics of Higher Education Reform

When we talk about the reform of education as an institution we take into account “a series of innovations within a unitary and balanced system where functional changes of both general framework (for example the duration and ratio between the subsystems, the balance between the core syllabus and the selective education ramifications, the articulation of successive levels, the age limit for formal education, etc) and its inner part i.e. the curriculum, processes and resources (for example updating technologies, perfecting textbooks and syllabuses, changes in the teacher-student relationship, etc) occur periodically.” (Bîrzea, C., 1976) At the higher education level, the structural changes aim at the ways of access to higher education, ways of articulation between higher education and other forms of instruction, the organization on cycles (degree, master and doctoral studies). At the curriculum and process level the reforms operate on: the duration of each cycle, the organization of the studies on specialization fields, the ratio of the subjects common for the specialization filed and the subjects specific to a narrow specialization, the computerization of education, the methodological orientations, the teacher-student relationship, etc.  

The contemporary education reforms show a series of tendencies such as: (Bîrzea, C., 1976)

The tendency to operate simultaneously and globally at all education levels, in an integrated and non-fragmentary way, for different education cycles. This tendency underlines the systemic character of education, each of the components interacting and influencing the others. We can say that the whole system reflects the performance of its weakest component. This means that, if primary education functions at low standards the effects will be felt on the efficiency of higher education.  

The second characteristic of the education reforms is their universality. The educational reforms have a global character; they act within any education system. This is a result of understanding the importance of education to the social progress and social welfare

The contemporary reforms bear resemblance with regard to their problems and strategies. Up to the first half of the 20th century the reforms carried out at a national level bore little resemblance. Nowadays we can talk about a globalization of education, of the problems it faces and of the reforms carried out in reply. Most of the universities have to contend with a massive increase in the number of students, a diversification of departments, an increased demand for adult education, an unprecedented growth of the influence of new communication techniques and, as a result the reforms implemented in different countries share certain characteristics.   

There are different types of reforms, according to the impact they have and to the level they operate at. (according to Chiş, V., 2002). The reform by extension put into practice by generalizing the successful experiences gained at the local or regional level.  At the higher education level this type of reform was brought into being by generalizing the successful experiences at the European and world level. Thus, the credit transfer system, the adoption a three-cycle programme based on the 3-2-3 system, the admission based on application files, the use of interactive pedagogy, etc  are some of the  consequences of introducing international good practice to the Romanian higher education system. “It is assumed, in this case, a model or prototype of the change, developed under certain circumstances but invested with more or less general traits” (Chiş, V:, 2002). The risk associated with this type of reform consists in the impossibility to adapt the reforms to the cultural, national and local characteristics of the regions where the universities are located. This may lead to the existence of structures and models that cannot be put into practice. 

The innovation reform, of accelerating the changes that have already been brought about. This type of reform was promoted in the Romanian Higher Education after 1997 and especially after signing The Bologna Declaration on the European Space for Higher Education in 1999. 

The systemic reform of restructuring the whole education system, and thus of the higher education as well. “The reform of the system is built on coherent educational politics and it forms the starting point for all other innovations” (Chiş, V., 2002). Has there been a real systemic reform in the post-communist Romania? Significant changes occurred especially at the curriculum level. At the higher education level the reform of the study structure will lead to innovations in the curriculum, to openness towards the educational market etc. 
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Figure I. Systemic reform model according to Chiş, V., 2002

In the following we will focus on the changes that must be made at the level of university management in order to make the most of the opportunities provided by the external environment and to minimize the risks of the external threats. 

In order not to display an empiricist attitude uncharacteristic to the academic environment I will render evident a series of theoretical models of adaptation of the academic units to the external environmental pressures. These models offer an alternative to traditional higher education. As Donald E. Hanna (1998), specialist in educational communications at the University of Wisconsin shows, the new models operate either independently and in an incipient form or at the margin of organizations with other core businesses or priorities. 

Hanna (Hanna, D.E., 1998) describes seven models of non-traditional higher education organizations: extended traditional universities, for-profit adult-centered universities, distance education/technology-based universities, corporate universities, university/industry strategic alliances, degree/certification competency-based universities, and global multinational universities.

Extended traditional universities. Understanding the importance of attracting the adult population, traditional universities have created extensions designed to educate adults. These extensions are financially independent of the parent organization, flexible, and they operate according to the principles of the free market. The process of education is carried out outside the traditional premises of the parent organization.  The curricula are adapted to meet the needs of the students in the area. The Romanian universities that have developed extension units in smaller towns in the area they function provide such an example. These extension units aimed at university colleges in the beginning and later at graduate studies, in response to the training demands in the area.  

For-profit adult-centered universities. This refers to those profit-centred institutions that are legally accredited to provide higher education. Fee-paying customers represent the target group of these organizations. The founders can be shareholders and can cash dividends if the organization earns profit.  The advantage of these organizations is that they are very flexible and are oriented to meet the training needs. They are less oriented toward research. What is more, the investments made in facilities such as laboratories or libraries are minimal. The curricula of such universities focus on professional training, career and career development.  This type of institution can be found in the post-communist Romania. Even though the legal framework does not allow for universities that take the form of limited liability companies, the university foundations that have been set up are profit-centred, sometimes to the prejudice of the quality of the academic process. 

Distance education technology-based universities. These universities make use of the technological developments and the communication technology promoting flexible forms of organization such as distance education, education on the internet, educational software, etc. Distance education and technology based universities turn to a good account the tradition of education by correspondence and the education by the means of radio or cable television. This type of universities also addresses the traditional student as well as the adults in the community. “This model, or features of this model, can be found under other names, such as online universities, virtual universities or open universities. They can rely on state funding or private funding sources or can be organized as syndicates. They can be oriented towards the local, national or international market” (Deem, R., 2001) Open University from Great Britain successfully illustrates this type of university, combining the technology used for distance education with an effective system of tutoring and assistance provided to the learners.   

Corporate universities are established by corporations for the training and professional development of their own staff. These organizations provide training, professional development and qualification services for all their employees, but mainly for the members of middle and top level management. Even though they are called universities these organizations do not pursue academic aims.   

University-industry strategic alliances. This model refers to partnerships between universities and economic agents that operate in the high technology field. The economic agents resort to the material and human resources of the universities to improve their products, while the universities find new opportunities for fundamental and applicative research, increasing their income. “A series of interactions is generated between organizational cultures, aims, operational principles and different presumptions.” (Deem, R., 2001). We can say that academicism meets pragmatism influencing and shaping one another. Universities also provide educational services for the employees of the companies and initiate strategic alliances with publishing houses, telecommunication companies with a view to increase the quality of the didactic and managerial activity. 

Degree and certification competency-based universities. The changes on the labour market require both new competencies for the employees and their certification and validation through diplomas. Universities posses the necessary tools to develop and validate some competences that already exist. The system of accreditation and validation of the competencies acquired in both formal and informal contexts has already been implemented in many European countries (such as France, England, Switzerland, etc). The institutions that issue language and computing certificates provide such examples.  

	Table I.1. Comparison between traditional organization and dynamic organization Greiner, L.,E. (1998,14)

	ORGANIZATION

	Traditional
	Dynamic

	Focus on control and procedures
	Focus on development and change

	Stress on the separation of powers and responsibilities, the tasks must not intersect
	Lack of strictly defined rights and obligations

	Communication is done from the higher rank to lower rank members through instructions and announcements
	Communication is done from top to bottom, from bottom to top and at the same level

	Limited cooperation between departments
	High degree of cooperation between departments

	“Unity of command” principle
	Open communication networks

	Limited range of authority, several hierarchical levels
	Larger range of authority, fewer hierarchical levels

	Omniscient staff
	Shared responsibility between all staff

	Little teamwork
	More teamwork

	The organizing functions like planning, supervising and implementing are strictly separated, little feedback
	The organizing functions like planning, supervising and implementing are intertwined, continuous feedback and improvement


Global multinational universities. These universities, most of them online or virtual, but also organized in a traditional way, that can be attended by student from all over the world, have succeeded in breaking the linguistic and spatial-temporal barriers between  the students.  The integration of the global universities within the socio-cultural space of the nations where they function is still a problem. What do universities want to build up? Which values should be conveyed? What weight should the national values be placed upon among the global values? The educational politics and the macropedagogy must find not only fast but also correct answers to these questions, in order to avoid mistakes that can affect generations of students. 

Duderstadt, (2000), cited by Pintea, S., (2001) describes nine ways in which universities can adapt to the constraints of the external environment: World University (addressing to students and teachers from all over the world, financed through international sources), Diverse University (adapted to attend to an ethnic, racial, cultural, geographical and economical heterogeneous population), Creative University (centered on novelty: new professions, new pedagogies, new alliance partners), Divisionless University (where clearly designed boundaries tend to disappear giving way to integrative branches of knowledge), Cyberspace University (offering educational service to everyone, everywhere and at any time), Adult University (centred on academically and emotionally advanced students),  Lifelong University (centred on the permanent interaction with the former students, helping them to adapt to the changing environment, attracting them to take an active part in the university life as teachers, counselors or models for the students to follow), Ubiquitous University (exponent of the pubic culture, a system that connects social institutions such as schools, libraries, museums, hospitals, media etc) and Laboratory University (focused on research, experiment, and testing). 

Summarizing these models and forms of evolution we can say that (according to Chiş, V., 2002, p. 44) the development of universities is done nowadays through integration and differentiation. Integration refers to the inclusion in the concept of university of the polytechnic institutes and of some forms of short-term study programmes (such as colleges). Differentiation “consists in the specific services provided by the institutions, the specialized knowledge disseminated, as well as the type of students, future consumers on the labour market.” (according to Chiş, V., 2002, p. 44). The universities develop connected educational services aiming at adult learners, new forms of organization (short-term study programmes, distance education, online education) and open their gates to different categories of students. 

In order to adapt to changes, the universities have to transform from inertial to dynamic, flexible organizations. The characteristics of this type of organizations are shown in the table I.1. 

2. The Entrepreneurial Orientation of Universities

The entrepreneurial orientation of the universities is based on the necessity for optimal adaptation to the pressures of the external environment and on the reorganization of the university management using the model of business organizations. As Ruth Dunkin shows, (Dunkin, R., 2000), „nowadays, a university has to be entrepreneurial and fiercely competitive in order to be successful”.

Jochen Ropke, (Ropke, J., 1998), provides shades of meaning for the concept of entrepreneurial university. Thus, in the context of entrepreneurial orientation: the university itself, as organization, becomes entrepreneurial, its members – professors, students and other salary earners – become entrepreneurs and the interaction between the university and the external environment is based on an entrepreneurial model. 

According to Clark (Clark, R.B., 2000) entrepreneurial universities take risks, promote new practices, innovate and change structures, promote new relationships and respond to the market demand. The author suggests the term innovative university instead of entrepreneurial university. This type of universities promotes innovativeness and risk, but they are free from the negative connotations of being excessively market-oriented. 

According to the same author, in order to become entrepreneurial a university should undergo several changes. There should be a well-consolidated decision centre which includes members of both the university central administration and the academic departments (Faculties, Departments, and Colleges). These members are to form the managerial nucleus that allows for a flexible approach to the external demands. It should develop an extended dynamic periphery meant to naturally integrate the university with the local community, and to be profit oriented with the help of some centres, which are genuine entrepreneurial university extensions. A diversified financing base should also be created. When the government subsidies are reduced, it is the entrepreneurial university that seizes every opportunity to diversify the income through signing research agreements with economic agents, providing various educational services, promoting adult-oriented programmes, charging fees, turning the results of the research to good account, etc. In addition, there should be a well-stimulated academic nucleus, represented by the traditional academic departments (research and teaching centres) focusing on specific subject areas, new or old, as well as on interdisciplinary subject areas. These units remain as the place where most of the academic work is carried out. The universities should also develop an integrated entrepreneurial culture, open to changes. This integrated entrepreneurial culture that should be adhered to by most of the university members.     

Charles Kleiber, the Swiss State Secretary for Education and Research (cited by Pintea, S.,  2001 apud  Veltz, 2001) set forth four key elements with regard to the part played by universities in the context of the entrepreneurial orientation: the universities which usually hold a peripheral position in the society have to become major instruments in the process of changing the newborn knowledge-based society; the universities have to expand from the national or sub-national level towards the  European and global one; the universities have to change their bureaucratic administration into a self-regulatory one while relying on competitiveness and cooperation; autonomous universities have to turn into organizations that promote learning, integrated in the international networks. Entrepreneurial universities are key actors of the regional development; they go beyond the local context and become global also through integration into university syndicates, becoming flexible and innovative educational organizations.  

In order to become entrepreneurial, the universities have to abandon safety and formalism and to adopt the model promoted by the small entrepreneurs. 

Gibb (Gibb, A., 2000) elaborated a set of guiding principles for the design of entrepreneurial organizations. This set of principles is valuable at the level of both the university global management and the management of the group of students. They are applied in the learning activities to help students become the entrepreneurs of their own education and in their daily life. These principles stipulate the following:

Building and consolidating a strong sense of property so that each employee identify with the university and its activities. At a micro-level, that of the learning management, it can be asserted that it is necessary to develop the students’ sense of property over their own learning process and over the results of their learning. This means developing the students’ sense of responsibility by involving them actively in the didactic process.   

Strengthening the students’ and teachers’ feelings of freedom and autonomy. These feelings and values, assumed by the managerial, academic and students’ body create the framework for freedom of speech, creativity, cooperation, innovation, risk taking which benefit both the individual and the university as organization. 

Maximizing opportunities for holistic management which relies on methods used to identify the needs of the employees and of the students. These needs are correlated with the needs of the institution in the external context. It is a model of change oriented from the inside to the outside. 

Tolerating uncertainty and intuition in the decision making process in order to take risks, stimulate creativity and build trust. 

Developing the responsibility to see beyond appearances and the present moment.  The entrepreneurial university must seize the present opportunities and foresee or create those of the future. The decisions must respond to the present demands and anticipate the future ones at the level of the didactic process. Forming the critical spirit of the students, their capacity for objective analysis, for detecting risks and opportunities represent objectives of the education at a university level. 

Gradual development of attachment. The managers should not expect the staff members to adhere to change and innovation the moment these are identified as necessary. Developing attachment is a laborious process which requires a long period of time if the professors and the students feel valuable and useful for the university in question.

Encouraging the building of relevant networks of partners and suppliers of their own with whom to establish relations of cooperation and trust, win-win relationships for each of the partners. These partners can be other universities, economic agents in high-technology fields, public authorities, communication companies, food companies, publishing houses, etc.    

Learning from mistakes in order not to repeat them and to make use of the previous experience in more efficient future activates.  

Entrepreneurial learning and teaching (Gibb, A., 2005): through an integrated approach to knowledge (between faculties and departments, between various social and humanistic subjects, between arts and science and between implicit and explicit knowledge;  offering opportunities for experiential learning; creating the framework for putting the explicit knowledge into practice by assigning more time to reflection and reaction learning; balancing the relationship between how to teach and what to teach; innovating assessment and the accreditation procedures; changes in the basic concepts of the philosophy of learning, especially in the field of management.  

Avoiding strict delimitation and supporting hierarchical control systems. The entrepreneurial university supports cooperation and network forms of organization as opposed to rigid hierarchical structures.  

Encouraging strategic thinking both at the management and teacher level and at the student level. 

Encouraging personal contact as a basis for building trust between management and employees and between teachers and students. The humanism should break through in higher education beyond the profit and the strategic management. 

In very conservative universities entrepreneurial forms appear at their periphery, within the university extensions in other cities which are left to be governed by the rule of chance. These take risks trying to find a place on the learning market. “Thus, entrepreneurship is a natural, innate, ecological reaction, a form of adaptation trough entrepreneurial reaction.” (Clark, 2000)

3. Action to be taken for a better future

In order to increase the efficiency of the managerial activities at university and faculty level, the following should be taken into account: (Ionescu, M., 2000, p.78-79)
Creating new interaction between pre-university education and universities, between them and the social-economic and cultural environment where they function; the development of viable partnerships between universities, the public sector and the corporate sector. 

Stimulating the interaction between universities and the economic and administrative environment. The universities have understood the importance of their openness towards the community and of the efficiency of their partnership with various social actors. Thus, the representatives of the local communities are involved in the decision-making structures of the universities, research and training agreements are signed between universities and economic agents. 
On the other hand, the universities begin to act as genuine key actors of the local and regional development. In this respect, the strategy developed by the “Aurel Vlaicu” University of Arad states:

· Providing specialized consultancy services to economic agents;

· Participating in the creation of instruments for regional development;

· Participating in the creation of strategies for regional development;

· Developing applied scientific research projects in agreement with the demands of the economic environment; 

· Cooperation in the field of scientific research;  

· Research agreements with economic agents;  

· The development and diversification of the economic environment of the region and the use of the creative potential of the area by designing a Business Incubator as an instrument for the regional development within the  “AUREL VLAICU” University of Arad;

· Cooperation in the field of trainer training, instruction and European integration;  

· Cooperation in order to ensure the necessary number of specialists in the required fields and with the requested level of training; 

· Elaborating management, marketing and regional development strategies by designing The Technology Transfer Centre, the Business Incubator and their implementation in the Arad West Industrial Zone.

· Decentralization and a new university management;

· Diversifying the forms of higher education to meet the more and more diversified training needs of a community. The diversification must be done both vertically (by creating various hierarchical structures specific to higher education such as organizing higher education on cycles) and horizontally (by diversifying the forms of organization on the same level and the specializations). It is necessary that the borders between the levels of specialization and those between specializations be made more flexible in order to allow the students to accede to superior levels (master and doctoral studies) and to acquire more than one specialization.  .

· Rigorous selection of the candidates, either at the admission stage or during the studies in order to make sure that the graduates are equipped with the skills and knowledge required on the labour market. Objectivity and transparency should provide the basis for selection. 

· Organizing distance education and organizing the whole learning process from the point of view of distance education pedagogy, promoting suitable didactic resources and modern teaching methods.  
· The reform of higher education syllabuses by introducing the European Credit Transfer System and even its generalization, as well as its orientation towards the students’ freedom of choice. 
· Individualizing higher education by reducing the number of compulsory courses and increasing the number of optional and elective courses so as each student acquire knowledge in both their key subject area and in the field of their non-professional personal interests.  
· The computerization on a large scale of higher education and making the most of the psycho-pedagogical attributes of the computer and other electronic means of information and communication. Facilitating the students’ access to e-mail and Internet.  
· Involving the students in the scientific research process either by their participation in students’ debating circles, scientific meetings, research projects or in extracurricular activities.  
· Promoting mobilities for teachers and students within partnerships with other universities in the country or abroad. 

· Integration in the European higher education structures by aligning to the European efficiency, competency and quality standards and even the international reforming of structures in a convergent way represents a course of action in close correlation with the joint curriculum development and research. 
In order to meet the demands of an entrepreneurial university, it is necessary that all members and faculties, not only the pedagogical ones, adopt the pedagogy and didactic of higher education. That is why the new projects of higher education pedagogy also aim at (Chiş, V., 2002):
· Creating units for the research and practical application of the pedagogy and the teaching methodology in the teaching process in universities; 
· Professionalizing the didactic career for all the segments of the educational system; 
· Preparing and launching of a Certification Program for university didactic career.

The university methodology should be reconsidered and learning approaches used in the higher education should be innovated if these goals are to be achieved.
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Abstract

This study investigates relationships between general intelligence level and teaching performance in 179 higher education teachers from a Romanian state university. The sample covers all academic ranks. General intelligence was evaluated using Raven Standard Progressive Matrices. A measure of teaching performance was developed in order for students to appraise their teachers’ performance. Results show no significant correlations between general intelligence and teaching performance. There are significant differences in teaching performance according to teachers’ gender and study area, students’ gender and year of study.

Keywords: general intelligence; teaching performance; students’ appraisal.

1. Introduction

The quality of educational services in universities is mainly influenced by the quality of teachers. This is an essential factor for the success of universities, given the strong competition on educational service market. Teachers’ selection process aims to assess individual characteristics associated to different outcomes in task performance area. This type of performance is largely associated with individual differences in cognitive abilities area.

In Romanian higher education system, teachers’ professional selection process includes criteria such as: academic grades, content knowledge, teaching skills, scientific and research activity, age, educational level. Psychological characteristics are not evaluated in the selection process. Research studies conducted in various countries pointed out relationships between different psychological variables (such as emotion regulation, personality, cognitive abilities, social skills, and thinking style) and professional performance in teachers (Sutton, 2004; Bontas, 2008; Nicola, 2003; Zhang, 2007, Ebmeier & Ng, 2005; Stronge & Hindman, 2006).  

Mental ability measures are frequently used as a selection method (Salgado, Viswesvaran, & Ones, 2005). In general, higher levels of general intelligence are associated with more years of education and a higher occupational status. There are important differences in general intelligence level between occupations, so that people with higher IQs are found in higher status occupations (Gottfredson, 1997; Schmidt & Hunter, 2004, cit. in Geary, 2005). For certain jobs, work samples have a slightly higher predictive validity than intelligence tests, but IQ is the best predictor of performance for most jobs and it is the best predictor of learning ability in work settings, even for jobs where work samples are a valid selection criterion.

The predictive validity of intelligence measures increases with increasing job complexity and therefore the usefulness of these measures in predicting performance varies from one occupation to another (Schmidt, Hunter, 2004, cit. in Landy & Conte, 2010). In modern societies, higher status jobs are characterized by requirements that vary from one day to another, the ability to learn new information and integrate them into existing professional knowledge schemata, the ability to make judgments and assessments, to identify and to quickly solve problems and to compare information from different sources. The ability to meet these requirements is facilitated by fluid intelligence components, including working memory, attention control and processing speed. A person with a higher level of general intelligence is more likely to succeed in a work activity involving large data processing requirements, unlike a person with lower general intelligence. A high level of general intelligence still does not guarantee success at work, as long as the job requires other individual attributes (social skills or certain personality traits). 

Although IQ seems to be a valid predictor of job performance, studies show that a small portion of performance variance is explained by general intelligence. In the worst case, the average validity coefficient between measurements of cognitive ability and performance measurements is 0.20 (Ghiselli, 1966; Wigdor & Garner, 1982, cit. in Kaufman & Lichtenberger, 2006), which explains 4% of professional performance variance and in the best case, the coefficients reach 0.5, which means 25% of variance. Recent research showed that emotional intelligence is important in obtaining professional performance. High professional performance requires that skills, professional knowledge, and general intelligence need to be supported by the ability to perceive, understand and manage emotions, meaning emotional intelligence (Jaeger, 2003). 

 Regarding effective teaching, many studies pointed out different aspects important to teaching performance. Okpala & Ellis (2005) have identified five qualities of effective teacher: interest and care for students and their instruction, teaching skills, content knowledge, interest in teaching, and verbal skills. Erskine-Cullen & Sinclaire (1996, cit. in Solomon & Sekayi, 2007) lists among the main characteristics of successful urban teacher: empathy, respect for students, flexibility, patience, humor, collegiality, and high levels of energy. Haberman & Post (1998, cit. in Solomon & Sekayi, 2007) suggest that teacher selection should include the evaluation of issues such as: self-awareness, self-acceptance, interpersonal skills, empathy, and effort motivation, the ability to manage violence and to manage a chaotic environment.

Recent approaches in teacher performance generally consider knowledge or competence as performance predictor, but there is no uniform or generally accepted model of personal characteristics included in competence (Laursen, 2005).

Kane, Sandretto & Heath (2004), aiming to investigate the qualities of effective teacher, asked the heads of departments from several universities to nominate teachers whom they consider very efficient. Their work was based on perceptions of colleagues and students regarding different teachers’ quality. Data analysis led to the identification of five areas that make up teaching excellence: content knowledge, teaching skills (clear communication, connections between the scientific information and real life events, organization, motivation), interpersonal relationships (respect for students, empathetic and caring), research - teaching connection (integration of research in teaching) and personality (enthusiasm, passion, humor, and approachable, developing authentic relationships with others). Schaeffer et al. (2003) have identified as characteristics of effective teacher, according to students’ perceptions, the following qualities: approachable, creative and interesting, supportive and caring, enthusiastic, flexible and receptive, well informed, having realistic expectations, fair and respectful. Schmelkin & Spencer (2002), using a group of students from different academic years, showed that they perceive as effective teaching attributes such as: caring, interest in students' opinions, communication clarity and openness to different perspectives.

Students’ appraisals of teacher performance are widely used in order to improve the instruction process and to facilitate student learning. Other practical implications of this appraisal are teacher retention, promotions or awards (Wilson 1998, cit. in Simpson & Siguaw, 2000). Students’ appraisals of teacher performance have some advantages (Fraser, Walberg, 1981, cit. in De Jong & Westerhof, 2001): they are less expensive than external evaluators and the perception of students is based on daily interaction with teachers, allowing the identification of relevant teaching behaviors. Other reasons for the popularity of these appraisals are that students are considered clients / beneficiaries and their evaluations are less affected by error than those of an outside observer, and they are anonymous (Seiler & Seiler, 2002, cit. in Sarkis & Seol, 2010). Students’ appraisals on teacher performance could be a good predictor of students' learning results (Wilkerson et al., 2000).

In Romanian education system, teachers’ individual characteristics are generally recognized as important aspects involved in teaching effectiveness. Unfortunately, accepting this truth does not produce practical implications. Teacher’s selection process in Romanian universities does not always consider psychological characteristics as important selection criteria. 

2. Method

This research represents a correlation study and has as main objective to investigate the relationship between teachers’ general intelligence and teaching performance in a Romanian state university. Another important research objective was the development of a valid and reliable measure for teaching performance appraisal. The study investigates the existence of statistically significant differences in teaching performance according to several demographics (teachers’ gender and area of study, students’ gender, and students’ year of study).

Hypothesis

The main hypothesis of this study supposes that general intelligence is a predictor for teaching performance.

Participants

The participants are 179 teachers from a Romanian state university. This university has 11 faculties and approximately 500 teachers employed. In order to insure a representative sample, a stratified sampling procedure was used, based on the following criteria: faculty, didactical rank, and gender. At the last level of sampling, the participation was based on volunteering.

There are 78 (43.6%) male teachers and 101 (56.4%) female teachers in this sample. Their ages vary from 23 to 65 (m=38.62, σ=12.16). The sample includes 13 junior teaching assistants, 45 teaching assistants, 61 assistant professors, 33 associate professors and 27 professors. 

1765 students’ appraisals were collected for these teachers: 601 (34.1%) appraisals from male students and 1164 (65.9%) from female students. Students’ ages vary from 18 to 66 (m=22.23, σ=4.86). 1 564 (32%) students are freshmen, 532 (30.1%) are sophomores and 669 (37.9%) are senior and master students. With few exceptions, each teacher has 10 students’ appraisals.
3. Measures 

Raven Standard Progressive Matrices were used in order to measure general intelligence. 

A Behavioral Observation Scale was developed for the assessment of teachers’ professional performance from students’ perspective (Ionescu, 2009). Teachers’ professional performance was conceptualised as a multiple criterion. The scale contains 8 dimensions: 

Knowledge in Specialized Area: various, recent information in specific professional area and in connected fields.

Cognitive Flexibility: the ability to organize and structure information; ability to easily pass from abstract to concrete levels and reverse; analytical and synthetic ability.

Communication Skills: the ability to express a clear, coherent message; listening ability; compatibility of different forms of message (verbal, nonverbal, paraverbal); feedback rendering.

Teaching Skills: the ability to guide students in developing professional competencies; the ability to enhance students’ motivation for study; an interactive teaching style; error correction in order to improve students’ activity.

Ethical Conduct: conformity to deontological principles and organizational rules.

Relationship with Students: the ability to develop trustful relationships with students; helping and supporting behaviors.

Emotional Maturity: emotional equilibrium; stress tolerance; self-awareness; self-control.

Didactical Technology: efficient and adequate use of didactical methods and means; communication and pursuit of didactical objectives.

Each dimension contains several behavioral examples with a 5-step Likert-type response scale. The correlations between each dimension and the final score of teaching performance are significant (tabel 1). Alpha Cronbach’s coefficients for the dimensions of teaching performance are: Knowledge in Specialized Area: .884; Cognitive Flexibility: .885; Communication Skills: .901; Teaching Skills: .912; Ethical Conduct: .784; Relationship with Students: .898; Emotional Maturity: .866; Didactical Technology: .783.
Exploratory factor analysis showed that the 8 dimensions of the scale explain 49.64 % of performance variance.

4. Results

Teachers’ IQ level has a mean of 119.57, with σ of 15.15 and the means for teaching performance dimensions are: 4.2401 (σ = .27786) for Knowledge in Specialized Area, 4.0352 (σ = .31442) for Cognitive Flexibility, 4.1535 (σ = .30963) for Communication Skills, 3.7970 (σ = .35447) for Teaching Skills, 4.4769 (σ = .22419) for Ethical Conduct, 4.0715 (σ = .32874) for Relationship with Students, 4.5015 (σ = .22660) for Emotional Maturity, 4.4697 (σ = .22171) for Didactical Technology, and 4.2182 (σ = .22031) for overall Teaching Performance
There are no significant correlations between IQ level and teaching performance (table 1).  

Tabel 1. Correlations between IQ and dimensions of teaching performance

	
	1
	2
	3
	4
	5
	6
	7
	8
	9

	1. Knowledge in Specialized Area
	1
	
	
	
	
	
	
	
	

	2. Cognitive Flexibility
	.790(**)
	1
	
	
	
	
	
	
	

	3. Communication Skills
	.709(**)
	.772(**)
	1
	
	
	
	
	
	

	4. Teaching Skills
	.744(**)
	.748(**)
	.790(**)
	1
	
	
	
	
	

	5. Ethical Conduct
	.374(**)
	.342(**)
	.372(**)
	.373(**)
	1
	
	
	
	

	6. Relationship with Students
	.544(**)
	.561(**)
	.712(**)
	.638(**)
	.427(**)
	1
	
	
	

	7. Emotional Maturity
	.271(**)
	.267(**)
	.374(**)
	.232(**)
	.496(**)
	.472(**)
	1
	
	

	8. Didactical Technology
	.609(**)
	.631(**)
	.603(**)
	.644(**)
	.389(**)
	.530(**)
	.295(**)
	1
	

	9. Teaching Performance 
	.833(**)
	.851(**)
	.888(**)
	.868(**)
	.580(**)
	.808(**)
	.520(**)
	.756(**)
	1

	10. IQ
	.073
	.154
	.159
	.105
	.023
	.105
	.095
	.088
	.106


** Correlation is significant at the 0.01 level (2-tailed). 

There are statistically significant differences between male and female teachers in Communication Skills (t = -3.293, sig. = .001) and Relationship with Students (t = -2.020, sig. = .045).
Areas of study were divided into 2 categories: a. Humanities: 116 participants from faculties of Economics, Sports, Law, Letters, Educational Sciences, Socio-Humanistic, and Theology.   

b. Science: 63 participants from faculties of Electronics and Computers, Mechanical Engineering, Mathematics, and Sciences.  
There are statistically significant differences between those two categories, teachers from Humanities area scoring higher in: Cognitive Flexibility (t = 2.370, sig. = .019), Communication Skills (t = 3.258, sig. = .001), Teaching Skills (t = 2.657, sig. = .009), Relationship with Students (t = 2.205, sig. = .029), Emotional Maturity (t = 3.499, sig. = .001), and overall performance (t = 2.673, sig. = .008).  

There are statistically significant differences in overall teaching performance according to students’ gender (t = -1.994, sig. = .046). Female students’ appraisals are higher then male students’ appraisals. 

There are statistically significant differences in Knowledge in Specialized Area according to students’ year of study. Freshmen appraise more favorable then senior students (sig. = .027). 
5. Discussion

IQ mean of 119.57 for this sample is higher than IQ mean in general population (100) (Landy & Conte, 2010). This result can be explained by the fact that participants belong to a particular professional population. They are not selected from the general population. 
The work of this professional category requires high levels of mental ability. Teaching in higher education involves various and complex requirements, the ability to learn new information, to combine them, to make judgments and assessments, to identify and resolve problems quickly and to compare information from several sources. Rapid changes in knowledge, competitive market dynamics in higher education community, and legislative changes imposing new operational conditions and criteria, require human resources with a high potential for adaptation, and one of the premises of this potential is general mental ability. Research has shown that predictive validity of intelligence measures increases with increasing job complexity (Schmidt & Hunter, 2004, cit. in Landy & Conte, 2010).

Another argument supporting the higher mean in IQ is that all participants graduated various educational stages, with high and very high academic results. These educational outcomes are used as a selection criterion for university teachers. Studies indicate that correlations between IQ scores and school grades are 0.50, which means that 25% of the variance of academic results is explained by IQ tests. 75% of variance is due to other random factors affecting school grading and to individual differences in personality such as conscientiousness and openness, which influences study skills, and also to some external factors such as the attitude toward learning in family, teachers or peers (Haslam, 2007). Other studies have found lower correlations between general mental ability and academic results. Investigating a sample of 222 students from a university in Shanghai, Song et al. (2010) found a correlation of 0.27 (σ = 0.01) between students’ general mental ability and their average academic grade.

Except for job complexity, another factor thought to interfere with the relationship between general mental ability and work performance is work experience. This variable is a moderator, as work experience increases, the relationship of the other two variables decreases. Investigations showed that the predictive validity of general mental ability is stable and does not decrease over time with increasing professional experience. This is explained by the fact that general mental ability is the factor that makes possible the use of experience, leading to increased performance (Gibby, 2007).

Results in all dimensions of professional performance, as well as the overall score, are placed above the score 3, which represents the theoretical mean of the response scale. This placement of the results in higher scores area of the response scale suggests the presence of a halo effect. This conclusion is supported by strong correlations between the dimensions of professional performance, conceptualised as independent aspects of professional success. This finding is consistent with other studies that have reported the existence of a halo effect when using a measurement that includes Likert-type response scales (Darby, 2007).

The highest means were obtained for Emotional Maturity scale (4.50), Ethical Conduct (4.47), and Didactical Technology (4.46) and the lowest mean was obtained for Teaching Skills (3.79). Emotional Maturity recorded the highest average in spite of negative asymmetry in its distribution and the existence of extreme scores in the lower area of the distribution.

In average, teachers score higher on teaching performance dimensions addressing emotional stability, the way to react in general and in difficult situations. According to students’ perceptions, their teachers are calm, mature, and stable in reactions, with low levels of aggressive behaviour, and consistent in their attitudes and opinions.

Higher mean in Ethical Conduct indicates that students perceive their teachers as respecting ethical standards and conduct rules such as fairness in assessment, non-preferential and discrimination-free treatment towards students, punctuality, respect for promises made, and dignified behavior. Teachers also obtain higher scores on Didactical Technology scale, which means that their work satisfies requirements such as: communication of learning objectives for each study unit, efficient management of time, communication of assessment criteria, good coverage of course material through tests, approach of discussion topics consistent with the study area they teach.
Students appraise less favorable teachers’ Teaching Skills, despite the fact that this scale mean is above the theoretical mean of the response scale. According to students’ opinions, less frequent behaviors of their teachers include: stimulation of student involvement in teaching activity by adopting an interactive style, stressing the connection between the themes discussed in class and students’ future professional skills, encouraging critical and independent thinking of students, motivating students to learn more, treating mistakes as learning opportunities.

The fact that female teachers obtain higher scores than male teachers in Communication Skills dimension indicates that they are perceived as more receptive to the reactions of others in communicational situations, as being clearer and more coherent in message transmission, as having the ability to easily decode nonverbal signals of other speakers, as being more able to adapt the message to the verbal understanding level of their communication partner. The fact that they decode more easily nonverbal cues facilitates the interactions with others, by the fact that this allows a finer tuning to the needs of communication partners.

These differences were investigated by multiple studies that have shown that men and women differ in nonverbal behavior and in their ability to decode this behavior. Thus, women perform better than men at decoding nonverbal messages, at facial expression of emotions, they establish eye contact more frequently than men do, they are more expressive in gesture, while men maintain a greater personal distance than women, they make more speech errors, they have more pauses in speech, and they are more agitated and more expansive in body movements (Hall 1984; Hall, Carter & Horgan, 2000, cit. in Lippa, 2005).

Female teachers obtain statistically significant higher scores than men in Relationships with Students scale. They establish to a greater extent relationships based on mutual respect with students, they engage more in helping behaviors, they are perceived as more empathetic, compassionate, easily approachable, considering and treating the students as their equals. Having this way of establishing interpersonal connections with students, female teachers create a more comfortable class climate, which facilitates learning. These are consistent with the social perception on female gender role. Women are considered more interested in emotional aspects of interpersonal contacts; they are associated with greater affiliation needs, emotional support, and care for others. Women obtained higher scores on personality traits like Tender-mindedness and they are considered more empathetic than men.

In group contexts, women express to a greater extent than men behaviours in social-emotional area (jokes, encourages for others), which serve to maintaining interpersonal relationships, while men express more task-oriented behaviors (offering information, requesting solutions), with the aim to achieve the goals set for the group (Anderson & Blanchard, 1982; Carl, 1982, cit. in Lippa, 2005).

Studies found significant differences in the students’ appraisals of teachers and these differences occur in one direction: female teachers get more favorable assessments than male teachers (Dalton & Denson, 2009).

Teachers in the humanistic areas obtain higher scores on professional performance and in several dimensions: Cognitive Flexibility, Communication Skills, Teaching Skills, Relationship with Students, and Emotional Maturity. In humanistic and social sciences areas, theoretical perspectives on the same reality may be different, sometimes contradictory. The multiplicity of viewpoints does not allow a unique solution, unanimously approved. In such context, it may be more obvious and easier for students to observe teachers’ ability to manage scientific information in a more flexible way. Human reality is multifaceted and teachers’ anchoring in a single explanatory model of this complex reality may be limitative and sometimes even dogmatic. On the other hand, sciences area requires greater rigor, the scientific truth being often easier to demonstrate and describe by explanatory theories. Sciences area largely involves an algorithmic approach, a certain discipline, but it does not totally exclude heuristic strategies.

Differences between the teachers from the two areas, in Communication Skills and Relationship with students can be explained by the numerical difference between the two genders, given the predominance of female teachers in the category "humanistic" (82 women and 34 men), compared to the other category (19 women and 44 men).

Research shows that students studying in humanities and social sciences tend to give more favorable appraisals than those studying in physical sciences or engineering (Aleamoni, 1999). In addition to that, students in social sciences majors may value to a greater extent certain aspect affecting a good relationship with teachers. These dimensions in which results were statistically significantly different have an impact on the establishment of interpersonal relationships based on respect, in which students are treated like individualities.

Another aspect that could explain these differences is related to the level of course difficulty, courses with a higher difficulty level being rated less favorably, as well as mandatory courses compared to freely chosen ones. Courses in Arts and Humanities are rated more favourably than those in the Nature Sciences, Engineering, and Economics (Cashin, 1990, cit. in Dalton & Denson, 2009).

Female students’ appraisals of teachers’ performance are more favorable then male students’. Similar studies reported similar findings (Tatro, 1995, cit. in Dalton & Denson, 2009). Carruth & Carruth (2004) show that female students value more than male students aspects such as: clear explanations of course material, learning new factual information and attending courses that improve the skills required by their professional career. Female students seem more concerned with learning activities and training for their professional careers.

Another possible explanation for this difference lies in the gender similarity between teacher and student. There are more female teachers and more female students in social science areas, while the situation is reverse in science majors. Research investigating the impact of teacher-students gender similarity on students’ appraisals has shown conflicting evidence (Aleamoni, 1999). Some studies identified a strong effect of gender interaction, with female students tending to rate female teachers more favorably than male students, on aspects such as expression of care or interaction (Bachen, McLoughlin & Garcia, 1999, cit. in Dalton & Denson, 2009). 

Teacher-student similarity has an influence not by itself, but gender and ethnic similarity between teacher and student is associated with the quality of their relationship, implying less conflict and more closeness, while teachers’ educational and teaching experience is not consistently related to the quality of the relationship (Lee, 2005). This means that teacher-student similarity may facilitate the development of a positive relationship between the two partners, and the quality of this connection may have an impact on the students’ appraisal of teacher’s effectiveness.

However, it should be kept in mind that the two groups of students are not balanced in number (1164 female versus 601 male students).

Freshmen give more favorable appraisals on Knowledge in specialized area, compared to senior students. First year students seem to be more lenient than seniors when assessing the knowledge their teachers have in teaching area. Freshmen, most of them being recently high school graduates, do not have the college experience of the seniors, who, by having come into contact with different teachers and by having a larger content knowledge, appraise less lenient their teachers’ preparation. The novelty of study disciplines and the challenges raised by scientific language could determine freshmen to overestimate the level of their teacher expertise.

Similar studies (Aleamoni, 1999; Dalton & Denson, 2009) have shown contrary results. Senior students’ appraisals tend to be more lenient than freshmen’s, because after several years of college experience they develop more realistic expectations regarding their higher education experience. 

6. Conclusion

The main contribution of the study consists in the development of an appraisal measure for teaching performance, which explains almost 50% of the performance variance. The scale has good psychometric qualities.

The main limitations of the study include: small sample, which cannot be considered representative for higher education institutions in Romania. These results have validity for the higher education institution in which the study was conducted; appraisal of teachers’ performance from a limited number of students; professional performance evaluation is based on a single measure: students’ appraisal; dimensions of teaching performance scale cover half of performance variance.

 New research directions could consist in the investigation of other individual characteristics such as personality, emotional intelligence or multiple intelligence, that could help identify predictors of teachers’ professional performance. Sternberg et al. (cit. in Kaufman & Lichtenberger, 2006) argue that practical intelligence can contribute to a greater extent than IQ to high professional performance. Students’ appraisal could include open-ended questions. Students' free responses, comments and suggestions should detail the assessment and would also help in identifying a possible halo effect or other possible evaluation errors. 
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The dramatic gain in importance of this specific scientific domain is due to the increasing dynamism of the evolution of aggregate economical system. Developments in risk management should start with proper study of the discipline in economical university programs. A wider research upon the stage of development of risk management in Romanian economy of the present time also involved a review on the academic approach of the issue. Results of this research are presented in the present paper, proving an inadequate approach of this important area of academic study, at least at the present. 
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1. Introduction

If the idea that management is more likely an art, not a science, is unanimously accepted, then risk management will be the art of making decisions in a world of incertitude – which is a complex process of identification, analysis and reaction referring to the risks that the organization is exposed to.

Connecting the Romanian economy to the European and aggregate economical system has raised the importance of this study and the request of adequate consideration of this scientific discipline regretfully under evaluated at the moment due to various reasons which are to be further discussed.

In order to provide accuracy and thoroughness of the research it was conducted to follow two directions: the selective scientific research intending homologation of concepts, own opinions and solutions by means of analysis of the opinions of specialists in management – academic and management area of different economical domains – and of the students to graduate in 2009 the Economical Studies – Management – at the University of Sibiu

2. Defining business risk and risks typology 

Risk is defined as the situation in which the number of possible future events exceeds the number of events that actually will happen and a certain probability can be attached to their apparition. The definition considers risk distinctly from incertitude when probabilities are unknown – in the case of risk a certain measurability of probability is assumed, which allows insurance or protection against risk. It is interesting to find out that in the case of the students considered in the research the differences between incertitude and risk is perceived as follows: 60% of the students are aware of the different signification between the concepts, 24% of them believe that the terms have the same signification, and 16% of the students either do not know or do not want to answer the question, which reconfirms the inadequate training of the young graduates for the objective reality of the professional environment where they are to develop careers. 

Research revealed a wide opinions divergence referring to defining business risk and risks typology, mainly due to the lack of specialized literature. The same opinion divergence in defining risk and risks typology revealed in the scientific literature is also proven to be found in the area of business practice. More than that, a firs conclusion of the research shows the undesirable situation of an inadequate adaptation of the academic studies to the requirements imposed by the recent evolution of the macroeconomic context – educating specialists, especially those activating in the middle-management is vital for the adapting efforts of the organization referring to the dynamic economical environment where it activates; the academic studies curricula is considered inadequate for specific training not only by the university professors but even by students who – as the research shows – have neither a complete nor a correct image of the areas strongly affected by risk in the business environment in which their should integrate after graduation. This situation is due to the insufficient approach of the risk problems in the general training offered y the specialized study disciplines.

The publications catalogue of The Central Library of The Economic Studies Academy in Bucharest (1) – the most prodigious academic institution in Romania – provides no more than 33 titles connected to risk management problems. Most of these refer to the areas traditionally connected to risk (insurance, banking, currency risk, country risk, project risk). Referring to business risk, only 4 of these publications approach the concept of risk and the types of risks, risk evaluation, theories, practice and methodologies in risk management. The same academic library holds doctorate thesis elaborated in the scientific area of management ; checking the list of available titles reveals the same poor approach of the area of business risk management : out of 63 titles of volumes in management only three volumes approach risk management („Investments Risk in Banking”, „Risk and Incertitude in Investing” and „Risk Management on European Monetary Markets”) – the same traditional domains of banking risk, investments risk and monetary markets risk. More than that, the scientifically research conducted in the same Academy has resulted in doctorate volumes in management, as follows: in the domains Industries and constructions management (10 volumes), Management in commercial relations (9 titles) and Company Management (11 titles) – one single thesis approaches the problem of risk: „New tendencies in risk analysis of commercial businesses”, elaborated in 2004.

One of the first ideas formulated referring to the insufficient scientifically research resources was re-confirmed by the situation that most of those interviewed are not connected to the information provided by the specific research – the debates of the International Congress of Risk Management of Bucharest, in October 2004 are not known to those interviewed up to a percentage of 44%, the others being only aware of the existence of these debates. Solutions for such an undesirable situation should be found either in the business environment, by considering the need to establish specialized organizational structures specialized in risk management, with the correspondent responsibility of these structures towards connecting to information sources, as well as in the educational system which is not properly adequate to the needs of contemporary economy, thus neglecting approach of risk problems which might be considered as a priority especially for the economical academic and post-academic training. Referring to this idea the deficiencies of the academic curricula which should be removed might consider the aspects as follows: 

· Restructuring of the general training frame for the scientific area involving the risk problem, renewing of the curricula and of the contents proposed for academic economical and managerial education 

· Theoretical re-founding of the courses, once in two years at least, based on the new paradigms reporting to the aggregate tendencies in world economy 

· Adapting academic curricula to the needs of the market 

· Increasing the number of original courses and introducing study disciplines approaching risk problems in the academic curricula, especially for master studies 

· Introducing in the general work-frame of the economical academic studies of a distinct study discipline  – „Risk Management”
· Providing of a realistic image, instead of a propagandist image upon the real state, the present and the future of Romanian economy, in the context of the European and World economy 

· Adequate endowment of the academic libraries – case studies, study propositions, specialized scientific literature 

· Exchange programs with universities having tradition in this domain and developing joint university programs in the country and abroad 

· Increasing the importance of research, not only for the students, but for university professors too

· Increasing the importance of practical formative activities 

· Collaboration of the academic institutes with the potential employers  

· Developing competences of managing risks for the students, by means of management practice case studies 

· Increasing the importance of simulating and case studies in preparing the final exams and seminars with recording of catastrophic potential of eventual management errors

· Stimulating of team-work for solving problems and elaborating projects

· Developing of communicational and analysis skills 

· Developing the leadership skills, team collaboration and result evaluation capabilities

· Developing responsibility for decisions undertaken 

· Greater emphasizing on courses specialization approaching human resources management, financial management, commercial management

· Practicing the abilities of risk prevention and of co-inhabiting this permanence of real life and business life 

Risk management is perceived as an essential priority – students consider that risk is a study area to be associated to business study in XXI century in a majority of 98%, while university teachers consider studying of risk management a major priority (38% of the teachers consider this a study of vital importance and 62% assign a great importance to the necessity of risk study).  

3. Specificity elements for risk management in Romanian economy

The research conducted emphasized the fact that even if the importance of scientific risk management is obviously under evaluated by specialists and managers, the academic competence identified specific opportunities of the Romanian business environment that might be valued by adapting the mission and the management of Romanian companies to the requests of business globalization and corporate internationalization.  The result of the research thus confirms again the need for enforcement and increasing efficiency of the connection between academic training and the business environment. 

The research concludes that risk can be perceived as an opportunity that needs to be valued – the results of the research in the academic milieu identifies opportunities that managers are reluctant in taking note of, and pertinent solutions such as:

· Improvement of strategic management 

· Specialization in order of diminishing number of alternatives

· Hyerarchization of decision levels

· Preventing important losses – the organization is not surprised by events and it is able to adopt measures in due time in order eliminate causes generating risk 

· Permanent actualization of administrating risks strategy for the company business 

· Elaborating and projecting total management – strategic and tactical – starting from implications and consequences for the company of the processes of globalization and internationalization

· Adapting the strategic and operational behaviour to the specific of competitive context 

· Awareness of the market tendencies

· Systematic accumulation and superior processing of relevant information regarding what becomes manifest on the market, at aggregate level and continuous, comparative relating to the state of Romanian economy

· Improvement of the informational system

· Opportunities capitalization (such as Nokia Cluj) 

· Managers’ specialization

· Developing managerial abilities for correct reaction towards risk exposure 

· Increasing the capacity of understanding the needs of risk administration actions in the entire work-force of the company and expanding responsibilities in risk assuming 

· Anticipating of international competition

· Pattern-making of the solvable consumption needs

· Adapting the quality-price ratio to an aggregate context

· Identifying and consolidating of a market share optimally satisfied by the company activity and integrated to the international state of the market

· Foreshadow of trans-national or multinational associations

· Communications fluency and risk information transfer in the decisional process by means of using new informational technologies

· Adapting methods and techniques of evaluation and control of risks to the specific of the business conducted 

The academic point of view expressed during the personal research concerning a more efficient monitoring of risks refers to the aspects as follows:

· Presenting bankruptcies in specialized publications 

· Short-term training courses in the territory approaching this matter, specially for the small and medium size companies, organized by the Chamber of Commerce 

· Continuous training of managers and work-force of the organization

· Using the new management methods and techniques

· Adapting success management of per formant international companies to the specific of Romanian economy

· Increasing responsibility of the staff involved in risk administration

· Competence transfer from a period to another

· Sharing decision adopting by a designated staff, instead of a single person 

· Anticipating of globalization risks and those involved by regionalization of economic life

· Work-force focused on strengthening of main indicators and vulnerabilities that might anticipate or signal risks or vulnerability

· Elaborating forecasts founded on significant data, on soft and operational models of the company and leading the activity according to the reference points marked by these forecasts

· Implementing of an integrated system of corporate risk management 

· Constant evaluation of risk sources for the own business 

· Administrating the whole corporate risk 

· Broadening the use of risk management for new domains

· Administrating the business risk based on the Critical Factors of Success

4. Academic educational system performance and the business risk management
Considering the reality that the educational system provides a work-force having a more important knowledge and educational potential, a high specialized work-force, and that according to the modern education population culture and personal vision of life are more orientated towards flexibility, dynamism, creativity, strong self-development determination, the research analyzed the capacity of the university education to adapt to the requests of human resource development in business risk management. Specialists training, starting with middle-management levels becomes vital in the adapting effort of the organization to the macro economical context in which it evolves. The aptitude of risk administration is to be educated, it is not a consequence of experience, as the research proofs. 

The students’ interest in more detailed study of risk problems does not find the same echo in the specialized academic study curricula. This vulnerability of the educational system has been also noticed by the managers who are aware of the need of the work-force – especially the specialized staff - to adapt fast to the requests of the new evolutions of the business environment. University professors unanimously agree (87% of expressed opinions) that study programs are not sufficiently adequate to the competence requirements of the graduates, the rest of 13% considering these programs even totally inappropriate. The disciplines that brought to the students the concept of risk are mainly financial administration, economy and investments. Thus, students do not have a correct image – not even a complete one – of the business areas strongly affected by risk, 52,38%  of them do not even know which this areas might be, while the rest of 47,62% of the students consider investments, stock markets and banking to be the areas most exposed to risk. Obviously the suggestions that students presented for improving the instructive process are numerous and coherent, their orientation being towards firmly contoured directions such as: increasing the weight of practical activities (35%), development of managerial abilities (17%), a more ample approach of risk problems (12%), the quality of the instructive process (12%). It is not to be neglected the weight of the students that could not find any proposition at all (24%) in order to benefit of better specialized education, adapted to the needs of the of economical evolution, which they might expect from the educational system. It is a pleasant surprise to note that the students’ requests for improving the educational system are perfectly concordant to the professors demands, which reveals not only the correctness of the educational relationship but also the high level of awareness of the training needs of the students, their connection to the objective reality.
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When writing books on didactics, the authors think about all the teachers except the teachers/professors belonging to the higher education system. All the courses meant to improve the teaching skills seem designed for pre-school, school or high school teachers as if the staff teaching in university did not need such things. It is very true that the demands within the frame of this segment of the education system seem to focus more on research in Romania and less on the contents and form of the education process. As teachers and as researchers we have felt the need to check how such an approach is perceived by the students as they are the ones to whom higher education addresses.

Taking into account all these considerations as well as the increased need and desire to appeal to a pedagogy focused on skills, we decided to research this field and to see which the results might be in order to make different proposals meant to improve the present approach.

Thus, our paper is a case-study which uses a sample made up of 50 students. This sample willingly includes only third-year students because we wanted to give them the possibility to attend all the three university years and to interact with different professors, in order to be aware of different methods, contents, approaches, etc. For more precision, the study is conducted during the second semester of the last university year and it is based on a questionnaire which was designed to include 5 different variables of the teaching / learning process, namely: the contents of 6 different subjects studied during all the three university years, the methods that the professors having taught these subjects used during the classes, the assessment, the relation professor-student and the circumstances under which these classes were taught (space, time, number of students, library facilities, etc.).

We really consider that nowadays all the efforts that a professor or a teacher should make should be led to their students’ getting better results and acquiring the necessary skills in order to be ready to face the real life and carrier challenges. In order to be able to make them succeed, the ones working with them should be genuine professionals. And if the academic staff is generally very well prepared concerning the contents of the subjects they teach, it would be useful to see if the pedagogical approaches used in order to teach a subject are the most appropriate ones.
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1. Context
The latest years have brought important changes in the society’s views on what it counts and what it does not count for the labour market. Thus, we have witnessed the development of the concept of competence/skill more and more in Europe and the creation of certain establishments in order to deal with this policy of competences. Apart from these efforts, the European high education has been subjected to changes due to the Declaration of Bologna and to the Strategy of Lisbon. These changes theoretically aim at providing flexibility within the frame of the high education systems in order to answer the need of globalization and the need to prepare people better and better for the labour market.

In order to put into practice all these goals, the Council of Europe coordinates the development of national qualifications frameworks compatible with the framework of qualifications of the European Higher Education Area by 2010 as this is one of the main commitments made through the Declaration of Bologna. This type of framework describes the different qualifications provided by an education system, emphasizing the learning outcomes (what learners know, understand and are able to do). In Romania, this framework is being accomplished under the coordination of ACPART (the National Agency for Qualifications for Partnership between Universities and the Social and Economic Environment).

One of the principles governing the activity of ACPART is the principle of « consensus and inclusion » (***, 2008 : 5) involving the fact that all the actors involved should agree upon more ideas such as the correlation between the university curriculum and the professional qualifications and, especially what concerns us, the drawing up of a university curriculum based on the professional competences required by the labour market. This issue related to competences and their use is discussed in the The Recommendation of the European Parliament and of the Council of 23 April 2008 on the establishment of the European Qualifications Framework for lifelong learning. This document « promotes mobility and lifelong learning by facilitating the recognition of learning outcomes from one training system to another and from one country to another »
 and provides a definition of the competence, reproduced by ACPART : 

  ““Competence” means the proven ability to use knowledge, skills and personal, social and/or methodological abilities, in work or study situations and in professional and personal development. In the context of the European Qualifications Framework, competence is described in terms of responsibility and autonomy.”

The same document provides an important distinction, especially in the case of teaching/learning foreign languages. It is about the dichotomy between competence and skill. The latter is defined as below by the respective document:
““Skills” means the ability to apply knowledge and use know-how to complete tasks and solve problems. In the context of the European Qualifications Framework, skills are described as cognitive (involving the use of logical, intuitive and creative thinking) or practical (involving manual dexterity and the use of methods, materials, tools and instruments)”.

We would like to mention the fact that, at present, one is still working on the Romanian Qualifications Frame and the curriculum according to which the students are taught does not take into account all these new tendencies. Our paper aims at showing which should be the guidelines to be taken into account, in our students’ opinion. These could be correlated with the remarks made by the experts working on the Romanian Qualifications Frame in order to change the curriculum for the better.

Apart from the European Qualifications Frame and its Romanian correspondent which is now being worked on, the foreign language teachers and professors should also take into account another document when establishing the curriculum for the faculties providing education in the foreign languages field: it is the Common European Framework of Reference for Languages: Learning, Teaching, Assessment, abbreviated as CEFR.

According to its text, the Common European Framework “provides a common basis for the elaboration of language syllabuses, curriculum guidelines, examinations, textbooks, etc. across Europe; it describes in a comprehensive way what language learners have to learn to do in order to use a language for communication and what knowledge and skills they have to develop so as to be able to act effectively. The description also covers the cultural context in which language is set. The Framework also defines levels of proficiency which allow learners’ progress to be measured at each stage of learning and on a life-long basis. The Common European Framework is intended to overcome the barriers to communication among professionals working in the field of modern languages arising from the different educational systems in Europe. It provides the means for educational administrators, course designers, teachers, teacher trainers, examining bodies, etc., to reflect on their current practice, with a view to situating and co-ordinating their efforts and to ensuring that they meet the real needs of the learners for whom they are responsible.”

Briefly, it is intended so that the Europeans could have the same references in teaching and learning foreign languages. This frame is taken into account by the Romanian law and by the Romanian education systems as its requirements are put into practice for different purposes: the high school graduation examination, the language certificates (delivered by universities to certify the language level, as well as by the university curriculum in the field of the foreign languages.) 

According to the National Methodology for the Organization of the High-School Graduation Examination (2009-2010), the students have to pass a test of foreign language linguistic competences. 
 The results are not expressed in grades or marks, but by mentioning the level of competence as shown by the Common European Framework of Reference for Languages. The level of competence is specified on the high-school graduation diploma (Diploma de bacalaureat), as well as on the linguistic competence certificate in the respective foreign language. The additional document to the linguistic competence certificate is filled in compliance with the descriptors of the Common European Framework of Reference for Languages.

As for the students studying foreign languages at university, there are two different cases: the ones attending Faculties of Letters and the ones attending other types of faculties. The former are supposed to reach the B2-C1 level
, while the latter should reach the B1 level. At the end of the studies, the faculties issue linguistic competence certificates for students having attended these courses, based on the descriptors of the Common European Framework of Reference for Languages.

2. The Teaching-Learning Process

Before discussing on the students’ perception upon higher education system, we consider important to emphasize some of the characteristics of the teaching-learning process. According to I.T. Radu and L. Ezechil
, among the essential characteristics of the teaching-learning process, one may mention: it is an institutional process; it supposes a schedule and certain rules/principles; it is a two-sided process, involving two human (individual or group) factors: the teacher and the students; it has instructive and formative-educative goals; it is a complex activity involving many factors: human, material, content or process factors.

The teaching-learning process is seen as a system, including several subsystems, in close relation with the upper system of the society and its subordinated systems (key elements of the teaching-learning process). The subordinated systems interact both with the process as a whole and with each other.

Society – Upper system
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The teaching-learning process – system
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Key elements of the teaching-learning process – subordinated systems

Figure 1. The Teaching-Learning Process as a system

Generally, one may establish the following components of the teaching-learning process: the objectives, the contents, the human factors (the teacher and the students), the activities of teaching-learning, the assessment.

The higher education system appears to have specific problems in term of the teaching-learning process, as compared to the rest of the education systems; while the pre-university education acknowledges the importance of all the components of the teaching-learning process both in theory and in practice, the nowadays university education remains the inheritant of a traditional educational pattern focused mainly on the content.

3. Questionnaire 

Our paper is a case-study which uses a sample made up of 50 students studying at the Faculty of Letters (Romanian – French, French – English, French - Spanish) of the University of Pitesti. This sample willingly includes only third-year students because we wanted to give them the possibility to attend all the three university years and to interact with different professors, in order to be aware of different methods, contents, approaches, etc. For more precision, the study is conducted during the second semester of the last university year and it is based on a questionnaire designed to include 5 different variables of the teaching / learning process, namely: the contents of 6 different subjects studied during all the three university years, the methods that the professors having taught these subjects used during the classes, the assessment, the relation professor-student and the circumstances under which these classes were taught (space, time, number of students, library facilities). The subjects taken into consideration are: French Literature, Contemporary French Language, Practical Course in French, Informatics, Comparative Literature and General Linguistics. These subjects fall into three different categories: fundamental subjects (Comparative Literature and General Linguistics), subjects related to the studied field (French Literature, Contemporary French Language, Practical Course in French) and complementary subjects (Informatics). Except for Informatics, all the others are compulsory.

We will treat independently each of the questions included in our survey and in the end we shall draw some conclusions making recommendations on the matters that we consider of interest for the improvement of the higher education process.

1. How do you appreciate the content of the following subjects in terms of your future training?

- very useful / useful / not useful

It is worth mentioning the fact that out of the subjects taken into account, French Literature, Contemporary French Language, Practical Course in French are regarded by all the respondents as useful or very useful. None of the students interviewed considered them not useful which shows that the subjects related to the studied field are important for the students. The highest percentage for the not useful subject is recorded by General Linguistics (21, 95%). Although it is one of the fundamental subjects, students consider it not useful as it is mainly based on a theoretic approach whose immediate outcome cannot be foreseen especially because it is studied in the first semester of the first university year. The highest position in the students’ hierarchy is occupied by the Practical Course in French: 85,36% of the students consider it very useful and the other 14,64% consider it useful. The Practical Course in French/English includes different topics related to grammar, speaking, listening, reading, writing in the respective foreign language. This fact shows that students are more interested in acquiring the main competences in order to use foreign languages in every day situations. 
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Figure 2. Content

2. How do you appreciate the methods used by the professors?

- traditional /  innovative / a combined approach (traditional and innovative methods)

Students appreciate that the Practical Course in French is the subject where the professors use frequently innovative methods (36,58%) and combined methods (46,34%). We may notice that in the case of French Literature 80,48% of them think that one uses combined methods, while only 7,31% consider the approaches as being innovative. Very high percentages are recorded in the case of the traditional methods for Contemporary French Language (68,29%), Comparative Literature (65,85%) and General Linguistics (58,53%). As an observation, we note that there is a relation between the theoretical content of Contemporary French Language and General Linguistics and the fact that they are taught by means of traditional methods. We could not establish the same relation content/methodology in the case of the Comparative Literature as it is not at all a theoretical subject, and moreover for French Literature we recorded a very high percentage of combined methods. The explanation might lie in the fact that it is studied only during two semesters and the volume of knowledge is very large and the professor may not have time to test innovative methods which are usually more time consumer.

 We included in our inquiry two questions related to methods: the above mentioned one refers to the methods in terms of innovation, while the second question takes into account the degree of accuracy of the methodology used by a professor to teach a subject irrespective of it being traditional, innovative or combined methods.
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Figure 3. Methods used at courses
3. How do you appreciate the methodology used at the below mentioned subjects?

- appropriate / quite appropriate / inappropriate

When answering this question the students appreciated that the appropriate methodology was used to teach the Practical Course in French (78.04%). This percentage can be correlated with the fact that the methods used for this subject were mainly combined and innovative (83%) and they feel this is the right way to be taught, as none of the respondents considered the methodology inappropriate. The same conclusion may be drawn in the case of French Literature whose methodology is regarded as appropriate (68.29%), which shows that the combined methods are the appropriate ones (80.48%). One particular case is represented by the percentage of 60.97% of the students who appreciate the methodology used for the Contemporary French Language as appropriate, in spite of the fact that it is mainly traditional (68.29%). It is worth mentioning that other 31.70% consider the methodology quite appropriate and only 7.33% regard it as inappropriate. A general observation could be that for the three above mentioned subjects there is an average of 90% who consider the methodology as appropriate and quite appropriate.

In the case of Informatics, none of the respondents marked it as inappropriate, fact which suggests that they are content with the way in which it is taught. 

The two subjects which registered a high score of ‘inappropriate methodology’ are General Linguistics (12.19%) and Comparative Literature (14.63%). In point of traditional/innovative/combined methods, the two subjects are taught by a mainly traditional approach, fact which is regarded as inappropriate by the students.

4. Mention the subject / the subjects where cooperative learning was used.

This was an open item and students had the freedom to choose the subjects they wanted, those taken into consideration by our questionnaire and the ones they had studied but we did not include in our questionnaire.

The subjects listed by students were in order of preferences: French Literature (60.97%), Practical Course in French (31.70%), Romanian Literature (7.31%), Contemporary French Language (7.31%), Didactics (4.87%), Comparative Literature (2.43%), Pedagogy (2.43%).

Among the disadvantages of whole-class grouping, Jeremy Harmer
 mentions the fact that “it is not the best way to organize communicative language teaching or specifically task-based sequences. Communication between individuals is more difficult in a group of twenty or thirty than it is in groups of four or five. In smaller groups it is easier to share material, speak quietly and less formally, and make good eye contact. All of these contribute to successful task resolution”. 

As we take into consideration that the university level has different informal requirements in point of the subject’s training for an immediate future carrier, groupwork should be encouraged and put into practice:

“[Groupwork] encourages broader skills of cooperation and negotiation and is more private than work in front of the class. (…) It promotes learner autonomy by allowing students to make their own decisions in the group without being told what to do by the teacher.”

5. Mention the type of professor-student relation
 for each of the subjects listed below

- tutoring relation / authoritative relation / no relation

The relation between the teacher and the student/group of students is the “most important one in the activity of training and education”
. If generally the relation teacher/student is defined as asymmetrical, involving the authority of the former upon the latter, at university level the difference in position between the two should be less visible than in the case of other levels of education, as the university students’ motivation is higher and as a consequence they should be conceded more autonomy. 

If the pedagogical literature states three types of teacher-student relation (domination, democratic, liberal
), the students’ common perception is expressed in terms of “authority”. The three types of teacher-student relation involve in practice different teacher roles
: controller, organizer, assessor, prompter, participant, resource, tutor, observer.

As far as the relation professor-student is concerned at university level, it is a twofold matter, as there are two types of classes: courses and seminaries. One of the outcomes of our questionnaire shows a difference of perception of the relation professor-student at courses, as compared to the relation established during seminaries. 

The top of the tutoring relation is occupied by the French Literature seminary (95.12%), followed by the Practical Course in French (87.8%), and by the French Literature course (78.04%). These subjects (French Literature seminary and Practical Course in French) also register no options for the ‘no relation’ item, fact which proves that a real professor-student relation is promoted and the fact that autonomy and motivation are its cores.

The lowest rates are recorded by Informatics, with 34.24% tutoring for the course and 29.26% tutoring for the seminary. An important rate (12.19%) of ‘no relation’ item is mentioned in its case. It might be explained by a rather individual approach (student-computer relation), yet this should not eliminate the tutoring relation.

The highest rate for the authoritative relation is recorded by Comparative Literature (41.46% in course and 19.51% in seminary). It is worth mentioning that the seminary percentage is the highest percentage compared to all the other seminary percentages.

The relation variable also depends on the circumstances under which classes are taught, especially space and time. 
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Figure 4. Professor-student relation at seminaries (French Literature, Practical Course in French, Comparative Literature)

6. How do you appreciate the environmental working conditions during the courses and the seminaries?

- space:  appropriate, quite appropriate, inappropriate

- time: sufficient, quite sufficient, insufficient

-number of students attending: too large, appropriate, too small

- library: appropriately equipped, quite equipped, inappropriately equipped

In order to appreciate the students’ learning conditions at university, we took into account four factors: space, time, number of students attending and library.

In terms of space, between 70.7% and 76.6% of students appreciate it that the space corresponds to the type of teaching-learning activity. The exception is the 31.70% of students stating the space where they have the Informatics course is appropriate.

In terms of time, most of the students are happy with the time assigned for the respective subjects (Contemporary French Language – 41.46%; Practical Course in French – 48.78%; Comparative Literature – 43.90%; General linguistics – 60.97%). Some of the students (36.58%) appreciate that in the case of French Literature the time element was rather sufficient, while only 19.51% think that it is sufficient. A negative example is that of Comparative Literature in which a high number of students (24.39%) think that they do not have enough time to study it.

In terms of number of students attending the respective courses/seminaries, the majority agree upon the fact that the number of the students in a group is appropriate.

As far as the library equipment, the students seem to be satisfied for all the subjects involved by the study, except for the Contemporary French Language where 53.65% do not find the library enough equipped. 

7. Do you appreciate that the appropriate percentage of the exam in the final grade is:

- 50%

- more than 50% (mention the appropriate percentage)

-less than 50% (mention the appropriate percentage)

Before rendering the results of the questionnaire in terms of percentage of the final examination, we should mention that the present curriculum in force records three different evaluation percentages: 10% (final test – I year Practical Course in French/English, Informatics), 30% (oral examination – 2nd and 3rd year Practical Course in French, Comparative Literature, General Linguistics), 50% (written examination - French Literature, Contemporary French Language).

59.09% of the respondents stated that the final exam should be 50% of the final grade for the respective subjects, while 27.27% stated that it should be more than 50% of the final grade (between 60% and 80%) and only 13.64% think that the final examination should count for less than 50% of the final grade (30% - 35%).

None of the respondents want the final examination to count less than 30% of the final grade, as is the case of the present final tests in our faculty.

8. Which of the following assessment ways during the semester do you consider the most appropriate one/ones?

- the semester assessment test /  the scientific paper / the project / the homework.

When asked which of the assessment ways should be used for the continuous evaluation during the semester, 59.09% answered that they prefer the scientific paper, 22.77% would like to pass a test, 18% stated that they prefer homework and the rest thought that the attendance would be an appropriate criterion.

At present, our faculty takes into account for continuous evaluation the attendance rate (between 10%-30%), the student’s activity (20%-30%) and the tests during the semester (20%-30%). The student’s activity includes homework, scientific papers and projects.

4. Conclusions and Recommendations

The success of the education process depends both on internal and external conditions
. Internal conditions generally concern the educated persons’ intellectual possibilities, their interest in and motivation for learning. External conditions of learning involve on one side school conditions (the ergonomic conditions of learning, the quality of teaching, the training environment) and, on the other side, social conditions. The higher education system should be focused on improving the external conditions of learning. In order to achieve this goal one has to know exactly what is the present situation and how it can be improved. The students’ opinion is the key element in this process.

Taking into account the latest emphasis on “learner-centered teaching”, our survey was designed in order to reveal the learners’ needs and desires, because “it is students’ needs which should drive the syllabus, not some imposed list, it is the students’ learning experiences and their responses to them which should be at the heart of a […] course”
.

The conclusions drawn at the end of our survey point out the following issues which should be taken into account in order to improve the present higher education system in the field of foreign languages in Romania. 

1. Students are mainly interested in acquiring listening, speaking, reading and writing competences, in other words they are more pragmatic oriented. Therefore, one should take into account this desire and design the curriculum of the faculties of letters as to respond to the students’ demands as well as to the labour market requirements: we propose to increase the number of classes focused on developing these skills and to decrease the number of classes assigned to more theoretical subjects.

2. In point of methods, students appreciate not only the innovative methods but also traditional methods if they are appropriate to the subjects taught. However, we may notice that there is not enough preoccupation in the higher education system to develop innovative methods, to correlate the content and the methods used either if they are traditional, innovative or combined methods. One of the causes would be that the volume of knowledge is very large and the professor may not have time to test innovative methods which are usually more time consumer and he has not the appropriate pedagogic training in innovative methods. We recommend that professors should attend continuous training sessions in order to keep in touch with the latest developments of foreign language teaching methodology.

3. When teaching at university level, the teaching staff should be more aware of the fact that they deal with a grown-up public and should adequate their methods and attitude to promote learners’ autonomy, cooperation and negotiation. Thus they should more oriented on a real professor-student relation based on tutoring, both in courses and in seminaries.

4. Examining the students’ answers, we could reach the conclusion that there is not always a correlation between the teacher’s requirements and the available time that the students really have. One should try to select the contents according to its representativeness in order to make sure that a student really has the time to acquire the knowledge taught to him.

5. As for the evaluation, students appreciate that the final examination should not count less than 30% of the final grade, as is the case of the present final tests in our faculty. Therefore, we are supposed to find a way to assign more importance to the final test for the final grade. This perception of the students could also be a consequence of their need to work during the university studies in order to pay for them. One possibility could be to let them choose between a final examination with a higher percentage in the final grade for those who cannot attend all the courses and seminaries and a continuous evaluation with a higher percentage combined with a final examination having a lower percentage in the final grade.

6. As, at present, our faculty takes into account for continuous evaluation the attendance rate (between 10%-30%), the student’s activity (20%-30%) and the tests during the semester (20%-30%), we recommend that the final examination should be 60%-80% of the final grade.

Lately, universities’ mission has moved away from its core: preparing grown-ups for tomorrow’s society and life: “nowadays, it is for the first time in human history that we have moved away from this mission, by training much too often students without any view to a long term preoccupation, by deleting training’s universal dimension, and by letting it be subjected to ephemeral stakes, such as financial stakes, market subordinated stakes or those related to institutions’ ranking in world institutional hierarchies designed according to performance criteria of a supranational elite.” 

Perhaps, universities should revise their order of priorities as well as their mission irrespective of external ephemeral factors and become more aware that a healthy future society needs more than anything else competent individuals who should thoroughly know their field, their social role and individuals who have the capacity to interact each another in order to solve the problems arising in their work or life in general. As university teachers, researchers and curriculum designers, we should do our best to have them achieve these goals.
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Abstract

The economic and social sustainable development of a knowledge-based society, underline the need of an education focused on the demands of the labour market. This determines a description of the qualifications obtained through universitary studies. Based on the Bologna process, closely related to the European Qualifications Framework, each European member state has proposed to create its own National Qualifications Framework.
In this context, the paper is a study on the qualifications of license studies in the field of Physical Education and Sport and their description by applying the Methodology of the National Qualifications Framework in Higher Education (NQFHE). 
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1. Introduction

In today's society, the issue of the professionalization, regardless of age, is highly topical, because it is looking for solutions to improve the quality of the study programmes, as well as learners life.

Professionalization is much more complex concept than training; professionalization aims to acquire knowledge and skills in relation to both the current position and work activity, but especially to set up possible future situations which involve crossing new transdisciplinary contents. Thus, a radical redefinition of the professions’ nature in terms of efficiency and effectiveness is required, including besides knowledge and skills, attitudes and values when speaking of teamwork, taking responsibility of the professional tasks, decision making, problem-solving situations, etc. These issues are important because the society’s degree of civilization is largely determined by the knowledge degree of the needs and peculiarities of people, the multitude and efficient solutions in education, socio-professional adaptation and social integration.

 The economic and social sustainable development of a knowledge-based society, increasing the quality of life, as well as demographic evolutions and competitiveness seen as conditions for development, underline the need of an education focused on the demands of the labour market in a coherent and unitary framework. The strategic approach to human resources development in terms of education for employment involves identifying its needs and linking the curricular/training contents in order to develop or train adequate skills.
Important references, European and national policies, programs and documents, clarify and regulate many aspects concerning concepts, priorities, methodologies and driving directions and tools for applications. An extremely important instrument - the Methodology for the elaboration of the National Qualifications Framework for Higher Education (NQFHE/ CNCIS) -  on which were described the qualifications of the license level, is having as landmark the EQF and is following, in the same time, a series of the European Parliament and Council’s  Recommendations.
"For each level, the qualifications will seek to describe qualifications in terms of standard work, level, quality, learning outcomes and profile. A European Higher Education Area model will seek to describe qualifications in general terms (such as diplomas for the first or second cycle) rather than in terms of one or more specific national systems (e.g. Bachelor or Master). The Qualifications Framework will describe the qualifications by referring to the objectives or goals for Higher education, especially with reference to the four major purposes of  Higher Education: preparation for the labour market (1); preparation for life as active citizens in a democratic society(2); personal development (3); developing and maintaining an advanced level of knowledge (4)."

 The specificity of occupations/professional roles should not find itself only in the job description, but, mainly, in the competences a graduate can demonstrate at the end of a study program.  This determines the necessity of making a description of the qualifications obtained through a study program, in terms of learning results, starting from competences and not from the learning plan. At a European level, based on the Bologna process and closely related to the European Qualifications Framework, each member state has proposed to create its own National Qualifications Framework.

In this context, the paper is a study on the qualifications of such programs to professionalize in the field of Physical Education and Sport and their description by applying the Methodology of the National Qualifications Framework in Higher Education (NQFHE).
The professional training process in the field of Physical Education and Sports is a difficult problem due to the specificity of this domain which requires complex action and supported scientific, interdisciplinary approach.
2. Purpose and tasks
The main goal of our approach is to develop a synthetic picture of the qualifications description in the above mentioned field in relation to the content of the programs at the license level and awareness degree assigned to it.

Tasks arising from the goal refer to:

· the level of knowledge and understanding of the methodology and the procedures used to describe qualifications related to the curricula by the  founders of the Physical Education and Sports faculties;

· Stage setting description level of qualifications related to universitary programs - bachelor;

· identifying the knowledge level of outcomes upon applying the specific methodology for the issues under discussion by the staff (Physical Education and Sports founders, teachers, etc.);

· determining the importance level of qualifications in educational and institutional management;

· determining the acceptance level by academics of the qualifications described in the field of Physical Education and Sports;

· Identifying the perception level in the relationship qualifications - contents of programs in view to achieve their optimization.

3. Hypothesis

The higher the knowledge degree of the instruments elaborated to form the National Qualifications Framework and outcomes of their implementation, the better the optimization of the curricula, institutional and personnel level for specific occupations professionalization in Physical Education and Sport field. 
4. Research methods

The main research method was the inquiry through questionnaire and interview. Questions were addressed to: teachers, policy makers and potential employers. Items aimed at obtaining information on the awareness of key documents relating to the qualifications described and the target group’s opinion concerning their importance for the optimization of the content of university studies - bachelor level, the perception of the relationship between them and the satisfaction level induced by the qualifications described in relation with the future work as well.
5. Research content and procedure

 For this paper we were interested in two aspects: firstly - the degree of the qualifications and the preparation of documents and their description; secondly - the level of their knowledge and perception of the academic community in relation to study programs.

The research subjects were 68 persons, 37 male and 31 female from Physical Education and Sports domain, with age under 35 until over 65 as follow: 17,64% (12) under 35 years; 33.82% (23) between 35-44; 17,64% (12) between 45-54; 29,41% (20) between 55-64 and 1,47% (1) over 65 years old. They are mostly employees (88,23%) but employers too (11,76%). The subjects are working in public (69,11%)  or private (16,17% ) schools and faculties, public and private sports clubs (10,29% vs. 2.94%), research institute for sport (1,47%).  

All subjects completed a questionnaire.

Items focused on obtaining information about the knowledge level concerning the main documents related to qualifications and the state of their description, the subjects’ opinion on the importance of qualifications in optimizing the content of university studies - bachelor level, the perception of the relationship between themselves as well as the satisfaction level induced by the curricular offer and the content of the studies provided.

6. Results

The results of the 68 questionnaires were centralized in table no.1 and plotted  (fig. no. 1-3).
Table 1. Percentage rate of the answers

	Crt.

No.
	ITEMS
	SCALE

	
	
	Very high 
	High
	Little
	 Very little
	None / At all

	1.
	The knowledge degree of the current situation concerning the elaboration and implementation of CNCIS in the study field of Physical Education and Sports  

	1.1.
	Demarches taken for the ellaboration and implementation of CNCIS are relevant
	26,47 %
	41,17%
	20, 58%
	11,76%
	-

	1.2.
	I can indicate and describe the specific documents for the ellaboration and implementation of CNCIS  
	17, 64%
	35,29%
	32,35%
	8,82%


	5,88%

	1.3.
	I use/ will use the CNCIS instruments in my professional activity
	32,35%
	44,11%
	23,52%
	-
	-

	1.4.
	The License level descrioptors are relevant for the field of Physical Education and Sports
	32,52%
	38,23%
	17,64%
	11,76%
	-

	1.5.
	The qualifications specific to the field of Physical Education and Sports can be described in terms of competences
	41,17%
	35,29%
	20,58%
	2,94%
	-

	2.
	The importance of CNCIS for the optimization of license studies 

	2.1.
	The description of the qualifications in relation to the specificity of the labor market increases the credibility of the study programs 
	61,76%
	38,23%
	-
	-
	-

	2.2.
	The description of the qualifications gradually, both vertically (accoridng to level descriptors) as well as horizontaly (according to study levels) guarantees a continuity of the training process 
	38,23%
	35,29%
	26,47%
	-
	-

	2.3.
	The elaboration of the university curricula based on learning outcomes facilitates a learning process focused on the student 
	41,17%
	38,23%
	20,58%
	-
	-

	2.4. 
	The increase of the practical component ponderosity  enhances the quality of the learning process  
	50%
	26,47%
	23,52%
	-
	-

	2.5.
	The unitary description of the qualifications facilitates  acknowledgement, comparability and compatibility on a national and international level
	61,76%
	38,23%
	-
	-
	-

	2.6.
	Facilitating student mobility favours cultural diversity in general and professional in particular. 
	64,70%


	35,29%
	-
	-
	-

	2.7.
	CNCIS methodology respects university authonomy
	35,29%
	55,88%
	-
	8,82%
	-

	3.
	Optimization of the socio-profesional insertion

	3.1.
	CNCIS is a useful instrument for professional orientation 
	32,35%
	38,23%
	14,70%
	14,70%
	-

	3.2.
	The relation with the social-economic environment enhances socio-professional insertion
	61,76%
	38,23%
	-
	-
	-

	3.3
	The description of qualification corresponds to the requirements of the job description charts imposed by employers
	38,23%
	32,35%
	29,41%
	-
	-


Figure 1. The knowledge degree of the current situation concerning the elaboration and implementation of CNCIS in the study field of Physical Education and Sports
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Figure 2. The importance of CNCIS for the optimization of license studies
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Figure 3. Optimization of the socio-professional insertion
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7. Analysis and interpretation
The analysis of the results indicates a high degree of knowledge concerning the current state of the ellaboration and implementation process of CNCIS. The following items were rated mainly „high” and „very high”: 
1.1. Demarches taken for the ellaboration and implementation of CNCIS are relevant (67,64%)

1.3.  I use/ will use the CNCIS instruments in my professional activity (76,46%)

1.4. The License level descrioptors are relevant for the field of Physical Education and Sports (70,58%)
1.5. The qualifications specific to the field of Physical Education and Sports can be described in terms of competences (76,46%).
Item 1.2 referring to the indication and description of the specific documents for the ellaboration and implementation of CNCIS was rated variably, the answers covering the entire measurement scale. However, there is a balance between the low and high ranking variables: „high” rated 35, 29% while „little” rated 32, 35%. Also, this is the only item in the questionnaire which registered the „None / At all” ranking variable (5,88%), which indicates an insuficient knowledge degree of the specific CNCIS documents.

Concerning the importance of CNCIS for the optimization of univeristy license studies, the analysis indicates that a high number of subjects rated this item as „high” and‚ very high” especially when referring to the importance of CNCIS for increasing the credibility of  study programs in accordance to the needs of the labor market. Over 50% of the respondents rated the importance of a gradual and unitary description of the qualifications as „high” and ‚very high” for ensuring a continuity and quality of the learning process. Also, over 50% appreciated as „high” and ‚very high” the importance of the part CNCIS plays in ensuring a compatibility of the studies, in facilitating students’ mobility as well as cultural and professional diversity. 

Besides the high degree of answers rating „high” and ‚very high” ( 91,7%) when referring to the fact that CNCIS methodology respects university authonomy, there is an 8,82%  that believe CNCIS respects university authonomy „very little”.

 The optimization of socio-profesional insertion indicates CNCIS as a useful instrument in professional orientation (70,58% rated „very high” and „high”), the importance of the relation between the university and the socio-economic enviroment (100% rated „very high” and „high”) and the necesity to describe qualifications according to the job description charts imposed by employers (70,58% rated „very high” and „high”). Furthermore, an important role is given to transversal competences in the process of personal and professional development (100%).

Conclusions

The global analysis of the three general items indicates mostly positive appreciations („very high” and „high”) concerning the instruments specific to CNCIS and the unfolding of the elaboration and implementation process of CNCIS.  The importance of CNCIS in the optimization of university license studies and for the socio-professional insertion in the field of Physical Education and Sports was also positively rated. 

We are thus of the opinion that the purpose of this research was achieved and the hypothesis confirmed. 

The results of our approach demonstrate that the instruments elaborated to form the National Qualifications Framework and outcomes of their implementation in higher education sports field are very important.

The domain of activity above mentioned with specific features, requires such tools for optimizing the contents of the curricula like subjects’ opinion. National Qualifications Framework could play an important role in a future appropriate approach of the university studies related with the labour market. This may positively affect the sportsmen’s personal development. 

The observations resulting from the analysis and interpretation of the answers led to the elaboration of the synthetic picture concerning the stage of qualification description in the given field of study. The research also serves as an important starting point for improving the perception of qualifications as a favouring factor for the optimization of professionalizing programs on a license level. 
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Abstract

As a consequence of the Declaration of Bologna, the university education in all the European countries has been overturned. Trying to improve it, one has reached paradoxical conclusions which one sometimes mentions hastily, but always trying to surpass the difficulties, one never has the time to sum up and present to the others concerned. Without claiming to solve a problem that has often been raised to us lately, we would like at least to submit our opinion to the public debate with the purpose of drawing the attention upon some issues appeared during this reformation time: we shall focus on the advantages and disadvantages of the curriculum existing at present for the French-English specialization and upon the way it is perceived by the students. 

Taking into account the present European frame, « la diversité linguistique constitue pour l’Europe un défi, mais […] un défi salutaire. »
 It is this statement that the teachers of foreign languages and especially us, the teachers’ mentors, should consider a starting point. 

The same
 report suggests two ways to improve the communication within the European Union:1. « les relations bilatérales entre les peuples de l’Union devraient se passer prioritairement dans les langues de ces deux peuples plutôt que dans une langue tierce » ; 2. « l’Union européenne devrait prôner la notion de langue personnelle adoptive
 ».  This language should be different from the native language and from the international language in which the speaker conveys his/her message. We can easily see the concept of “multiculturality” at work and it is easily for us to notice that teaching/learning foreign languages is widely encouraged. That is why the study of foreign languages becomes particularly important: on one hand, its outputs are people speaking at least two foreign languages (apart from their native language), on the other hand, some of these two-language speakers will – in their turn – teach them to others, forming other foreign languages speakers.

Our paper attempts at trying to answer a question that our students often ask : to which extent does the curriculum the universities propose answer the specific needs of the labour market ? In fact, our paper is based on a questionnaire given to the students in French-English section; as a consequence of the questionnaire applied, we shall draw some conclusions and we shall try to find some ways to solve the difficulties arisen on one hand, by the laws and on the other hand, by a too long state of inertia. This will enable us to make some suggestions which could improve the curriculum for the above mentioned specialization. In the same time, there is also a secondary objective that we have, namely to see if the Faculties of Letters in Romania are still appealing for the students to be.

1. The Purpose of the Case Study – The European Perspectives in the Foreign Language Teaching 

As a consequence of the Declaration of Bologna, the university education in all the European countries has been overturned. Trying to improve it, one has reached paradoxical conclusions which one sometimes mentions hastily, but always trying to surpass the difficulties, one never has the time to sum up and present to the others concerned. Without claiming to solve a problem that has often been raised to us lately, we would like at least submit our opinion to the public debate with the purpose of drawing the attention upon some issues appeared during this reformation time: we shall focus on the advantages and disadvantages of the curriculum existing at present for the French-English specialization and upon the way it is perceived by the students’. As a consequence of the questionnaire applied, we drew some conclusions and we are trying to find some ways to solve the difficulties arisen on one hand, by the laws and on the other hand, by a too long state of inertia.
Taking into account the present European frame, « la diversité linguistique constitue pour l’Europe un défi, mais […] un défi salutaire. »
 It is this statement that the teachers of foreign languages and especially us, the teachers’ mentors, should consider a starting point. 
The same
 report suggests two ways to improve the communication within the European Union: 1. « les relations bilatérales entre les peuples de l’Union devraient se passer prioritairement dans les langues de ces deux peuples plutôt que dans une langue tierce »; 2. « l’Union européenne devrait prôner la notion de langue personnelle adoptive
 ».  This language should be different from the native language and from the international language in which the speaker conveys his/her message. We can easily see the concept of “multiculturality” at work and it is easily for us to notice that teaching/learning foreign languages is widely encouraged. That is why the study of the foreign languages becomes particularly important: on one hand, its outputs are people speaking at least two foreign languages (apart from their native language), on the other hand, some of these two-language speakers will – in their turn – teach them to others, forming other foreign languages speakers.
The issue of the European policies in the foreign languages field involves two aspects presented by François Grin
 through the concepts of “internal efficiency” (the efficiency of teaching foreign languages taking into account the regulations of the Ministry of Education which involve skills acquired due to the system) and “external efficiency” (the labour market efficiency of the foreign languages skills). Thus one can notice that the more the internal efficiency is relevant for the external efficiency, the more an education system or study program is successful. Otherwise, faculties should adjust their curricula according to the needs of the labour market. So, the next question arising is: are the Romanian university foreign languages curricula adjusted to the needs of the labour market? 

2. The Students’ Perception

We established a questionnaire of 15 items and we asked the students of all the three years of study to answer them. We shall present the results of this questionnaire.

 1. What made you choose the French-English section ?

Most of the subjects (71,7%) answered that their interest in the foreign languages, respectively their desire to improve their knowledge in this field made them choose the Faculty of Letters. Among the questioned students (20,8%) appreciated the opportunities that this Faculty could offer them for their future; on the contrary,  (1,9%) claim that the lack of choices made them come to the Faculty of Letters; a high enough percentage (5,7%) state that they do not why they made this choice.
2. If it were not too late, would you like to change this faculty? If yes, what would you like to study?

More than three quarters of the questioned students (that is 77,4%) have nor changed their mind about the faculty where they chose to study, while a “critical” enough percentage (17%) would like to change the field. A low percentage did not answer the question (3,8%).

3. What is the job that you would like to have in the future? 
The answers given should like to make us think about two issues out of which one is exactly the aim of this paper, namely if the Faculties of Letters are still adjusted for the students’ needs and for the needs of the labour market. The other issue touches the future of the teacher job in Romania. First of all, here are the results: 62,3% of the students would like to become translators, while only 26,4% would like to become teachers. The other 1,9% for each category showed their interest for jobs such as a tourist guide, a psychologist, a manager, a policeman. 1,9% did not answer the question while the same percentage state that they do not know. In order to draw a conclusion, we state that taking into account the fact that only a quarter of them want to become teachers, the next generations may not have enough qualified teachers anymore if the conditions related to this job and the status of a teacher do not change.
a. Mention the subjects that you consider very useful/useful/ little useful/ useless for your future? 
This question involving by itself 4 demands, gives important data for our study. Concerning the subjects that the students consider very useful, we mention according to the order of their preferences: translations (75,5%), the practical course as a whole (45,3%), the subjects called “contemporary language” (including phonetics, morphology, syntax, etc.) (30,2%), literature (22,6). We would also like to mention that if we add the percentage of the translations to the percentage of the subject called Theory and practice of the translation (15,1%), we shall have a very significant percentage for the students’ perception related to the above mentioned topic; this shows the fact that the theory and the practice of the translations is regarded as very important as the total percentage is very high 90,6%.

We may easily note the difference between the “practical” subjects and the ones which are rather theoretical. This fact shows the fact that this generation of students is very pragmatic and it also implies that the Romanian teachers/professors should change the emphasis from theory to practice and they should try to change the way in which they teach the theoretical subjects. 

Concerning the subjects regarded as useful by the students, we note the same disposition to the pragmatism suggested by the fact that translations are at the top of the preferences with 28,3%. However we note the balance among the subjects which confirm the fact that he students are aware that subjects such as “contemporary language” (18,9%), culture and civilization (17%), literature (13,2%) play an important part in their development.
Without mentioning too many details, we note that the subjects quoted as less useful and useless are unfortunately those which, according to the ARACIS, should be regarded as “basics” namely: general linguistics (considered less useful by 24,5% and useless by 22,6%), Latin (considered less useful by 9,4 % and useless by 15,1 %), the theory of literature (considered less useful by 9,4 %  and useless by 5,7 %). There is unfortunately also the sport regarded as less useful by 22,6%, even useless by (11,3%) of the students.
We consider the percentages of the others subjects mentioned as useless or little useful because they are mentioned like this by less than 1% of the questioned subjects.
b. If you could change the curriculum according to which you have studied, what would be the changes that you would do ? Less or more classes; changing the assessment form; introducing new subjects or giving up subjects.  
Taking into account the answers given by the students, it results that the most important changes should be done about the subjects existing in the curriculum : 54,7% state that they would give up or they would introduce new subjects while only 28,3% would reduce the number of classes and even less (13,2%) would change the assessment form. It is interesting to note that those who mentioned changing the assessment form, are in favour of an oral examination motivating this choice by their desire for improving their oral communicative skills.
c. Mention the subjects for which you would reduce/increase the number of classes / for which you would change the assessment form / you would give up / that you would introduce in the curriculum. 

This question was conceived as a kind of mirror and from a certain point of view as a way to check the conclusions of the answers given for the 4th question. Here are the remarks: the main subjects for which the students would reduce the number of classes are (should it be a surprise or not?): literature (11,3%), contemporary language (9,4%) and linguistics (7,5%), while the others hold less percentages. Either we like or we do not, either we teach literature or contemporary language, either we want to ignore the numbers or we want to pretend that they do not exist, they are here in order to show that except for those who are passionate for study and research, the others are not enough motivated to understand the importance of these subjects and they do not succeed in reaching their true meaning… We go on by the subjects for which the students would like to increase the number of classes: no surprise. 37,7% mention here the practical course while an even higher percentage mention the translations : 56,6%. No ambiguity: the students state that they need more practice in order to improve their oral or written language knowledge
Concerning the subjects that the students would like to introduce in the curriculum, they mention subjects related to translations (24,5%) and the third foreign language (9,4%) (studied if chosen without being compulsory only during the first two years) for which the students state that it is studied only 2 hours a week and it would be appropriate if it were also studied during the third year. Related to the subjects that should be given up, no one mentions any subject related to translation. 

d. To what extent do you consider the subject « Practical Course » useful ?

A percentage of 83% students think that this subject is very useful, while the rest of 17% regard it as being useful enough. The percentage of 83% confirm the previous options of the students as far as the subjects existing in the curriculum at present. 

e. Classify the subjects included in the « Practical Course » from 5 to 0, from the one you consider the most useful to the one that you consider the least useful. 
In order to show the results in a very clear way, we are presenting them in the table below. We mention the subjects belonging to « Practical Courses » and the number of points that each one got as a consequence of the hierarchical distribution made by the students :

	No.
	Subjects
	Points

	1
	Grammar
	185

	2
	Translations for specialised purposes
	175

	3
	Vocabulary-conversation
	173

	4
	Grammar translations
	171

	5
	Texts- Vocabulary
	151

	6
	Phonetics-Spelling
	146

	7
	Literary translations
	127

	8
	Text analysis
	112

	9
	Language registers
	103

	10
	Drawing up techniques
	102


We consider that the fact that Grammar is on the top of the list is very important ; on one hand, it is about the importance that the students give it theoretically, thinking that good grammar knowledge may help them have a very good command of the respective foreign language. There might also be another explanation that we may think of without verifying it experimentally, in order to explain grammar’s being placed on the first place : it might be the lack of a real entrance examination for becoming a student at the university which could be the cause for the fact that those becoming student have different levels of command of the foreign language grammar. The fact that Special purposes translations is placed on the second place shows the students’ interest in studying them as well as the fact that they might help them in their future careers. The third and the fourth place are occupied by Vocabulary-conversation and by Grammar translations, subjects aiming at developing skills regarded as very important by students : the skill of communicating correctly in written and orally. We would like to draw the attention on the fact that one of the subjects related to translation appears at the end of the list : Literary translations. It is perceived as being less useful because the students could not think of its usefulness after the graduation as literary translation are less demanded on the market labour and they are not paid according to the translator’s efforts and knowledge. The publishing houses need them and they usually use their own translators or they appeal only the best known translators in the field

f. Mention another subject that you would have liked to study within the frame of the Practical Course ?
We noticed a very low percentage of answers to this question, but the answers given are worth being mentioned. The students mention the fact that they would have liked to study and work on translations made from one foreign language into another (subject that can only be found on the curriculum of the Applied Foreign Languages section), Listening techniques, Politics Translations, respectively Law Translations. Mentioning such subjects comes from real life practice and the difficulties that the students might have encountered : the need to translate from a foreign language to another (fact which is forbidden among the professional translators, but which seem rather common in Romania), the difficulty of understanding the language when spoken by a native or by any other foreigners or even the difficulty of translating law
 or politics texts.

g. The number of classes set for the Practical Course seemed appropriate/ appropriate enough/inappropriate/completely inappropriate ?

38,1% of the interviewed students think that the number of classes set for the Practical Course is enough, 35,7% consider that the number of classes set for the Practical Course is appropriate enough, while 23,8% think it is inappropriate and 2,4% think that it is completely inappropriate. If we consider that most of the students are content, there is, however an important percentage needing to attend a higher number of classes for the Practical Course. This issue, seemingly impossible to solve, might be solved by including, among the optional subjects, course which should have a more important practical part, in order to compensate this need. 

h. Which of these would be the subjects you might give up without feeling that your language abilities could be affected ? 
In spite of  rather high number of answers stating that one should not give up any of the mentioned subjects, 40,5% quoted the following subjects: Literary translations (14,3%), Text analysis (11,9%), Language registers (7,1%), Phonetics-Spelling (4,8%), Texts-vocabulary (2,4%). The presence of the Literary translations on the top of the list confirms the students’ opinion about it, opinion which had already been expressed by answering question number 8. 

i. Which are the subjects that are worth more/less classes than they have at present ?

This question checks to a certain extent the answers given for the question number 6. The translations hold the first place on the list of the subjects which are worth a higher number of classes than they have, with a percentage of 40,5%, almost a half of the interviewed students. The other subjects mentioned are grammar (31%), conversation (28,6%), vocabulary (11,9%). All these options confirm the order of importance according to which the students classified the subjects which are part of the Practical Course. The two subjects mentioned, however, on the list of the ones where one might redce the number of classes were Text Analysis (4,8%) and Language Registers (7,1%). The results are encouraging showing the fact that most of the subjects included in the Practical Course are regarded as useful.
j. Mention the biggest « default » of the Faculties of Letters according to the needs of the labour market, as well as their biggest quality ?

Among the defaults that the students mention, we might enumerate : the existence of some subjects regarded as useless in correlation with the future career needs, the fact that there is a low enough number of classes of grammar and translations, too much emphasize on the literature subjects (which are useful only for those who want to become teachers, but becoming less and less popular as literature topics are required only for the teachers’ promotion examinations and not in the students’ books), while university curricula should focus ore on traditional grammar ; exaggerated requirements according to the eal time that the students have in order to deepen their knowledge ; the inappropriate space conditions and the lack of didactical aids ; a too busy schedule ; the preponderance of theory compared to practice (mentioned by many students) ; some of the professors’ inappropriate behaviour ; the fact that one does not work enough on special purpose translations. 

Among the qualities of the Faculty of Letters, the students mentioned : the fact that the graduation certificates are internationally recognized ; they admit that this kind of Faculty is an elite faculty which cannot be graduated by everybody ; the fact that at the end of the studies, they have foreign language skills and especially in translation ; many of the students appreciate the seriosity, the professors’ preparation and the fact that they are dedicated to their profession ; in the students’ opinion, this faculty develops the communication skills. 

k. Do you think that the Faculties of Letters are very attractive/attractive/ attractive enough/ not at all attractive according to the labour market nowadays ? 

The last question of the interview aims at revealing the students’ perception upon the the attractivity of the faculties of letters according to the labour market. 42,9% consider that these faculties are still attractive on the labour market, while 28,6% consider them attractive enough, 19% find them very attractive and 4,8% find them not at all attractive. 

3. Conclusions

After showing the results of this questionnaire, we have to draw the conclusions. First of all, one may notice that the students of French-English section would like to become translators and not teachers. This choice should make us rethink the curriculum, especially because the labour market has recently limited the access to a teaching career by the steps taken by the Romanian government as a consequence of the economic crisis.  

Within this frame, there are subjects that the students regard as very useful for their future and we mention here the subjects related to translations, as well as there are subjects whose use is not fully understood by the students. We would like to remind the fact that 90,6% think that the translation ability will be very useful for them in the future, while subjects like general linguistics, the theory of literature or Latin belong to those regarded as less useful, even useless. All these options should make us think more about the education policies in Romania and about what should be regarded as compulsory or nor and about taking steps to ensure a certain flexibility to the Romanian education system. 

The changes suggested by the students aim at giving up some subjects of the curriculum and at introducing others without too many changes in the existing number of classes or in the assessment forms. The only changes related to assessment suggest to increase the number of oral examinations taking into account that learning foreign languages involves listening and speaking as main skills. 

As for the mentioned subjects, we should increase the number of classes for the Practical Course and decrease the number of classes for the more theoretical subjects (Contemporary Language, Literature, Linguistics). 83% consider that the practical course is very useful and the other 17% regard it as useful. The three subjects thought of as being the most important and useful and belonging to the Practical Course are, in the following order, Grammar, Special purpose translations and Vocabulary -conversation. 

We are aware that any enquiry involves an error percentage. In spite of this, we are convinced that most of the questions proposed to be discussed have revealed truths if not impossible to be admitted, at least rather difficult to be admitted, but however useful for our activity. Without pretending to solve a problem which is among the many that the Romanian education systems encounters, we have tried to draw the attention to it and to show the advantages and disadvantages of a system which being continuously undertaking quick reforms and reformations, does not succeed in thinking of the realities of a continuously changing society as it is ours and of the opinions of the education’s immediate beneficiaries who are our students. 
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Abstract

This study investigates personality traits in a sample of 179 teachers from a Romanian state university, using the Five-Factor Model of personality. Results show agreeableness, conscientiousness, gregariousness as dominant traits in teachers’ personality profile. These characteristics have impact on interpersonal behavior, an important feature of teaching quality. There are statistically significant differences in teachers’ personality according to gender, age and area of study.
Keywords: higher education teachers; personality profile; gender differences.

1. Introduction

Teacher personality is considered an important individual variable that influences teaching effectiveness. Almost every book approaching the theme of teaching quality stresses the importance of teacher’s personal characteristics.  When it comes to individual qualities teacher should have in order to be a successful professional, scientific literature suggests a broad list of personal characteristics. Thus, Bontas (2008) argues that teacher should possess the following qualities or skills: solid professional preparation, broad cultural horizon, teaching and didactical training, ability for professional, pedagogical, and methodical development, moral profile, and managerial abilities.
Addressing the issue of teacher personality, Nicola (2003) compiles multiple individual requirements that teachers should satisfy:
· Culture: general and philosophical, professional and pedagogical culture;
· Attitudinal component: positive attitude towards people, humanity, fairness, honesty, dignity, patience, self-control, responsibility;
· Skills component: cognitive skills (analysis and synthesis ability, flexibility, originality, memory, imagination, intelligence), verbal ability, social skills, teaching skills.

Teacher performs multiple roles in class: organizer, monitor, coordinator, assessor, counselor or student's partner (Diac, 2008). In order to successfully perform these roles, teacher has to have many qualities and to be flexible, creative and open.

“Teacher Perceiver Interview”, an instrument used in teachers’ selection process, includes, among other characteristics, the assessment of teacher’s empathy, teacher’s ability to develop favorable relationships with students, listening, objectivity, focus, and innovation (Delli, 2010). 

Several studies have investigated the characteristics of effective teacher, according to students’ perceptions. Spencer & Schmelkin (2002), using a group of students from different academic years, showed that their perceptions on effective teaching are influenced by teacher’s attributes such as: care, appreciation for students’ opinions, clarity in communication and openness to different viewpoints. 
Greimel-Fuhrmann & Geyer (2003) showed that students’ perceptions on teachers and overall quality of instruction are positively influenced by personal attributes such as: teacher receptivity, creative approach to instruction or humor. Stronge & Hindman (2006) develop Teacher Quality Index, a guide usefull in professional selection. They identify the main aspects of teacher effectiveness which are recommanded to be used as selection criteria. One of the six aspects they propose is represented by teacher’s personal attributes such as: care, fairness and respect, enthusiasm, motivation, relationships with students, reflective action.

Kane, Sandretto & Heath (2004) have investigated the qualities of effective teachers and have identified five areas of teaching excellence: content knowledge, teaching skills, interpersonal relationships (respect for student, empathetic and caring), research / teaching connection, and personality (enthusiasm, passion, humor, approachable, authenticity in relationships).
Schaeffer et al. (2003) have identified as characteristics of effective teachers, from students’ perspective, the following qualities: approachable, creative and interesting, supportive and caring, enthusiastic, flexible and open, well informed, having realistic expectations, fairness and respect for others.

Considering the complexity of teacher individual profile, as a consequence of the complexity and social importance of teaching profession, it should be necessary to organize teacher’s characteristics according to their importance for professional success. 

2. Method 

This research has as main objective to create a professional profile for higher education teachers, emphasising the important dimensions for teacher personality. The study also investigates significant differences in teachers’ personality according to gender, age and area of study.

1.1. Participants

The participants are 179 teachers from a Romanian state university. This university has 11 faculties and approximately 500 teachers employed. In order to insure a representative sample, a stratified sampling procedure was used, based on the following criteria: faculty, didactical rank, and gender. At the last level of sampling, the participation was based on volunteering. There are 78 (43.6%) male teachers and 101 (56.4%) female teachers in this sample. Their ages vary from 23 to 65 (m=38.62, σ=12.16). The sample includes 13 junior teaching assistants, 45 teaching assistants, 61 assistant professors, 33 associate professors, and 27 professors. 
1.2. Measure

The psychometric measure used was Revised NEO Personality Inventory (NEO PI-R) (Costa, & McCrae, 1992). This questionnaire is based on the Big 5 model of personality. This conceptual model states that personality can be reduced to 5 superfactors or broad dimensions (Minulescu, 1996): Neuroticism (N), Extraversion (E), Openness (O), Agreeableness (A), and Consciousness (C). Each superfactor includes 6 facets scales:
N - Neuroticism (emotional stability, tendencies to experience negative emotions such as fear, sadness, guilt, anger or disgust): N1 Anxiety, N2 Angry-Hostility, N3 Depression, N4 Self-Consciousness, N5 Impulsiveness, and N6 Vulnerability; 

E – Extraversion (sociability, energy, optimism, assertiveness): E1 Warmth, E2 Gregariousness, E3 Assertiveness, E4 Activity, E5 Excitement-Seeking, and E6 Positive Emotions; 

O – Openness (active imagination, receptivity to aesthetics, to new ideas, intellectual curiosity): O1 Fantasy, O2 Aesthetics, O3 Feelings, O4 Actions, O5 Ideas, and O6 Values; 

A – Agreeableness (selflessness, collaborative): A1 Trust, A2 Straightforwardness, A3 Altruism, A4 Compliance, A5 Modesty, and A6 Tender-Mindedness; 

C – Conscientiousness (organisation, task fulfilment, goal-orientation): C1 Competence, C2 Order, C3 Dutifulness, C4 Achievement Striving, C5 Self-Discipline, and C6 Deliberation. 

1.3. Results

Average transformed scores in NEO PI-R are placed in the interval between 45 and 55. Teachers score higher (around 55 or above) in: Agreeableness (55.04), Conscientiousness (54.71), E2 Gregariousness (54.85), O2 Aesthetics (56.54), A1 Trust (55.45), A2 Straightforwardness (57.22), C1 Competence (56.16), C2 Order (55.10), and C6 Deliberation (54.73) and lower (around 45 or below) in: Neuroticism (44.23), N1 Anxiety (45.17), N3 Depression (42.72) and E5 Excitement-Seeking (44.03).

There are statistically significant differences between male and female teachers. Male teachers scored higher in Neuroticism (t=3.733, sig.=0.000), N1 Anxiety (t=2.094, sig.= 0.038), N2 Anger-Hostility (t= 2.775, sig.= 0.006), N3 Depression (t=4.219, sig.= 0.000), N4 Self-Consciousness (t=3.794, sig.= 0.000), N6 Vulnerability (t=3.873, sig.=0.000) and O2 Aesthetics (t=2.328, sig.=0.021). Female teachers had higher scores on Extraversion (t= -4.638, sig.=0.000), E1 Warmth (t= -3.570, sig.= 0.000), E2 Gregariousness (t= -5.818, sig.=0,000), E3 Assertiveness (t= -3.552, sig.= 0.000), E6 Positive Emotions (t= -3.506, sig.= 0.001), C1 Competence (t= -3.921, sig.= 0.000), and C5 Self-Discipline (t= -1.981, sig.= 0.049).

There are statistically significant differences between participants according to age. Teachers aged 23-31 years old (63 participants) obtained on average, significantly lower scores than those in 43-65 years category (52 participants), in: Neuroticism, Agreeableness, N2 Angry-Hostility, N3 Depression, N4 Self-Consciousness, O2 Aesthetics, A2 Straightforwardness, and C3 Dutifulness and significantly higher scores in: Extraversion, E2 Gregariousness, E3 Assertiveness, E5 Excitement-Seeking, and E6 Positive Emotions. Participants aged 23-31 years obtained on average, significantly lower scores than those in the 32-42 years category (64 participants), in N5 Impulsiveness and significantly higher scores in E2 Gregariousness and E5 Excitement-Seeking. Teachers aged 32-42 years old obtained statistically significant higher scores than those in the 43-65 years category in: Extraversion, E2 Gregariousness, E3 Assertiveness, E6 Positive Emotions, and C1 Competence and statistically significant lower scores in: Agreeableness, N4 Self-Consciousness, O2 Aesthetics, and A5 Modesty.

Areas of study were divided into 2 categories: 

a. Humanities: 116 participants from faculties of Economics, Sports, Law, Letters, Educational Sciences, Socio-Humanistic, and Theology.   

b. Science: 63 participants from faculties of Electronics and Computers, Mechanical Engineering, Mathematics, and Sciences.  

There are statistically significant differences between these two categories. Teachers from Humanities scored higher in: Extraversion (t= 3.653, sig.= 0.000), E1 Warmth (t= 2.632, sig.= 0.009), E2 Gregariousness (t= 3.054, sig.= 0.003), E3 Assertiveness (t= 4.495, sig.= 0.000), E6 Positive Emotions (t= 2.381, sig.= 0.018), A3 Altruism (t= 2.002, sig.= 0.047), and A6 Tender-Mindedness (t= 2.986, sig.= 0.003). Teachers from sciences areas scored higher in A2 Straightforwardness (t=-2.110, sig.= 0.036) and C6 Deliberation (t= -2.070, sig.= 0.040).

3. Discussion

Regarding interpersonal behavior, teachers can be characterized as trusting, pleasant people, open and sincere in interpersonal relations. In addition, they prefer others’ company, which is not surprising for a person who chooses a teaching career. They do not feel a strong need for animation and stimulation.

A good interpersonal relationship with students is an important factor which influences teaching effectiveness, agreeableness being a predictor of professional performance in situations that require joint action and interpersonal relationships (Judge et al., 2002, cit. in Somech, 2010).

Higher education teachers are conscientious people, with confidence in their personal capacities and their effectiveness in dealing with difficult or problematic situations, well-organized persons, who deliberate long before acting. Teaching profession in university requires a constant concern for continuous professional development. This can be supported by a self actualization motivation, by a continuous effort to acquire new knowledge, to critically evaluate new scientific information, to analyze and synthesize it, to organize and integrate knowledge into a coherent structure. Professional development involves constant learning, practice and reinforcement of practical skills, useful in teaching and research. All these are not possible without responsibility, seriousness, conscientiousness. Conscientiousness is a predictor of academic outcomes (Wagerman & Funder, 2007) and it is the only personality dimension whose predictive validity can be generalized to all occupational areas (Barrick & Mount, 1991, cit. in Salgado, Viswesvaran, & Ones, 2005).

Teachers are sensitive people, responsive to art, beauty, and aesthetics. Their interest in art does not mean they necessarily have artistic skills or “good taste”, but it is a reason to develop their aesthetic sense, to acquire knowledge in arts area, to refine their artistic taste. Intellectual status is associated with a greater openness to the artistic field and with a certain type of cultural consumption. Lower scores obtained in Neuroticism and its facets indicate emotional stability. Teachers feel to a lesser extent anxiety, worry, fear or depression, affects such as sadness, feelings of guilt and helplessness. They are rather calm, relaxed, not easily discouraged and these characteristics have impact on the quality of their relationships with others. Low levels of negative emotion allow a lower self focusing and an easier orientation to others. Finally, teachers can be described as emotionally stable persons, pleasant, and conscientious. These features are consistent with the way teacher is described in scientific literature. A study designed to identify teacher characteristics in order to use them in professional selection process highlighted three important dimensions of teacher behavior: friendly versus distant, systematic versus unorganized, stimulating versus boring (Ryans, 1960, cit. in Laursen, 2005).

The results suggest that male teachers, compared to female teachers, are more likely to experience negative emotions such as fear, sadness, anger, embarrassment, disgust, guilt; they are less emotionally stable than women, tenser and more anxious. They have more difficulty in managing the problems they face; they have a lower resistance to stress. There are also more interested in arts and aesthetic. Female teachers are more sociable, more communicative, prefer the company of others, and are more energetic, affectionate and friendly. They establish more easily relationships with others, they behave in a more dominant manner, take initiative and assume leadership roles in groups, and they feel to larger extent positive emotions like joy, happiness or love. They see themselves as capable, efficient, as having necessary resources to face problems, they can motivate themselves to complete their projects and tasks despite distractions; they are perseverant.

These descriptions are partly in contradiction with results of several studies that have shown contrary evidence regarding gender differences in personality. Thus, two important meta-analysis (Feingold, 1994; Costa, McCrae, & Terraciano, 2001; cit. in Matthews, Deary, & Whiteman, 2005) indicate that there are personality differences between men and women as follows: men obtain higher scores on assertiveness, dominance and are more interested in ideas than feelings, while women scored higher in anxiety, trust and sensitivity, they report higher levels of negative emotion, obedience and education. Men also obtain higher scores on self-esteem and internal locus of control. Regarding Five-Factor personality model, women obtain higher scores than men in several facets: Anxiety and Impulsiveness, Trust and Tender-mindedness, Order, while men score higher in: Ideas, Fantasy, and Competence. In Extraversion facets, men have higher scores on Assertiveness and Excitement-Seeking and lower scores in Gregariousness. Gender differences are smaller for faces like Activism (Feingold, 1994, cit. in Salgado, Viswesvaran, & Ones, 2005).

There are personality differences between men and women in emotion related traits (neuroticism), in agreeableness and domination, both within a culture and between cultures. Men are perceived generally as active, strong, critical, with psychological needs of dominance, autonomy, aggression, performance and resilience. They are more closely associated with personality traits such as conscientiousness, openness and extraversion. In social perception, women are associated with attributes such as passivity, weakness, care, adaptability, their psychological needs including obedience, respect, affiliation, care giving. They also obtain higher scores on personality traits such as agreeableness and neuroticism. Cross-cultural research shows a stability of these differences, which supports the panuniversality of gender stereotypes (Matsumoto & Juang, 2007).

While women's higher scores on E1 Warmth and E2 Gregariousness are consistent to gender differences in personality, other differences seem to be surprising, especially differences in Neuroticism and its facets. In order to be successful in higher education system, responsibility, self-confidence, reliability, attributes generally associated with male gender stereotype, are needed. In such professional context, women need to be dominant, assertive, capable and efficient. Female teachers in universities fall to a lesser extent in the line of traditional female gender stereotype. Equal opportunities for men and women, empowerment of women, their access to a wide range of professional fields, individualism and competition lead to changes in gender roles. Young women in today's society have become more assertive than 40 years ago and they are characterized more and more by features in accordance with male gender stereotype, so gender differences in personality begin to decrease (Twenge, 1997, 2001, cit. in Haslam, 2007). Higher scores obtained by female teacher in E3 Assertiveness show a “transgression” of traditional female role. In education system, although numerical differences between men and women are also decreasing, in elite universities and in management positions in schools and universities, men are more present than women (Iluţ, 2009).

According to age, the most frequent differences appear in Extraversion (teachers aged 23-31 and 32-42 years obtain higher scores than those in the 43-65 years category), in some of its facets, E2 Gregariousness, E3 assertiveness, E5 Excitement-Seeking, E6 Positive Emotions (differences are decreasing, each age group obtaining higher mean than the next), in Agreeableness (last age category obtain higher scores than the other two). We can observe a decrease in Extraversion scores and an increase in Agreeableness, results confirmed by other studies as well. Roberts, Walton & Viechtbauer (2006, cit. in Haslam, 2007) have revealed systematic change patterns in personality traits from adolescence to old age. Conscientiousness, emotional stability and social dominance tend to increase with age, agreeableness increases only in old age and social vitality and openness to experience tend to increase during adolescence and then to decrease later in life. Adult personality may undergo changes due to maturation process. Evolving socio-cultural conditions generate changes in individual differences, which are linear, each generation leading to another level the features of previous generations. Younger generations obtained significantly higher scores on traits related to individualism, such as assertiveness, dominance, self-esteem and narcissism (Twenge et al., 2009).

Younger teachers (21-31 years) score significantly lower than those in the 43-65 years category in Neuroticism and some of its facets, which is contrary to results of other studies reporting decreases in Neuroticism level with increasing age. It is possible that young teachers, due to their higher levels of Extraversion, to have more resources to cope with stressful situations and to benefit from wider social networks. In addition, teachers older than 43 years have developed their personalities during the communist regime, when social stress, lack of freedom of expression and fear were the predominant way of life. Differences between teachers aged 21-31 years and 43-65 years suggest that the latter are people with greater sensitivity to art and beauty, more open and honest, more self confident and conscientious in fulfilling their duties and responsibilities. These differences could be the expression of life experience and greater maturity. Other studies have found that young adults and adults (under 40 years and over 40 years) obtain similar scores on the Big 5 factors and integrity tests (Hough et al., 2001; Ones, Viswesvaran, 1998, cit. in Hough, Ones, 2005). Notable differences are recorded in some Conscientiousness facets. 

Differences according to area of study show that teachers in humanities are more externally oriented, are more sociable and communicative, assertive, prefers others’ company, experience positive emotions, are more receptive to others’ needs and more generous. Teachers in sciences area are more open and honest, tend to think longer before acting, to be more careful, taking into account the consequences of their actions. These differences are consistent to personality differences in vocational orientation. Although teaching profession is the common feature for all the participants, teachers in different fields of study are expected to vary depending on the specific area they teach, whose election may largely reflect the expression of their vocational choice.

Studies have identified relationships between personality, interests and vocational orientation. Meta-analysis (Larson, 2002; Barrick, 2003; cit. in Staggs, Larson, & Borgen, 2007) including studies on the relationship between Five-Factor model and Holland’s vocational interest typology showed that Openness is related to Artistic and Investigative type and Extraversion to Enterprising and Social type. 

Kirkcaldy (1988, cit. in Furnham, 2005) showed that women are less interested in technical and scientific occupations and more interested in creation and socio-educational areas. In general, they are less likely to choose jobs that require a predominant task orientation, being more inclined to move to less structured and more permissive occupations, in environments that allow artistic and emotional expression. Differences between men and women teachers, identified in this study are congruent with the distinction made by Baron-Cohen (2003, cit. in Lippa, 2005), that women tend to be empathizers and men tend to be systematizers. 

4. Conclusions
In general, teachers’ personality has as dominant characteristics: agreeableness, conscientiousness, gregariousness, traits that affect interpersonal behavior in a positive way. These are the premises of a favourable student-teacher interaction. These findings are relevant to vocational orientation.

The main limitation of this study consists in the small sample, which prevents the generalization of results. Gender differences in teachers’ personality could be explained by Romanian socio-cultural context. 
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Abstract

One of the constant preoccupations of language teachers is for their learners to rich their full potential by comparing their learning needs to the goals set by the curriculum. Due to the diversity of learning styles and needs or expectations, these seem not to overlap totally or partially and there is a need for constant negotiation and adjustment. Through feedback and evaluation of the course the teacher can adjust his/her teaching methods etc. On the other hand, through this efficient instrument of feedback, students’ may learn from their mistakes and may became aware of their learning strategies and needs. Thus, teachers and learners are expected to go through a cooperative process in order for both of them to obtain the expected results 
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Knowing your students

The teaching process is a very complex one which triggers learning which leads to progress. But teaching is not a one-way process, but a two-way one as it is directed towards learners but, at the same time it receives feedback from the learners and, thus, it adjusts itself constantly and it adapts to learner’s needs. 

However, learning is not a passive reception of knowledge and information, but it requires involvement on part of the learner, who will participate in his/her learning experience and will shape it according to his/her needs and understanding. 

Therefore, teaching and learning are two sides of the same coin and they are in a bidirectional relationship. That is why, no matter how professional a teacher is, total involvement of the learner is required for the advancement of learning. Since both teaching and learning are so connected, it is natural to understand that there is also a strong relationship between teacher and student, between teacher’s intentions and student’s expectations, between teacher’s teaching methods, his personality and student’s needs and motivation. 

Professor Ioan Cerghit says that teaching triggers learning which comes from the inner side of the learner and which is, at the same time, influenced by the pupil him/herself and his prior experience. Whatever the teacher does, as an exterior action, does not automatically imply personal development of the learner, but it becomes a condition for an inner change only if it succeeds in engaging the learner totally in an effort to learn and think, in an affective and volitional manifestation (Cerghit, 2006, p 22). 

In this educational experience each of the two actors build rapport in relation to each other. Teacher’s behaviour influences and is influenced by learners’ behaviour and vice-versa, thus, a very important step in this relationship is for the teacher to know his/her learners very well. Knowing somebody implies there is effective communication between them. For a long time, people have believed that between adult interlocutors communication is satisfactory due to the fact that as of a certain age individuals can express coherently and explicitly.  Still, age does not represent a sufficient reason to believe that there is nothing else to learn, to add or change. Communicating with adults implies sometimes understanding difficulties due to the fact that they filter and select their communicative behaviour according to their knowledge and their different prior experience.

In comparison to children, young adults show their temperament traits. Thus, in order to facilitate communication with them, one of the advantages is to try to predict their temperament and to adapt educational communication to the situation. Their age and the prior experience and knowledge allow students to analyze critically and reflect on the new information or learning tasks. To reflect and have a critical mind means according to Ramona Palos „to discern from right to wrong, to be realistic, to judge neutrally things, problems by resorting almost exclusively to rationality and avoiding as much as possible feelings, wishes, interests, passion etc.”(Paloş, 2007, p 200). In order to know his/her students a teacher in higher education should take into account that:

· They have prior educational and life experience in different situations;

· They have expectations related to the educational content, methods and teacher-student relationship;

· They control the communication process, as they can control or direct their verbal and non-verbal reactions towards transmitting messages;

· The process of educational communication and involvement is motivated by expectations, personal and professional interests and assumed responsibilities;

Knowing your students gives the teacher the possibility to adapt the instructional methods and instruments to their needs and profile. One of the instruments which help us collect data regarding students’ learning needs is the questionnaire. Evaluating and exploring these instructional needs may be carried out also by interviews, “can-do” self-assessment lists, check-lists or inventories which can be administered at the beginning of the course but also during the progress of the course for constant adjustment. To help students become aware of their daily use of a language, for example, they may be asked to fill in a diary every day. These are as many ways as possible to get to know your students and even to facilitate their knowing themselves better.

The multicultural classroom in a higher education environment is characterized by individual diversity just like any mono-cultural classroom plus by different cultural norms. That is why the extent of knowing one’s students is crucial for a teacher in order to avoid misbehavior and misinterpretations due to their different cultural background. 

Assessing students’ needs

Tom Hutchinson and Alan Waters identified two questions we should ask ourselves: related to needs analysis: What do we mean by needs and what kind of information should a needs analysis tell us? Definitely another question would be when should we administer needs assessment forms?

A very broad definition of needs assessment is “to notice those areas at the level of which arise differences between what it is and what it should be, to define the nature and the importance of these differences  and to propose action plans, which should lead to the decrease of those noticed differences” (Palos, 2007, p267). On the other hand, other researchers think that a needs assessment “focuses and builds on learners' accomplishments and abilities rather than on deficits, allowing learners to articulate and display what they already know and can do” (CAELA website). According to CAELA (Center for Adult English Language Acquisition, founded by the US Department of Education) the needs assessment for a language class should examine the language skills the learner believes she/he has, the literacy contexts in which the learner lives and works; what the learner wants and needs to know to function in those contexts; learner’s expectations of the instructional program. 

In general, needs assessment is carried out in such educational situations which involve adult learners and courses or training programs targeted at them. In this case the problem of identifying the instructional needs, followed by the next step of designing a training program and the offer, which will be subject to negotiation before acceptance is crucial. As regards higher education, it has a set curriculum which actually should meet the professional  market needs and thus, students’ interests should coincide with markets’ requirements. National educational authorities, probably design and establish those competencies necessary for the future engineer or doctor or translator, etc, based on the current market analysis, on international university curricula, on social tendencies and so on but it is the teacher who actually works with these students and has to adapt his/her teaching methods and instruments, to adjust the content and to choose those tasks and exercises which are relevant for them in order to increase motivation and thus, to promote learning and acquisition.  The relevancy of a course refers to its matching the age group, their cultural values if they are international students, their professional interests and last but not least their individual personality and interests. 
Various analyses and approaches to needs assessment were put forward: analytic view of needs analysis which examines expert opinion, and diagnostic approach which examines learners’ needs to be used in social services; discrepancy analysis which attempts to examine what people know and what they ought to know, and democratic approach which is based on learner points of view. 

Geoffrey Brindley, cited by Ali R Fatihi, called for a ‘broad’ or ‘process- oriented’ interpretation of needs. He sees needs primarily in terms of the needs of the learner as an individual in the learning situation. Needs analysis means, for him, trying to identify and take into account a multiplicity of affective of cognitive variables which affect learning, such as learner’s attitudes, motivation, awareness, personality, want, expectations, and learning styles (Fatihi, 2003).

As we can notice the problem of identifying what information should needs anlysis tell us is a complex one. In our opinion needs analysis is and has to be a dynamic process in a learner-centered education, constantly providing feedback to adjust the teaching-learning process. That is why, in The second language curriculum, Geoffrey Brindley (Fatihi, 2003) highlights the constant negotiation between teachers and learners and the dynamic view of needs analysis. „ It is important however to stress that in a learner-centered system needs analysis and setting of learning objectives is not something which happens only once at the beginning of the course. It quite unrealistic to expect learners to be able to participate fully in such an enterprise at this stage for the simple reason that people can’t make a valid choice until they have experienced whatever options are being offered. In other words, if the learners are asked about their preferred methods of learning, learning materials, and language content at the beginning of the course, before they have tried them out, they will most likely, give vague or even meaningless answers, which are useless to the teacher trying to plan appropriate learning activities”(Fatihi, 2003). 

There are two sets of information that can be gathered: objective needs, which refers to factual information like the purpose for studying the language, personal data and background, information about language proficiency and interaction patters and subjective needs referring to the cognitive style, the learning strategies used, attitude, personality, confidence, etc. 

From amongst all the options we will collect from the needs assessment forms data regarding several categories deemed important for the teacher to organize the classroom, to choose the methods, to set objectives: the student background (age, nationality, place of origin, years of study), what the learner wants and needs to know to function in those contexts, motivation, learning styles. The student background,  their motivation and attitude will help us build a certain rapport, the language proficiency will guide us through establishing the level of language to start with, and their learning style will help teachers choose certain methods and forma of classroom organization or interpret correctly their behaviour. 

International students’ learning styles and implications for teacher’s choices 

Two of the classifications of learning styles belong to Neil Fleming and Mumford and Barron. Neil Fleming  refers to the preferences for different sensory input of information like visual learners, auditory and kinesthetic or tactile learners.  He believes that some people have a preference and learn better if they see things, others learn best through listening and another category, if they explore the world and learn via experience by touching, moving and doing. In language pedagogy this can be translated by using visual aids for the first category, by choosing the lecturing method or promoting discussions and debates or using audio material for the second and involving the third category of students in experiments, projects, or any kind of active exploration of the world. 

Peter Honey and Alan Mumford developed a model of learning styles: activist, reflector, theorist and pragmatist and describes them as follows: „Activists like to involve themselves in new practices and enjoy tackling problems by brainstorming. They appear to be easily bored and prefer to move from one task to the next as the excitement fades. Reflectors are more cautious and thoughtful and prefer to consider all possible avenues of action before making any decisions. As the name would suggest, any actions they take are based on observation and reflection. Theorists like to integrate their observations into logical models based on analysis and objectivity. They appear to enjoy the structure associated with sound theoretical frameworks. Pragmatists are practical, hands-on people who like to apply new ideas immediately. They often get impatient with an over emphasis on reflection” (Fatihi, 2003, pp 76-77). 

 Research done in  various colleges and universities in Hong Kong, Singapore and Taiwan at the Departments of Hospitality Management, Hotel and Catering Management, Tourism Management and Travel and Tourism Studies shows Asian students’ preferences for reflector learning styles. It was found that  these students „prefer to learn through observation and benefit from the opportunity to think before acting. They appreciate the opportunity to undertake research before an activity and think about what they have learned. Reflectors find it more difficult to learn from activities where they are forced into the limelight, for example through peer presentations or role-playing. Similarly, methods of learning such as case studies may prove problematic for these students as they are not keen on undertaking a task without prior notice or sufficient information (Barron at al, 2002).

Therefore, we would like to highlight that in a multicultural classroom it is very important to take into account students’ cultural background which may influence their learning needs and styles and may tailor their behaviour in classroom interaction. Thus, teachers in international classrooms will take the necessary steps to ensure they choose the adequate teaching methods, classroom organization forms  and manage the class effectively. 

Most of the foreign students studying at the Polytechnic University of Bucharest generally come from Tunis, Iran, Iraq, Algeria, Pakistan, Egypt, and few from Asia and Europe. 

These students either study Romanian as a second language during the university year or some of them undertake a 6- month- preparatory year to study an intensive course in Romanian language and culture in the same university with a view to continue their studies (Master, Doctoral level) in this University or in another one. 

The question is how this course may meet their needs, help them improve their language and better adapt to the new culture and society. I have asked myself this question because the grammar-vocabulary approach promoted by most of the Romanian as a foreign language books has no longer proven efficient and may be a reason for students’ course withdrawal, lack of adaptation and some of students poor results. 

In order to identify the best path to follow in designing a syllabus to match students’ needs, curriculum objectives and their learning styles we have designed a questionnaire to be distributed to the students at the beginning of the course, as a starting point for the negotiation process which takes place between students’ expectations and teachers intentions, which should be in progress throughout the course. Constant feedback offers the teachers insight into the adequacy of his/her methods, the usefulness of the activities and the efficiency of the course whereas, for the students it gives a clue of what they want, where they are and  how they learn, that is awareness of their progress. This research aim is to determine international students’ learning needs and styles which may be the basis for designing syllabus proposal matching their needs and cultural values. 
Methodology

A questionnaire which made reference both to objective and subjective data was used to investigate the learning needs and styles of international students enrolled in the Polytechnic University of Bucharest. A further use of this questionnaire may be to compare the same information obtained from mono-cultural classrooms. 

The first part comprises questions relating to nationality, age, gender and motivation. The second part comprises  questions referring to their learning needs and styles according to Fleming’s model, their view of an ideal teacher , the study topics and preferred language functions. The scales are mixed, the students being asked to respond sincerely, to mark on a five point Likert scale  their strength of feeling (1 –Strongly disagree, 2-Disagree, 3 –not sure, 4 – Agree, 5 – Strongly agree), to name the 3 most important items or to choose one or more answers (multiple choice answers). 

This questionnaire was administered in a controlled environment of a formal class and supervised by a teacher. The number of respondents was 38 out of a total number of 50 students and only 36 questionnaires were usable as they were completed entirely. 

Interpretation of the results

The study focuses on determining the preferred learning needs and styles of foreign students who are already enrolled at the Polytechnic University of Bucharest at Bachelor level or study the preparatory year in order to enroll at Master and doctoral level. This research will help the teachers to plan their teaching carefully according to their needs and learning style. The questionnaire used to gather information contains factual information concerning students’ nationality, age, gender, motivation but also questions regarding their image of the ideal teacher, preferences for certain study topics and language functions, and Neil Fleming’s VARK learning style model. The content of the questionnaire allows the teacher, by analyzing the data, to design an adequate syllabus based on study topics, language functions and skills and to choose adequate methods and classroom organization forms. 

Even though the target of this study is not to determine a relation between one’s nationality and learning , but to determine a preferred learning style of international students’ in a technical university it is interesting to mention that  the majority of the respondents from Tunisia and Algeria, assumed French nationality connected to the fact that French is an official language and some may have double citizenship and only a few mentioned their origin as Algerian or Tunisian. Therefore, the data regarding nationality is not very relevant, but their assumption of French nationality may show, on the one hand the need for introducing a distinction between ethnic origin, nationality and citizenship, and, at pedagogic level the need for the development of intercultural competence in the language class which raises awareness of their own origin, the difference between one’s ethnic origin, citizenship, especially for those formerly colonized countries, which builds confidence in own’s origin, and helps students’ acquire positive attitudes towards diversity. (See table 1). As we can see, there is a larger number of male students due to the academic technical specialty.

Table1. Respondents’ nationality

	Nationality
	No. of respondents
	Male
	Female

	French

Bangladesh

Austrian

Iranian

Malaysian

Tunisian

Armenian

TOTAL
	15

2

2

5

3

4

5

36
	13

2

2

4

0

4

5

30
	2

0

0

1

3

0

0

6


Respondents gave a variety of answers regarding their need to learn Romanian, concentrating on their desire to communicate  and to adapt to the new culture. The main reason for studying in Romania at this University is that they obtained a scholarship and it was easier to have access to this scholarship here than in other countries, especially Western ones. 

A regards respondents’ learning styles we can identify a preference for auditory style, but shortly followed by Reading/Writing and kinesthetic.  The auditory learning style involves for a language class promoting discussions and debates or using audio material in the classroom, since the foreign students were very interested in pronunciation and speaking. 

From amongst the preferred topics of study we identified the first three preferences as issues related to the comparison of cultures including talking about one’s own, their profession and specialty topics, and finally, issues concerning everyday life such as at the restaurant, doctor etc. Thus the teacher might relate teaching vocabulary for example to two aspects – general and specialty languages. For the preferred learning styles we used VARK model scoring chart (VARK website). 

Table2. Respondents’ learning styles

	Nationality
	More Visual
	More 

Auditory
	More

R/W*  
	More

Kinesthetic        

	French

Bangladesh

Austrian

Iranian

Malaysian

Tunisian

Armenian

Total 
	5

0

0

1

0

0

2

8
	4

2

1

3

0

2

0

12
	4

0

0

0

2

2

1

9
	2

0

1

1

1

0

2

7


* Reading/Writing

Conclusions

This study found that the foreign students in the PUB display preferences for auditory learning style but shortly followed by Reading/Writing. Based on the link between this preference with their motivation and learning needs, that are to communicate effectively and to adapt to the new culture and the fact that they have beginning or intermediate levels of language knowledge and practice teachers may design appropriately a syllabus and may select certain teaching methods which could improve the effectiveness of learning and cultural adaptation of these students. The recent changes in the Romanian higher education profile with the European integration opened doors for students’ mobility, both for the Romanian students who choose to continue their studies abroad and for foreigners who come to Romania. The fact that many foreign students mentioned that one of the attractions was to choose Romania since it is now part of the European Union and may offer European Diplomas tells us a lot. This has increased the pressure for institutions to develop solutions for managing student diversity and for teachers to provide appropriate teaching support and materials. The study acknowledges these challenges and proposes an insight into the needs and preferences of the foreign students at a technical university in Bucharest. Since so far Romanian language has been taught here according to the more traditional methods, using textbooks which comprised tasks based on repetition and grammar exercises, now it is time to teach Romanian as a foreign language according to the methodologies widespread for other modern languages. Therefore, the study has an impact on teaching methods, but also syllabus design and assessment. The limits of the research refer to the small number of respondents (due to the small number of foreign student, still 72 % of the total number of international students enrolled in the PUB) which doesn’t offer too mach diversity of answers. On the other hand respondents’ answers and choice of learning styles are also influenced by their personality and by their professional specialty. 
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Abstract

This article is dedicated to the problem of education focused on competences. The tackle of this issue is centering on the definition of education focused on competences concept and key-competences notion, also on teleological management organization and on the presentation of many key competences classification
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Ensuring the quality of higher education at the national level highlights the search for new solutions, approaches and strategies for its reform. The most significant of them are the following:

· Implementation of new mechanisms in the higher education management 

· Elaboration of modern university curricula; 

· Development of new, personality – oriented pedagogical techniques;

· Establishment of the competence-oriented approach in the higher education system and so on.

The problem of the competence-oriented approach has been widely discussed in the last couple of years, at the higher education level, both in theory and in practice. 

There appeared a wide range of publications which conditioned and developed the problem of competence-oriented approach: Rogers H. “School textbooks and competences development” (2001), Cheolan L. “Integrated education: the basis of interdisciplinary syllabus” (2008), Lebedev O. “The competence-oriented  approach in education” (2004), Gulyaev V. “Theory and practice of problem solving and activity-oriented learning in higher education” (2003), Sokolova N. (ed) “Competence-oriented diagnosis of the educational level” (2007), Cartaleanu T. “Competences development by means of interactive technologies” (2002) etc. 

Despite the fact that the notion of “competence-oriented approach” hasn’t yet acquired a world wide interpretation, it is already possible to identify several generally accepted characteristics of an education based on competences formation: 

· The idea of education is to develop in students the ability of independent problem solving, in various fields, primarily in the educational and professional areas, on the basis of social and personal experiences. 

· The idea of the educational process is to create conditions to develop in students self – employed, cognitive, communicative, managerial and value-centered experiences, 

· The idea of learning outcomes assessment is to establish the personality formation level and its competences, etc

The competence-oriented education problem is tightly connected to the general changes that occur in the society. Moreover, it is now very difficult to predict how the society will look like in 30 – 50 years. Therefore, the universities should cultivate in their students such qualities as dynamism, initiative, constructivism, creativity, autonomy, etc. 

It is worth mentioning that the idea of the competence-oriented approach derives from a deep study of the labour market and its demands towards the modern specialist. These demands include, first of all, the ability to work in a group, the ability to take decisions independently, the ability to express and promote new ideas, the ability to resist stressful situations etc. 

The competences (knowledge, skills, value attitudes / orientations) required by students at present stage, can be formed only in the framework of an interdisciplinary, contextual and teleological approach. 

Teleology – the field of science dealing with goals setting and learning outcomes. 

In essence, the teleological justification of learning outcomes represents the basis of the competence-oriented approach in education:

· establishment of general cross-curricula competences;

· integration of learning courses;

· integration of learning and scientific activities;

· problem solving and activity-centered education;

· development and implementation of active pedagogical techniques in the education;

· assessment of learning outcomes expressed in competences, etc. 

In the framework of competence-oriented approach, an important place gets the relationship between the goals set system and the expected outcomes, which have in this specific context a competence-oriented expression. 

This relationship can be established in the following way:

А. By means of goals set system administration (management) 

· Classification of goals set systems according to their complexity, contents and composition;

· Identification of sources and tools meant to provide various types of goals sets;

· Establishment of techniques and procedures employed for goals sets planning;

· Establishment of correspondences and relationships between various types of goals sets;

· Identification of contents and didactic strategies employed for attaining one or another type of goals sets;

· Identification of strategies and tools meant to determine the possibility of goals achievement;

· Involvement of students in the goals set systems development. 

B. By means of goals set functions establishment in the education system:

· are modeling the individual’s personal results of the educational activities, the achievement of which, in certain social conditions leads to the realization of the social mission of education;
· are providing orientation units in the process of educational contents selection and ranking; 

· are providing quality criteria  for the education and professional qualification of teaching staff;

· are act ing as a factor and a stimulus for students in the pedagogical creativity and learning activeness;

· are representing the factor that establishes the level of society’s support in the educational sphere;

· are representing a factor in the development of educational techniques and strategies;

· are representing the factor that assures the achievement of common approaches towards the final educational outcomes.

The classification of goals sets in the context of competence-oriented approach can be implemented in accordance with the established criteria and can be presented as follows: 

1. According to the complexity of the object there may be underlined the following goals sets:

· The common goals of the education system

· The common goals of the higher education system

· The common goals of the professional spheres (economics, law, education, etc);

· The common interdisciplinary goals

· The common goals of specific knowledge areas (languages, mathematics, arts, etc);

· The common goals of academic subjects (courses);

· Key / basic learning goals within specific subjects / courses;

· Operational learning goals within specific leaning forms: lecture, seminar, laboratories, etc. 

2. According to the typology of the object there can be distinguished the following groups of goals sets

А. 

· Goals at the level of knowledge 

· Goals at the level of skills

· Goals at the level of value-centered attitudes / orientations and behaviourial  characteristics 

B.

· Goals at the level of competences, including and integrating the knowledge level, skills level and value-centered attitudes / orientations level. 

C. 

· Goals at the level of comprehension

· Goals at the level of application

· Goals at the level of integration 

D.

· Goals at the level of reproduction

· Goals at the level of production

· Goals at the level of creativity

3. [image: image74]The three dimensional classification of goals sets according to their complexity, typology and hierarchy 
Figure 1. Three dimensional classification of goals sets.

4. According to the psychological criteria there can be distinguished: cognitive, affective and psycho-motor goals.

The teleological basis of the competence-oriented approach in the higher education system implies, first of all, the identification and formulation of key / basic competences and their correlation to one or another type of goals sets. 

The key competences represent a “pack” (multifunctional / cognitive) of knowledge, skills and value-centered attitudes (integrated in a coherent whole) required by the individual in the process of social and professional integration. [1].
In our understanding, the competence can be defined as a “set” of interrelated skills to carry out specific activities in various situations, including non-standard and ambiguous ones. This definition implies the following characteristics: 

· The field / sphere of activity 

· The indefinite activity context

· The possibility to choose the activity means

· The argumentation of activity means selection (empirical, theoretical, and axiological).

“The competence represents an amount of knowledge, skills and value-centered attitudes, acquired in a contextualized environment and necessary for specific situations’ employment”. [3]

Thus, the concept of “competence” includes in itself, in addition to the general amount of knowledge and skills, some knowledge concerning possible consequences of specific courses of actions. 

The notion of competences shouldn’t be opposed to that of knowledge and skills. The concept of “competence” is much wider than that of “knowledge and skills”. It includes in itself both these notions, but not as a sum of constituent elements, but as a complex integrated whole. 

It is of significant importance the definition of competences formulated by S. Ryagin:

“The competence represents a complex and integrated quality of the personality, providing the ability to perform specific activities. It does not imply separate knowledge and skills or an amount of separate operating procedures, but the characteristics which offer the possibility to realize integral activities”[9].

In accordance with this specific approach, the concept of competences includes in itself the following structural elements:

· The mobility of knowledge;

· The flexibility of the method;

· The critical thinking;

· The responsibility of actions

By mobility of knowledge is implied, in this context, their continuous update for a future successful problem solving activity, at a specific time and in specific conditions. By flexibility of the method is implied the usage of one or another method in accordance with one or another circumstance. By critical thinking is implied the creative, original thinking. 

The theory of competences is widely developed in the studies of G. Raven. The author does not only include in his research the cognitive and operational-technological components, but also the motivational, ethical, social and behavioural ones. This approach reflects the learning outcomes: knowledge, skills and value-centered attitudes. In the pedagogical practice there were pointed out, as a matter of fact, the so called “key competences” and the special competences.
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The justification of key competences resides in a range of theoretical assumptions, primarily related to the theories of personality and society, but also to the socio-economic and political conditions in which the personality and the society develop. 

The conceptual justification of key competences can be represented by the following scheme:

Figure 2. Key competences

In the framework of this definition can be underlined different approaches to the concept of key competences. One of the most well-known approaches to the key competences structuring is the model proposed by UNESCO. This model includes the following:

· Cognitive component – to know; to know to do

· social component -  to know to cooperate with others: to know  to be (behavioural component) 
It is of great importance to justify the key competences in the context of three life spheres:

· personal accomplishment and development during the entire life: the key competences enable the person to set and to achieve individual goals in accordance with their needs and interests, and to exercise the life long learning practice;

· active citizenship and socialization: the key competences enable people to become active members of the society. 

· employment:  the ability of each person to find a decent job in the labour market. 

Cheolan L. tries to generalize different approaches to the elaboration of key competences and proposes the following classification: 

· Independent activity and reflection. Independence / autonomy refers to the ability of the person to “build” his identity in the context of a dynamic and multilateral world, to act in accordance with his own interests and needs, to interact with the outside world, to develop and implement personal projects and so on. 
The reflection presupposes the acknowledgement and the understanding of social, economic, cultural, political and value-based structures of the society, the ability to live according to the “rules”.

· Active / Interactive employment of means / instruments. The notion of “instrument” is employed here in a very broad meaning. It comprises physical phenomena, language, knowledge, laws, etc, i.e. everything that implies social and professional activity in the modern society. “The instrument” – is a means to communicate with people, with the society, with the environment. 

· Participation / membership in social groups. This competence determines the person’s ability to communicate with other people, to establish various relationships, to properly understand his role and responsibilities, to be able to make compromises, to accept different cultures, points of view, etc. 

For the higher education system of great importance are the classifications of key competences elaborated within the Tuning Project and Dublin project. 

According to the first project, the key competences can be presented in the following way:

· Instrumental: cognitive, methodological, technological and linguistic skills.

· Personal and interpersonal: social skills – interaction, collaboration, cooperation, etc 

· System competences: integrated skills – represent the interaction of the first two groups. In other words, the instrumental and personal / interpersonal competences form the foundation of system competences. It is mandatory now to further define these key competences groups. 

Instrumental competences:

· The ability to analyze and synthesize 

· The ability to apply the knowledge in practice

· Time management abilities

· Basic knowledge in one or another area

· The ability to use information technologies

· The ability to communicate in the native as well as in 1 – 2 foreign languages.

Personal and interpersonal competences:

· The ability to work in a group

· The ability to collaborate with others

· The ability to perceive the multicultural unit of society

· The ability to work in various contexts. 

System competences:

· The ability to learn

· The ability to investigate 

· The ability to manage and analyze the information

· The ability to think critically

· The ability to provide new ideas

· The ability to solve problematic situations

· The ability to make appropriate decisions

· The ability to manage processes and people

· The ability to work independently 

· The ability to take initiatives

· The ability to comply to ethical and moral standards

· The ability to be responsible for the quality of ones own actions

· The ability to adapt to new situations

According to the second project – the Dublin project – the key competences can be classified as follows:

· Knowledge and understanding.

· Knowledge application.

· Analytic skills.

· Communicative skills.

· Learning skills. 

Within the European classification system there was an attempt to integrate these two approaches (projects) of key competences development. 

1. Knowledge

2. Skills.

3. Personal and professional competences:

· Autonomy and responsibility;

· Learning skills;

· Social and communicative skills;

· Professional competences.

In the process of key competences development it is fundamental to take into consideration two factors. The first factor refers to traditions which characterize the development of one or another national education system, while the second factor – to the perspectives of its development. 

Without going into a too deep analysis of the first factor we note that, although the retrospective education was oriented to skills and ways of life formation, its basic purpose was still the knowledge acquisitions (a sum of knowledge). It is generally accepted that knowledge acquisition doesn’t always assure their conversion into skills, even if this is actually one of the most important conditions of the process.

Concerning the second factor, we made an attempt to classify the key competences in the context of higher professional education standards.

This classification could be represented in the following way:

1. Epistemological competences

2. Praxiological competences 

3. Prognostic competences 

4. Managerial competences

5. Communicative competences

6. Professional competences

7. Social competences

8. Research competences

9. Life long learning competences [3].

We also made an attempt to reform the national curriculum. At the basis of the following classification of principles, reside the teleological concept and the method of creating an integrated curriculum program in the higher education system. The above mentioned classification considers two important arguments. 

First: each competence consists of a system of subcompetences (constituent structures: knowledge, skills and values). 

Second: the process of competence building is composed of several stages. It is not possible to form a particular key competence without forming its subcompetence (subcompetences). Competence formation process bears a longitudinal, long lasting character. 

Thus, the models of competences classification may include three contexts:

· Knowledge level

· Knowledge application level

· Knowledge integration level

In fact, the first two levels form the basic constituent elements of a competence, while the third level confers them an integrated form, which characterizes the concept of “competence”. It is important to note that the competences formation process isn’t only a consequent chain of elements: knowledge – skills – competences. This process bears a much more complicated character and is defined in the context of pedagogical techniques. 

In this classification we attempted to combine the best approaches that refer to the development of this problem and to present a more practical and effective model from the pedagogical point of view.

The most important peculiarity of the key competences is their transversal, interdisciplinary and transferable nature. This characteristic provide an additional value to the education oriented to competences formation. 

The transversal and transferable nature of the key competences is tightly connected to goals set system. The goals set system classification presented at the beginning of this article and the above mentioned key competences classification allow us to relate them in the following way:
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Figure 3. Interrelation of educational goals sets and competences in the structure of the basic university curriculum.

From our point of view, the opinion concerning the significant difference between the goals sets-oriented approach and the competences-oriented approach is not really convincing. In essence, it is important to correlate the goals sets to one or another type of competences (or vice versa) which must be and were formulated in terms of competence-oriented approach. 

It is also important to mention that a competence is not static. In some conditions (cases), this phenomenon / quality may function as an initial, key competence, which is composed of general subcompetences. In other cases – it can function as a component (subcomponent) of a higher order competence. For example, the ability to work with information is a constituent element (subcompetence) of the life long learning competence. 

On the other side, a subcompetence can become the leading competence: in the previous example the ability to work with information may become a key competence with the following component elements:

· The ability to identify information needs 

· The ability to search and select information

· The ability to synthesize and interpret information, etc. 

In other words, in order to establish the type of a certain competence in terms of its priority, it is mandatory to determine its initial value: whether it is, in a particular case, a basic / key competence or it’s just a constituent element of a subcompetence. 

The importance of this competences acknowledgement allows an appropriate design of university curriculum structures and a well-organized didactic strategy, directed to competence formation. 

In conclusion it is important to underline the benefits of the competence-oriented approach to the development of various aspects of the higher education. 

1. To build up a national qualification system oriented towards the concept of outputs in the professional higher education, in terms of the competence-oriented approach. 

For each cycle of the higher education are established common (key) competences. At the basis of this process stays one or another key / specific competences classification model. It is important that each competence, as an indicator of the professional qualification, be in relation with the study course (courses) that was designed to form this specific competence. 

2. The reform of the university curriculum also implies a different paradigm for didactic documents planning as well as for the whole learning process planning. 

The new generation curricula include a system of required competences and subcompetences correlated with the content units and the didactic activity methods. 

In this case the competence-oriented approach involves:

· Employment of active / interactive didactic technologies;

· Active involvement of students in the study and research process

· High level of independent activity of the student;

· Change of the traditional teaching form in the higher education – lecture, seminar, laboratory work: the focus should be laid on the training and practical forms of learning instead of the lectures forms; 

· Increase the importance of various practical activities: practical activities should be regarded as a primordial factor in the implementation of the competence-oriented approach in the university system;

· Reintroduction of the qualification improvement trainings for the university staff; 

· Modernization of the students’ knowledge evaluation system: to determine their real competences in one field or another. 

3. The creation of quality management systems within the university system is impossible without the introduction of competence-oriented approach and a student-focused education.
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Abstract

The entrepreneurial culture – conceptual delimitations 

After such a long period in which you were not allowed to have a private initiative, the entrepreneurial spirit and the entrepreneurial culture practically disappeared, seriously affecting the education system and the entire society. In this context, the citizen was not allowed to think to his own future, he did not have the freedom to choose his path to follow in life, he was not allowed to dream. School did not teach the pupil nor the student what entrepreneurism means, what business means, not existing a business environment. 

The world is continuously changing today, in a permanent and more and more accelerated way: from fashion, household appliances, means of communication until professions, activities, institutions and mentalities, requiring big adjusting efforts in order to live according to the exigencies of the society and to accomplish your personal life aspirations. Becoming an active participant, who understands the meaning of changes, you can contribute to their production and orientation. 

Understanding the notion of “culture” we can go forward and, restraining the domain, we can define other concepts, appeared more recently, at the end of the XXth century: managerial culture and organizational culture or corporative culture. 

Our research is interested in the entrepreneurial culture. In the attempt we are going to do, we will use the notion of entrepreneur (businessman) which was defined in more ways, each researcher bringing new elements. In the specialty literature there are no clear definitions of the concept of entrepreneurial culture. It is however described in more studies the process by means of which an entrepreneurial culture in the educational space and in society can be reached. 

2. The development of entrepreneurial culture at world level. 

During the history of entrepreneurism, scientists from various disciplines of social sciences gave a wide range of interpretations and definitions in order to conceptualize this abstract idea. In time “some writers identified the entrepreneurism with the function of sustain of incertitude and others with the accumulation of capital.” (Hoselitz, 1952). Even if certain themes modified continuously along the history of the entrepreneurial culture, at present there is no definition of entrepreneurism which should be accepted by all economists or which should be applicable for each economy. 

  Scientists, who studied the problems connected to entrepreneurism, left behind a rich literature and innovative ideas in this field. This literature, the experience accumulated in the field help us take an important step for the development of the entrepreneurial culture in the university space. 

Keywords: culture; entrepreneur, entrepreneurship; entrepreneurial culture; entrepreneurial education; organizational culture;

The entrepreneurial culture – conceptual delimitations

Jean Monnet, one of the European Union founders, once said: „If I should start again with the European integration, probably I would start with culture”. What is culture? Why do we always reffer to culture? From diffrent dictionary definitions, we could understand culture like:

CULTURE, cultures, f.n. 1. The totality of material and spiritual values created by humanity and necessary institutions for transmitting these values. The fact of possessing different knowledge on various areas; the totality of this knowledge; the (high) level of intellectual development that someone could reach. Person of culture = a person with a high intellectual level, who possesses a lot of and strong general knowledge. 4. (Within the syntagm) Physical culture = harmonious development of body by sports and gymnastics, both for strengthening and maintaining health, and for developing physical qualities required for working, sport, etc., add to this the material basis, scientific research, process of forming professionals; discipline in charge with this development; physical education. – From fr. culture, lat. cultura. (DEX – Romanian Explicative Dictionary).

The authors Pătraşcu D. and Rotaru T said that „It’s difficult to find a person who doesn’t know the meaning of this word. Nowadays, we talk a lot about culture, about its learning and development, about the necessity of teaching culture; there is the person of culture stereotype that includes the skill of behaving, dressing himself, communicating and using eating ustensils; somebody would also add the skill of exposing personal thoughts, of thinking etc. Usually, the culture of a person depends on his education, erudition, management and other aptitudes. The area of applying culture makes difficult formulating its definition and content, identifying this notion approaches. The difficulty lies in lack of research and culture itself to individuals and organizations/institutions. However, the reason it’s objective – the multilaterality of this notion, the meaning being enough deep. We should mention that this notion is older than two thousands years; it has an interesting evolution, with a meaning more and more complex, getting more and more new meanings that were given in time.” (Pătraşcu D., Rotaru T., 2006)

The definitions number of this notion increased year by year. A. Kreber and K. Klakhon identified seven definitions formulated between 1871 – 1917 and during the next 30 there still showed up 157. In his book „Socio – dynamics of culture” (1968), A. Moli enumerates 250 definitions, till V.F. Halilov brings into discussion 600 meanings and significations of term, numbering almost 1000 definitions for culture, which „demonstrates once again that the notion of culture comprises a huge and various world of phenomena and finds itself at a sufficiently high level of abstraction.”(Pătraşcu D., Rotaru T., 2006).

Kari Linhto shows us that, nowadays, the culture approach is from phenomenological, structural, critical and anthropologic point of view (Lintho K., 1991) the last one being the most common.  

The Anthropologist Margaret Mead researched and explained what „culture” means and which its importance is. So that, he defines culture as " a principal element for personal improving, that leads to the forming of a structure, a functioning way and a behavioural pattern different from those of people belonging to other cultures".

The authors Dumitru Pătraşcu and Tudor Rotaru enlarged „the area of approaches this way: etymological, semantic, historical, philosophical, anthropologic, integrative/semantic, acting-regulative/psychological, ludological, formative, teleological, essential – semantic, industrial – productive, local – typical, axiological, informational, informational – psychological, dialogued, human – creative, personal – attributive, humanistic, synergetical, religious”. And Deal and Kennedy (1982) said that, in essence: "Culture means an informal rules system that explains how the people usually should behave". (Armstrong M, 2003)

Understanding the notion of „culture” we can go further and, by reducing the field, we can define other concepts that have recently appeared, at the end of XXth century: the organizational culture. The "Managerial encyclopaedic dictionary (Dicţionarul enciclopedic managerial)" gives the following definition for the term "organization - 1. Group of persons, with common conceptions and concerns that has its own regulation or statute, made up in order to carry out an organised activity. 2. The way a state, an administration etc. are made up; arrangement, structure, composition." Going further, we’ll find in the same dictionary the definition for: "economic organization – (ORG.) Association of economic agents within an institutional frame, established by mutual agreement, where are specified the organization objectives and scope, constitution form and patrimony management, leadership and functioning way, etc. Economic organizations can be national or international." (Prof.univ.dr. ing. Iulian Ceauşu, 2000)

In M. Armstrong view, the concept of organizational culture is associated with that of organizational climate. At the same author we can find the definitions of the notion – managerial style or management style that show the way “managers are behaving on the background of their organizational culture”. So that: " organizational culture  or corporate culture is the pattern of values, rules, believes, attitudes and supposals that even being clearly formulated, causes the way people are behaving and are managing their problems." 

Eldridge and Crombie (1974) defined organizational culture as follows: "the culture of an organization refers to the singular configuration of rules, values, believes and behaviours that characterize the way groups and individuals gather in order to cause the making of things."

In the "Marketing management (Managementul marketingului)", Philip Kotler says that: „ Organization means the totality of structures, policies and rules from a corporate culture of a company - and all these could become dysfunctional within a business community in continuous change. While structures and policies can be modified (with difficulty), the company’s culture is very hard to change. But the change of corporate culture is very often the essential condition for a successful implementation of a new strategy.” 

What exactly a corporate culture is? Most managers would hardly find terms for describing this abstract notion that some define as "common experiencies, history, believes and rules that characterize an organization". And however, when we enter the activity field of each company, the first thing brought to our attention is the corporate culture: how the people are dressed, how they talk one to another, how they receive their clients, etc. (Kotler, 2005)

After 1950, the interest of Occident was aroused by organizations from Japan, by their working way. "In Japan, the organization was seen as a community where the employees were belonging to and not as a workplace formed by diffrent individuals. It has been discovered that within Japanese organizations there is a spirit of cooperation, characterized by common concerns and mutual help. Employees have a long term loyalty towards the organization; between individual, organization and nation there are strong connections. This culture of work took shape in the age when the survival of Japanese people depended on their cooperation on the rice plantations. There were not enterprising and independent pioneers like in the United States, and this difference is coming to today’s organizations.” (Kotler, 2005)

In United States, the individual emancipation relied on the ideas of the British philosopher  Herbert Spincer, who believed in the "survival of the strongest", emphasizing the individual more than the group. The antropologyst Gregory Bateson noticed diffrencies between the way children were grew up and educated in United States during '40, and in Great Britain during the same period. He noticed that the Americans encouraged to their children some forms of boastful and ostentatious behaviour while the British children were educated to be obedient and dutiful in the presence of adults and  they would have been rewarded if they “had been seen, but not heard”. "Bateson’s opinion is that such diffrencies leaded to the coming out of some American adults more self-confident and self-estimed, decided to become “number one” in every field of activity. And today we can notice this difference within organizations and schools. Consequently, the organizational culture is connected with history and society culture in abroad sense. (Owen H., Hodgson V., Gazzard N., 2006)

The concept of organizational culture refers to everything that means collective standards of thinking, attitudes, values, belives, rules and customs that are within an organization. Within the cultural component we can distinguish some visible elements such as: behaviours and common language, rituals and symbols, but mainly there are less visible components: perceptions and representations on what ”value” means within the organization, myths, empirical standards for the meaning of working well and behaving correctly, for “how things are done here”, etc. The organizational culture is arising because of repeated interactions between the organization members, bringing together of believes and values shared by individuals inside, even there are strong modeling elements that particularize it such as: management style and implicitly decision-making process, level of formalism, organizational structure, policies and know-how, as well majority of systems that offer value and support for a certain kind of work and a certain kind of behaviour. 

A strong organizational culture is that where there is a strong alignment to the organization values and principles. An organization with such culture doesn’t need control systems and bureaucratic systems. People forming a strong culture don’t need supplementary impulses, they have already accepted “the rules of the game”, and the organization succeeds to form a certain kind of desirable employee. That’s why there aren’t few the managers who understand the importance of organizational culture management, but this being a little tangible and hard to measure it becomes a touchstone, that allows itself very little influenced by the different modeling programmes of culture.The management of organizational culture is considered by some theoricians (Fombrun) as being “ an overwhelming end, even not impossible”. A scientist declared that “the organization has no culture, it is culture” – that’s why is very hard to try to manage it. 

Some managers’ intent to change the organizational culture from the inside of the organization can’t be just utopian, this one can’t “change itself”. It would change if only we had a seriously support from outside that could bear the “opposing forces”. The organizational culture exists irrespective of organization, it’s that which “brings together the organization” in a row of tacit significations that give specific human meanings to all the organizational activities and processes. In the same time, it’s the main resistance factor for every step change, irrespective of its amplitude. One of the most important factors in the forming of an organizational culture is due to particularities of interactions between employees, leadership and quality of organizational communication. 

Our research is interested in the entrepreneurial culture. In the attempt we are going to do, we will use the notion of entrepreneur (businessman) which can be defined as follows: 

„ Entrepreneur: Agent that organizes the production process. The entrepreneur is responsible for the economical decisions that regard what is being produced, in what quantities and which are the production methods. Because between the decision to produce and that to sell there is a time period, the entrepreneur must anticipate the request. Consequently, he assumes the risks of the request fluctuations that could take place during this time period. In the economic analysis of the company, the entrepreneur input is many times considered, a production factor itself. The distinction between this input and work inputs relies on the fact that decisions made by entrepreneur have more amplitude and longer-term. The input nature of the entrepreneur varies in accordance to the main forms of the modern economic enterprise. Within the companies with a single owner, for example, the entrepreneur is the one who takes the financial risks of the company, and meanwhile is in charge with its management. In exchange, within a PUBLIC COMPANY, both main functions belong to the stakeholders, namely to the owners, who take the risks, and respectively to the board of DIRECTORS, which is in charge with company policy and decision making, namely the company management. This separation of functions is often considered a source of changing the company behaviour, especially with regard to its objectives. (v. şi M.Casson, The Entrepreneur, Martin Robertso, Oxford, 1982). (Macmillan Dictionary of Modern Economics, 1999)

Scientists say that „ the origins of the term entrepreneurism could be searched in two different directions: to the verb (later on changed in noun) of French origin entreprendre – “to do something”, a term proposed and defined for the first time by Richard Cantillon and to the term of german origin Unternehmergeist – entrepreneurial  spirit, suggested by Joseph Schumpeter. This one would be, accordingly to some authors, much more proper for the understanding of studies on entrepreneurism. “(Soare, E., 2008)

The University Lecturer Emanuel Soare, from the University of Piteşti, proposes the following social hypostasises of the entrepreneurial personality: the entrepreneur, the intrapreneur, the social entrepreneur, the public sector entrepreneur, the serial entrepreneur, the netpreneur or the internet entrepreneur and the teacher entrepreneur.

In the literature of specialty there aren’t clear definitions for the entrepreneurial culture. But in many studies it’s described the process for reaching an entrepreneurial culture in the university space. Thus, Burton R. Clark suggests that the process begins with an idea materialized in structures and processes that generate a set of institutional believes, subsequently generalized and transformed in a new culture, an unifying identity of the institution."An institutional belief that makes its way within a university must be known by many actors and correlated with other ideas. As the correlated ideas are expressed in numerous structures and processes and subsequently are maintained, we can consider them the institution’s believes, that highlight the distinctive features.  The successful entrepreneurial believes, that sets off the wish for change, could be spread in time in the whole institution, becoming a new culture. What had been in the beginning a simple or naive idea, is becoming a world perspective that imposes itself, offering a unifying identity." (Clark, R., B.,  2000). The unifying identity that Clark speaks about represents in fact the personality, the entrepreneurial culture of the institution. 

Further on, it raises the problem of entrepreneurial culture structure and key elements that sustain it. In this respect, the Institute for Enterprise Education from Canada emphasizes the constituent elements of an entrepreneurial culture (The Institute for Enterprise Education, 2002). These are: individual units at the edge of organizational structures, individuals‘mentality (meanings, believes, values, interests, motivations), entrepreneurial vision (is inspiring confidence, allowing liberty and flexibility), individual units (individual centres of profit, allocation of resouces, customer centricity), employees are thinking and acting as entrepreneurs, an entrepreneurial culture is creating leaders from inside.
Regarding the entrepreneurism, most of the studies have been concentrated on the specific features of persons involved in entrepreneurial activities. All these studies set off three main characteristics: the need of development, the taking of risks and the internal place of control (Begle & Bodyd, 1987; Brockhaus & Horowitz, 1986). To these it’s adding inclination for taking initiative, inclination for taking responsibilities, ambition of winning reputation, tenacity, intuition of outside changes, wish for exploring opportunities, selfconfidence, confidence in personal work etc.  






Other authors, (Stevenson, Roberts and Gronsbeck, 1985), define the entrepreneurism as the process creating value through a unique way of managing resources and exploiting an opportunity The same authors decompose entrepreneurism into two components: the behavioural dimension (opportunity evaluation, development of concept on opportunity, evaluation of necessary resouces, purchase of these resouces, concept implementation, its transforming in something profitable) and the attitudinal dimension (wish to embrace new opportunities, searching and taking risk, persistance in wanting to make a creative change).


Following another operating alternative, Covin and Slevin emphasize three dimensions of the entrepreneurial attitude and behaviour (Covin and Slevin, 1989): inovativity (to search new solutions, creative, unusual for some problems and needs), taking risk (wish to mobilize resources for the opportunity, in terms of awareness on chance to fail, to break down) and proactivism (inclination for inplementing, for doing the best in order to make a profit from the idea, concept).


From the beginning to the 80's, studies have also extended on elements from the individual’s contact network and from its ability of developing a correct strategy (Aldrich & Zimmer, 1986). But less attention was payed to the larger socio-cultural context, where the entrepreneurism is being produced and developed. That’s why, it’s necessary to identify and analyse those socio-cultural factors that influence the entrepreneurial decision and approach. Referring to the university space, it’s imposing the scanning of the socio-cultural context, the measuring of its opening degree, permissivity for introducing the entrepreneurial element, exploration of this context, in fact the organizational culture existing within this space, in order to see if it’s representing an inhibitor factor or a promoting one, encouraging for the entrepreneurial approach. 

Conclusions: Taking into account the theoretical guide marks for culture, organizational culture, entrepreneur and entrepreneurism, entrepreneurial culture, we can declare that the entrepreneurial culture notion in the university space should be understood as entrepreneurial personality of the higher education institutions, a personality that contains all the characteristics of the individual entrepreneurial personality, existing at institutional level. Consequently, on the background of need to change, the most important resource of institutions is represented by the organizational culture, which, when it’s being itself in an advance changing phase, in an entrepreneurial meaning, than the structural component, may support the process of adaptation, organizational transforming and entrepreneurial culture forming. 

1. The development of entrepreneurial culture at world level 

All along the history of entrepreneurism, science people from multiple subjects of social sciences started a different scale of interpretations and definitions to concept this abstract idea. Meanwhile “some writers identified entrepreneurism as the sustaining function of incertitude, and others as capital accumulation “ ( Hoselitz, 1952 ) . Even though certain themes have been modifying all along the history of entrepreneurial culture, in the present there is no definition of entrepreneurism that should be accepted by all economists or that should be applyable for each economy , like the way we have showed in the sub- chapter 1. 

Though, there is a limited consensus in defining the most important characteristics of entrepreneurial culture, the concept being so old like the  subject of economical culture.

The «entrepreneur « term was introduced by the French economist Richard Cantillon, at the beginning of XVIII century, who formally defined the notion of entrepreneur as “the agent who buys ways of production at certain prices with the purpose to combine them” in a new product. But, the entrepreneur term, having the meaning of enterprising has been used for the first time by the French economist Jean- Baptist Say in the work “Paper of political economy” (1803). Say is the one who underlines for the first time the economical and social role played by the entrepreneur: that of orienting the resources displayed by the society, to the areas of economical activities that ensure their most efficient capitalization, like the idea that the entrepreneurs should be leaders. It is stated that the entrepreneur is the person who brings together more people in order to build one production organism.

One century later, the British economists: Adam Smith, David Ricardo and John Stuart Mill showed a deep interest for the entrepreneurism concept, even though they refered to this term as “business management”. While the works of Smith and Ricardo tend to underestimate the importance of entrepreneurism, Mill sustains the importance of entrepreneurial culture for economical growth. In his works, Mill stated that entrepreneurism “doesn’t need habitual abilities” and that there is no English term for the French word “entrepreneur”.  (Schumpeter, 1951)

In 1890, Alfred Marshall oficially recognized the necessity of entrepreneurial culture in production, sustaining in his faimous paper “The principles of Economy” that there are four production elements : property, work, capital and organization. The organization is the coordinating element that brings the other elements together and Marshall sustained that entrepreneurism represents the starting element that is behind an organization. Through the creative organization, the entrepreneur creates new goods and improves “the production plan for old articles”. In order to realize this, Marshall thought the entrepreneurs must understand very well their industry and be native leaders. Even more, in his vision, the entrepreneurs must have the ability to foresee the changes in request and offer and act in such risky situation without having a clear information. (  Marshall, 1994 )  

Having the same ideas as Mill, Marshall suggests that the abilities associated with the entrepreneurism are rare and limited in offer. He states the entrepreneur abilities are “so beautiful and so many that few people can fully expose them”( Marshall, 1994). Though, he states that people can be leant to get the entrepreneur abilities. But, unfortunately, an untrepreneur’s opportunities are often limited by his economical surroundings. Even more, although the entrepreneurs enjoy some common qualities, all of them are different and their success depends on the economical situation in which they are trying to succeed. (Marshall, 1994)

Starting from Marshall till nowadays, the entrepreneurism concept gained from a theoretical evolution. For example, while Marshall thought that entrepreneurism represents the leading force behind the organization, many economists from nowadays, but definitely not all of them, consider that entrepreneurism is the forth element of production that has the role to control the other three. ( Arnold,1996 ).

Joseph Schumpeter had a special contribution in the promotion and development of the entrepreneurism concept,developping two major theories: first refers to the fact that in a society, the innovations and technological changes come from the part of entrepreneurs or non-conformist spirits, and the second theory considers the fact that those who produce the innovation  and determine the economy to advance are the big companies that have the necessary resources and the capital to invest in study and development. .( McGraw)

Unfortunately, although many economists agree that the entrepreneurism is necessary for economical growth, they continue to discuss on the role the entrepreneurs play in the economical development. A specialized school on problems of entrepreneurial culture suggests that the entrepreneurs‘s role is that of a prepared person to take the risk in front of the imperfect and unsure information.  

Knight states that an entrepreneur will be able to take his chance for starting a new business, if he is convinced that there is a significant chance to obtain the profit (Swoboda, 1983). Although many actual theories, that take into consideration the entrepreneurism, agree that there is a risk, only with the help of entrepreneurism’s theory, one can not explain why some people become entrepreneurs and some others don’t. For example, like Knight, Mises states that any person that take his chance to lose or any other uncertainty can be called  entrepreneurism, after this limited definition of the entrepreneur (Swoboda, 1983). So, in order to build a more developed model of the entrepreneurism, it is necessary to focuss our attention on other characteristics that explain the process through which some persons become entrepreneurs: the risk element, but not as an unique element in creating a business.

Another modern conception sustains that the role of the entrepreneur is that of innovator, although the definition of the innovation is still under discussion. Kirzner suggests that the process of innovation is, in fact, that of spontaneous learning (Kirzner, 1985). Thus, the main characteristic of an entrepreneur is liveliness and there is no need for other ability to be active to take part in the process of innovation. 

Other economists, innovation specialists, stay on the side of Mill and Marshall’s rather than Kirzner’s, they state that the entrepreneurs have special abilities that they activate to take part in the process of innovation. Keeping this line, Leibenstein states that a dominant and necessary feature of the entrepreneur is that of fulling the empty spaces: they have the ability to realize where the market fails and to develop new good and services needed by the market .Thus, Leibenstein keeps his opinion that the entrepreneurs dispose special abilities to connect different markets and to correct the failures and deficiences of the market. Even more, inspiring himself from the works of Say and Cantillon, Leibenstein suggests the entrepreneurs have the ability to combine different elements in new innovations to satisfy the uncovered demand of the market (Leibenstein, 1995).

Although many economists accept the idea that the entrepreneurs are innovative, it can be difficult to apply this theory of entrepreneurism for the less developed countries. Often, in these countries, the entrepreneurs are not really innovators, in the traditional meaning of the word. For example, the entrepreneurs from the less developed countries, rarely create products that can become a brand, they rather copy the products and the process of production that have been invented in another part of the world (usually, in the developed countries). This process, that also takes place in the developed countries, is called “creative imitation” (Drucker, F. P., 1993).

The term appears first as contradictory, though it is quite descriptive for the innovation process that takes place in the less developped countries. The creative imitation takes place when those who are imitating, understand better the way it can be applied, use or sell an innovation in certain connection points from the market (especially, in their own countries), than understand the people who created or discovered the original innovation. Thus, the innovation process in the less developed countries, is to imitate and adapt the new product or discovering and development process, instead of the traditional notion.

We have noticed that all along the evolution of the entrepreneurism theory, different science people sustained different characteristics they consider as common to all the entrepreneurs. Combining these different theories, many entrepreneurial qualities can be developed. In general, the entrepreneurs are persons ready to take the chance, organizers, coordinators, leaders, innovators, and creative imitators. Although the list of characteristics is not fully understood, it can explain why some people can become entrepreneurs and some others can’t. Thus, by encouraging these qualities and abilities, the governments can theoretically modify the offer of the country for the internal entrepreneurism.

Nowadays, the entrepreneurism represents the practice to begin new organizations or to revitalize the existant organizations, especially new businesses, started as an answer to identified opportunities. The entrepreneurism is often a difficult task because a great number of the new businesses fail.  The entrepreneurial activities are very different between them, depending on the organization type from which it begins. The entrepreneurism can vary from solo projects (that demand the implication of the entrepreneur for a small period of time) till businesses that create new working places. Many businesses imply a risk factor big enough for the capital growth that will build the business. The investors search in general, a profit of 20-30 % and a big involvement in the business. Many types of organizations have come to live in order to support the entrepreneurs, including the government agents, businesses organizations, centers of scientifical study and non-governmental organizations. 

Robert J. Shiller, economy professor at Yale University, director at Macro Securties and author of the books: “The irrational exuberance” and “The new financial order : the risk in the 21-st century” shows that all the governments of the world promote the free initiative. The small companies are each an experiment, being necessary many experiments of this type to get to a bigger company, capable of influencing the national economy or to be a name on the global plan. It is trying to explain the variation of the free initiative between states, but also the differences on levels, inside the same state. 

 “In a recent study, Mariassunta Gianetti and Andrei Simonov from the Economical School from Stockolm characterized the entrepreneurs as beneficiars of income obtained in a company that they controle and in which they work, at least part-time, pointing out that the percentage represented by these in the population, differ significantly in the 289 studied Sweden municipality varying between 1, 5 % and 18, 5 % (Shiller, J. R., 2005)”.

The cultural variable: the religion and politics have justified aproximately half from the registered oscillations at municipal level. It was stated that: “the cities with many investors tend to produce even more investors. Once there, the entrepreneurial culture spreads at local level, people acquiring knowledge about the business area and being attracted by this- even though all these don’t produce instantaneous benefits”. (Shiller, J. R., 2005). 

It was demonstrated that, in other states too, the investors have initial incomes and dispose of a little growing of the resulted benefits from the activity unlesss if they had been employees. “What suggests these estimations is that the differences as regards the grade of entrepreneurial culture is due less to the existence of some favorable economical opportunities ( the offer from the entrepreneurial equation ), but to the cultural differences that make  the free initiative to be more satisfying from a personal point of view ( the demand) ”.

Giannetti and Simonov stated the differences of entrepreneurial prestige at the level of municipality: in some cities, the entrepreneurs have an privileged status, and in other cities, they are not appreciated, being preferable other occupations.

The sociologist Michele Lamont, in the book “Money, moral and manners”, compared the definition of success in France and U.S.A. realizing an opinion poll where he asked what a “respectable person means”. His study confirmed the fact that the Americans treasure business success, while the French treasure the culture and the quality of life.  

Robert J. Shiller ends with the fact that :”The economists, like others, tend to analyse the states on the whole and to underline the attitudes and national politics as main elements in encouraging or uneasying the free initiative”. But, in fact, the national success as regards the free initiative, depends on the evolution of the local cultures and the way in which these interact with national politics. The entrepreneurism can instill in the close regions from a cultural point of view once with the removal of economical barriers, after which, with its own capacities, can get a national meaning”.

In March 2000, at the Summit from Lisbon of European Union, it was taken into discussion the problem of durable technological development in an accelerated rhythm of the European space for the next 10 years. The European Union has proposed to become the most performant economy of the world. According to this, the Lisbon Agenda foresees: 

-the growth of the economical development from 2 to 4 %;

-the growth of the work productivity; 

-the growth of the fonds for study-development;

-the preparation of manpower in specialized schools, universities, etc and putting a greater accent on the continuous learning-formation;

-the orientation to top technologies, with a greater value;

The strategy from Lisbon underlines one of the most important facts: “Europe will become the most dynamic and competitive economy based on the knowledge from the world”. ” The Lisbon Agenda”, a re-appeared action in 2005, was the starting point of communication, published by the European Committee ( C.E ) in February 2006, that supports the entrepreneurial education in Europe, through his successfully conservation objective of the social model of the old continent.

Romania allies the European countries and will develop a new generation of entrepreneurs with characteristic abilities: spontaneousness, clear-sightedness, intiative and managerial spirit, that allow to identify and instill specific strategies of getting and keeping on the market. These personal abilities must be instilled starting with the elementary school and developed at a high level. The government of Romania, through the Minister of Economy and Commerce, the National Agency for Small and Medium Institution and the Work Minister, Social Solidarity and Family’s, will support actions regarding the development of new modules for each education, adopting the best methods.

The European Committee (C.E), with the government of Norway organized a conference at Oslo, on 26-27-th of October 2006, with the theme “Entrepreneurial Education in Europe- the instill of business mentality through education and teaching”. With the structure based on workrooms, the conference elaborated specific initiatives for practicing the recommendations of European committee in February 2006. One of them refers at the creation of a richer project fond and educational materials, a faster dissemination of the best practices and more public- private projects. Another recommendation was that of combining the secondary education with the entrepreneurial one, and to include it in the superior educational programme of the contacts with successful business people, underlining the final purpose of academic institutions. The improvement of business field and entrepreneurial culture in Romania is one of the principle directions of action in the Governmental Strategy for supporting and development of IMM-s, showed in the Report of National Agenda for Small and Medium Institutions and Cooperation, issued Rompres ( January, 9 th 2006 ). 
In order to reach this strategical objective, “the promoting politics on a large scale of the process of self-regularization ” is imposed, thus, the practice of business etical codes of elaboration, and behaviour codes. This is a normative process called generically “the politics of self- regularization”. The rules are not identified and adopted according to the coercive base, following the law application or another type of normative papers with law power, but only according the common agreement and the conscious need of self-imposed rules. To ensure the optional character of the application, it is demanded a strong consultation in elaborating and adapting the norms and respective principles in order to last in time. The etical codes in business are promoted on a large scale. The main causes of this phenomenon are: 

· the demonetization of etical values as a consequence of usage surplus in the previous period, even though back then, the etical norms remained at declarative level;

· the isolation in which the great majority of investors unfolds their activity;

· the low value of the involvement in assocations;

· no maturity of private sector;

· an economical environment without transparence, hostile on a large scale to the private initiative ;

· the absence of a systematically and specialized guidance to build an economical system based on values.
In Romania, the results of the opinion poll ANIMMC showed that only a third of the IMM-s interviewed ,were members in business organizations, promoting the circle in which is setting the business community and the working environment, in the absence of transparency of economic area with big consequences in the space of corruption which proves disastrously for the small investors, enclosing their access to the resources and markets.

ANIMMC encourages and supports the self-regularization at the level of business people organizations, of IMM-s, and also the adaptability of Etical Codes in business. All these are realized through programmes in partnership with the European Committee. In Romania, the entrepreneurial culture of the investors must be developed to improve the economic performances. (www.avocatnet.ro)  

The National plan of Development in Romania, for the programming period 2007-2013, represents the strategical planning document and the financial multiannual programming, elaborated in a large partnership that will stimulate the socio-economic development according to the Cohesion politic of  European Committee. 

This programme mentions the major areas of intervention : at the point 3.1. “the promotion of entrepreneurial culture” shows that the operations will be oriented on the interested persons to open an own business or, that the employers, by giving the necessary information of business field and opportunities, how to build a business plan , which is the relevant legislation, etc. 

The indicative operations would be:

- the growth of consciousness and the positive attitude as regards the entrepreneurial culture;

- the introduction of programmes and new supporting services to encourage the entrepreneurism and the development of entrepreneurial culture;

- the formation of management abilities, especially for the micro-institutions and IMM-s;

- the encouraging of entrepreneurism through supporing services for starting a business. ( www.compass.ro) 

The owners of small businesses wanted to be their own boss, but they must consider also those working for them. The employees take part in a cause that they believe in and recognizes their efforts. They are “the eyes and ears” of the business they build together with the owner, but, even more, they can solve problems, identify opportunities or they can offer aspects of the business that one can not see. According to this, the employees must assume their job just the way the owner plays his role as promoter- like the real entrepreneurs.  

Instilling such a conception is not hard, but it isn’t hapening right the way. The entrepreneurial culture creates starting with the leadership, giving a good personal example- integrity, consistence in words and deeds, unconditioned respect for the opinion of others and the power to accept new ideas. The entrepreneurial employees must think creatively and productively. This quality is being searched starting with the employment interview. 

In order to succeed, the entrepreneurs need pieces of information. Sharing the information is part from a healthy entrepreneurial culture. The communication reduces the possibility of making mistakes, of misinforming or other problems that could harm the company.

Knowing all the picture allows the workers to see where they can interfere, outside the specific areas, in the employment slip of paper. Encouraging this type of entrepreneurism reduces one part from the mental burden beard by the owner. This way, the entrepreneurism has more resources to get through the challenges, to capitalize the opportunities and raise the productivity.  (www.bloombiz.ro)
Conclusions: The terms: entrepreneur, entrepreneurism, as the cultural term entrepreneurial took naissance on the old continent Europe, but they were more used and cultivated in U.S.A. They spread all the world regions where there are business ideas and free initiative. In the ex-communist countries, these make place harder in the school curriculum, in business area or civil society. The entrepreneurial culture is part or should be part of the general culture of each citizen. 
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Abstract

The present paper has been set up as a pleading for the establishment, implementation and development of coherent policies on a national, regional and local level in order to form an Information Literacy in the higher education in Romania. 

Electronic environmental impact on all sectors of social and economic life influenced the university training, too. Thus, it is required to introduce in training, whatever field, an information literacy course to develop theoretical knowledge and practical skills concerning the construction, processing and communication of information. The university library plays an important role in the field of scientific research providing educational support for universities in achieving their objectives. 

Keywords: university library; information literacy; electronic environment;
1. Introduction

Nowadays we are living in the age of significant educational and informational changes where knowledge is the major key. The new information and communication technological developments, educational reforms must establish the universities to integrate information and technological skills instruction into the curriculum. New technologies create opportunities for learners but they must be approached critically and used correctly. Information literacy became a necessary requirement for university students in the present information era and university libraries are able to cultivate students in this area. In this context librarians must be part of the process to inform and empower learning with technology that enables  users to access information in its many forms and formats—real and virtual—and use it responsibly.  
Information literacy became a necessary requirement for university students in the present information era and university libraries are able to cultivate students in this area. In this context librarians must be part of the process to inform and empower learning with technology that enables  users to access information in its many forms and formats—real and virtual—and use it responsibly.  
The changes affect not only library services but also the way how users access information and the type of skills needed to do it effectively and efficiently. As the availability of online databases grew and users need special training, librarians become even more concerned about teaching students in using libraries and information. In this context many faculties also needed help and guidance in using electronic information formats but often don’t admit it.

Librarians have become increasingly more concerned about the need for people to gain information skills so that they can be successful in the Information Society. A report of the American Library Association provides an excellent rationale for university librarians to integrate information literacy programs into the curriculum. 
The paper try to analyze what kind of methods and resources must be used in information literacy instruction provided by a university library. Information literacy instruction must be one of the courses offered by the university libraries that aim to educate their users on how to use the library.  We try to demonstrate that the information literacy instruction is very important for the university users because it demonstrated the importance of all kind of information (traditional or on line) and how can be used in a scientific form.

The strategic approach of this paper refers to the main axes of such an approach, the institutions concerned to carry it out and support it, the role of these institutions in the implementation of such policies. It also advances a series of proposals on the manner of designing and applying of a documentation policy in universities, and the necessary conditions for achieving the policy, specifying its direct and indirect beneficiaries.
The changes affect not only library services but also the way how users access information and the type of skills needed to do it effectively and efficiently. As the availability of online databases grew and users need special training, librarians become even more concerned about teaching students in using libraries and information. In this context many faculties also needed help and guidance in using electronic information formats but often don’t admit it.
Librarians have become increasingly more concerned about the need for people to gain information skills so that they can be successful in the Information Society. A report of the American Library Association provides an excellent rationale for university librarians to integrate information literacy programs into the curriculum. 
Information literacy proved to be an ambiguous concept which was given a variety of definitions. For the beginning we will give two definitions for “Information literacy” to understand better what is all about, especially because this term has several interpretations.  In ACRL Information Literacy Glossary it is defined like "the set of skills needed to find, retrieve, analyze, and use information. Information literacy is more closely tied to course-integrated instruction but it extends far beyond coordination between the reference librarian and the individual faculty member”. According to this definition the students must demonstrate competencies in formulating research questions and in their ability to use information as well as an understanding of ethical and legal issues surrounding information. The final report of the ACRL Presidential Committee on Information Literacy stipulated that “Information literate people are those who have learned how to learn. They know how to learn because they know how knowledge is organized, how to find information and how to use information in such a way that others can learn from them. They are people prepared for lifelong learning, because they can always find the information needed for any task or decision at hand."The second definition emphasizes the informational independence of the user, independence that he win skimming through such a course.  
The term “information literacy” is used in this paper to refer to the set of skills required to identify information sources, access information, evaluate it, and use it effectively, efficiently, and ethically. Also, we try to demonstrate the importance of information literacy instruction, as an important tool to inform university students about library collections, services and other activities, in order to stimulate them to use the library for supporting and developing their learning and scientific research processes.


2. The present situation

The university libraries plays an important and active role in the field of scientific research as a starting step and is one of the basic elements that support universities in achieving their objectives related to scientific research and quality management. So, information literacy instruction must be one of the courses offered by the university library that aims to educate its users on how to use information how to become information independent. The university library must provide courses related instruction, tutorials and other methods to support student development of information literacy skills. 

Nowadays it is known that the way in which a university library can be instructive is larger than the traditional understanding. Many information literacy courses have to encourage the collaboration between faculty (department) and library with the goal of helping students develop these skills to enable them to recognize various information sources and to use information in a right and suitable way. They have to get a set of abilities that enable them to understand which the library services are and how to use them; which are the library departments; which are the importance of university library in supporting the research skills; how to find information sources; application of ethical principles in consultation and use of information sources etc. On the other side the students must obtain practical skills allowing them to apply theoretical knowledge to practical work:  how to access and use the library site; how to use the library catalogue; how to access and use electronic databases; what kind of research strategy have to use for a particular research; how to evaluate information; how to use special collections etc. 

The purpose of this paper is to examine this phenomenon in the context of higher education, by assessing the quality of current information literacy strategy documentation and exploring the application of corporate strategy concepts and techniques to this emergent field of professional practice. Analyzing this aspect in Romanian universities it is observable  that only a small proportion of Romanian students use the  and this fact depends upon the faculty expectations. Many times they don’t know what information is available, they have difficulty determining the information they need and the quality of it, they are unable to compare and evaluate alternative information. Therefore, it is imperative that librarians work collaboratively with academics.  Also, the information literacy instructions are not comprehensive in all university libraries. Not many universities offer the required lectures that inform students about the importance of libraries and libraries’ departments, the practical training of online access to databases through internet etc. In conclusion, not in many Romanian universities, information literacy is formally integrated into the curricula of general education.
library,
3. The librarians and information literacy

The librarian must support teachers' roles by building up information skills and discovering how to integrate them into the course. In this role, librarians encourage faculty in the establishment of learning priorities which ensure that students develop the abilities that will allow them to be information independent in this digital world. The university communities need to understand this, and in turn to support the librarians’ effort. We must reconsider our role as university librarians in the new information age and we need to build relationships with all educational factors, encouraging and supporting them to integrate an information literacy course into curricula. 

Permanently librarians were concerned to offer students information literacy skills, to change the faculties’ attitudes toward the library and to demonstrate the importance of the library’s involvement in curriculum development. The question is what practical steps can university librarians take to become more a part of the educational mission?: 

· Knowing and understanding the university organization;
· Identifying the university councils, the Senate and working groups which are involved directly in academic program and make lobby for librarian membership in these committees; 

· Taking a leadership role in providing information literacy courses for all specialties in the university.  

Educational processes may be traditional, electronic, in an online environment or through distance education. Analyzing the Romanian educational environment we notice that the faculties have a determined role in the degree to which a library contributes to the academic programs, specifically the curriculum, because the responsible factors, in most cases, consider that kind of courses not so important. They have to realize that students will obtain necessary library and information skills through a coursework determined by faculty. Also, the librarians must involve in curriculum planning and cooperative teaching with faculty to help students develop information skills. 
In many foreign university librarians are equal partners with faculty in the instructional process, a model which not function very well in Romanian university environment. There the library instruction is compulsory, being a required part of the general curriculum and the students have to pass a test to assess library skills before they graduate. From this point of view the librarians must become involved in curriculum planning. So, there are some directions on which librarians must involve:

· intervention by the university makers which must realize the importance of introducing such courses in university curricula;

· library administrators must demonstrate need for such training;

· they had long-term commitments to integrate library instruction into the curriculum;

· expand their collaboration with faculty in building the curriculum;

· help students understand the role of the library in the information world;

· prepare a brochure explaining the concept of information literacy, goals and objectives for the information literacy program, and a basic checklist for evaluating information; 
· begin to experiment with various faculty members to develop the most effective way to teach basic information skills 
· developing criteria to measure information literacy outcomes
There are some criteria that provide librarians with a powerful rationale in their demand to become involved in the teaching/ learning process to participate in the education of students for success in the Information Age:

· librarians must understand the curriculum and have good relationships with faculty leaders  because this support  is crucial;
· librarians must facilitate the integration of electronic information into the curriculum 
· librarians must offer their expertise in teaching information skills to students
· librarians must help faculty become knowledgeable about electronic information formats
· librarians must be very well prepared for teaching, understand different learning styles, and engage students actively in the teaching process;

· librarians must be flexible to accommodate the range of the curriculum and disciplines, as well as a diversity of faculty and students;

· librarians must use effective marketing techniques to demonstrate the importance of information and technology literacy and their crucial role in it; 
· librarians must stay somewhat ahead of the technology developments so they can be the first to teach new information formats and networks.
In Romania librarians hoped to be seen like partners in the educational and teaching process, a hope that wasn’t fully realized in most universities. The higher Romanian education has not yet embraced the concept of integrating information literacy instruction into the curriculum. Reasons for this include such factors as the faculty’s control of the curriculum, individuality and autonomy of each institution regarding curriculum and educational outcomes, and the status of librarians within higher education. University librarians and the members of the Librarians Association of Romania have worked to integrate library and information skills into the curriculum, and in several institutions they have been successful (universities from Brasov, Sibiu, Pitesti). At this time there is an interest within the Librarians Association of Romania to bring information literacy into the universities curriculum, and this may be one way to ensure information skills as an important learning outcome of higher education.
It is urgent to teach information literacy to students especially because most of them usually work while studying, their work environment involving to know how to use the new technologies in information and communication. Through the information literacy program, students will be able to locate, evaluate, and use information more effectively to satisfy their information requirements. Librarians will work with all faculty members to include information literacy modules into appropriate courses, and to monitor students’ progress in becoming information literate.
4. Why is necessary to introduce an “information literacy” course in university curricula?

Over time was reiterated the important role of the library in higher education reform and was explained how librarians can involve themselves in this process. There are some reasons for which is necessary to integrate the teaching of information skills into the curriculum:
· anyone can become information literate;

· information literacy is action-oriented, helping to solve problems and make decisions;

· information skills are transferable from one discipline to another, from one task to another;

· information skills are needed for lifelong learning;
· information literacy helps people handle information and new technologies.

Our proposals regarding the introduction of an information literacy course into curricula are:

· the higher education accrediting agencies  have to incorporate information literacy outcomes as part of the accrediting criteria for higher education institutions;

· conduct more research studies on information literacy instruction in academic libraries; 

· modifying  education and performance to include information literacy concerns;
· each professor who proposes a course for the various areas within the basic curriculum has to fill out a form which includes a question on how the course will deal with information literacy in the field;

· allocating specialized course credits for students to participate in promoting library usage and academic achievement;
· pay more attention to offering various methods of information literacy instruction to students concerning practical aspects.

The university library can organize and deliver a basic information literacy education program for different levels of students. As teacher and librarian I notice that first-year students have only a minimal understanding of how to use information effectively. So, at the first level will be delivered to new students and may include a course about how is organized and how to use the library, the purpose being to allow students to become familiar with the library’s collections, enquiry systems, layout and functions.  The second level will consist of a course about documentation and all the aspects on this problem. Will be explained how documents are organized and disseminated, will be defined own documentation needs and develop an efficient plan to retrieve it.  The third level will consist of a course on information searching, and it is intended to develop students’ capacities in undertaking scientific research and practical work to lay strong foundations for future study and scientific research.  It will be a course that describes the methods and technology received to seek and utilize the scientific documents and materials, particularly the electronic resources. Students will learn to utilize the retrieval methods of each database and digital resources. Once completing the course, the students must to achieve the following:
· to distinguish between different types of information identified during the in-class group activities;
· find and use  a variety of sources related to the selected current  topic using more research tools;

· apply given criteria for evaluating evidence and assess the authority, reliability, scientific accuracy, and validity of sources of information;

· research, integrate and synthesize information from various print and electronic sources regarding a practical question;

· write a thesis statement for the final project using the main criteria provided by the thesis statement worksheet;

· communicate the thesis statement with the found sources using a  multimedia presentation
After attending such a course, students will be able to: 

· Apply professional standards, policies and accepted practices for the use of a variety of documents and technologies including accessibility.
· Apply appropriate means of documenting their work
· Understand and apply legal and ethical uses of information and technology including copyright and intellectual property
· Use of search engines and databases
· Evaluate online and printed material
· Synthesize information and methods of presentation
5. Conclusions
The university libraries and implicitly all educational structures faced with challenges due to the new information and communication development and changes that affect every program and process. In present educational reforms are taking place in Romania to improve educational outcomes and these developments causing major changes. Curriculum reform is necessary because students and employers are demanding improved educational outcomes to ensure better individual and business productivity. In this context librarians must maximize their potential   to be in the position to assume their role in the teaching and learning process. 

Each university has to develop educational strategies and learning resources to help students develop information literacy skills. It is necessary to have an active and continuing program concerning information access, developed and supported by the faculty’s makers, librarians and other information providers because we must be willing to promote and share our experience in this information age in support of our institutional educational mission.

We are confident that will be accepted by most Romanian universities to develop and integrate an effective Information Literacy course because it will be able to enhance students’ generic abilities which include problem solving, critical thinking, creativity, collaboration, communication and presentation. In this way, our students will be undoubtedly better prepared, both for their future studies and for their careers.
	No.
	Instructional objectives
	Strongly Agree (5)
	Agree (4)
	Neutral (3)
	Disagree (2)
	Strongly Disagree (1)
	Mean
	Standard Deviation

	1.
	Teach students the skill to access library site and how to use it
	210
	122
	49
	75
	56
	3.7
	8.5

	2.
	Teach students search skills in library catalogue
	169
	154
	29
	90
	70
	3.5
	8.7

	3.
	Teach students access skills in library printed collection
	125
	160
	30
	97
	100
	3.2
	9.0

	4.
	Teach students access skills for needed information
	112
	150
	19
	170
	61
	3.2
	8.5

	5.
	Teach students definition skills for needed information
	110
	130
	44
	130
	98
	3.1
	8.8

	6.
	Teach students skills of using library services
	98
	111
	30
	203
	70
	2.9
	8.3

	7.
	Teach students access skills in library electronic collection
	85
	84
	48
	100
	195
	2.5
	9.2

	8.
	Teach students research strategies skills in databases
	74
	79
	30
	109
	220
	2.4
	9.1

	9.
	Teach students evaluation skills for needed information
	70
	81
	28
	107
	226
	2.3
	9.1

	10.
	Teach students usage skills for periodicals’ indexes
	66
	71
	15
	109
	251
	2.2
	9.0


Table 5. Trends of Zarqa Private University students towards the practical objectives achievement for the offered methods of “Information Literacy Instructions” (in descending order according to the Mean).
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Abstract

This paper intends to identify the optimal ways of developing the metacognitive strategies to the freshmen students and if they are influenced by the self –assessment techniques.

The longitudinal study was done from 2008 to 2010 on an experimental sample from the first year of study within Educational Sciences at Suceava University. The research instruments were the analysis of the reflections within learning portfolio, the Achievement Motivation Inventory (Schuler, Thornton and Frintrup) and self-assessment techniques.

Keywords: self-assessment; metacognitive strategies; motivation scales 

The evaluation process within university has become a very important subject both for the university didactic and for the student’s professional and personal development. The fields debates take into account the appropriate evaluation forms and methods in order to assure an authentic evaluation within university environment. The recent pedagogical literature presents different studies regarding the formative role of the evaluation, such as the promotion of an evaluation to stimulate the reflexive process, and the evaluated persons to be aware of their competencies and their level of development. Thus we consider right to pint out the formative added value enclosed into the qualitative evaluation methods and, more than that, the self-evaluation.

The self-assessment value could not be contested and it should have a greater weight within academic evaluation system. This is sustained by the idea that the academic space is one of the environments for finalizing the institutional growth and through the self-assessment procedures the metacognitive strategies upon learning and academic performances are built and validated. That is why the self-assessment is considered “an educative objective for the university teacher, and for the students a regulation principle of learning process” (Castillo Arredondo, S. and Cabrerizo Diago, J., 2006, p. 333). Kitsantas, Reisner and Doster (2004) assert that the self-assessment (self-judgment) determines and it is linked to the acquisitions level and it is an important prediction factor for learning motivation. The authors suggest that students’ the high performances are the result of the focusing on the process’ objectives and it conduct to æ very high level of the one’s own learning efficacy. In the same way, McDonald and Boud (2003) describe the self-assessment as an ability which could be developed by students and it could have a positive effect on the students’ performances. The students could make choices upon the responsible way regarding the material presentation (e.g. to evaluate their own work by using the evaluation of the activities) and they could choose the most appropriate way for development.

 The self-assessment is built more as a coaching process regarding the content to be evaluated, and it is focused in order to offer to the students skills for real life, for the students to have the responsibility for their own formation and the teacher to act as a facilitator” (McDonald & Boud, 2003, p. 214, apud. Noonan, B & Duncan, R.).

Miron Ionescu (2001) consider the evaluation as being “a moment of evaluation”, a moment for self-awareness development, a moment for the one’s own development possibilities assessment through thinking strategies upon one’s own thinking. Cristian Stan (2001, p. 15) (Self-assessment and didactic evaluation) defines the self-assessment as “the student’s capacity to elaborate and communicate valuing appreciations regarding his/her own academic competencies and performances, and hi/her own person generally”. Thus, the high importance for value is judgments development. “Self-assessment is possible and necessary because it serves to self–knowing (self perception) and self awareness development” (Cerghit. I, 2002). In other words, self-assessment models the becoming person image and prepares it for learning to learn, through metacognitive strategies and self-evaluation skills.
J. Heywood cites exemples for self-assessment configuration within american and european universities. So, Rockfish Gap, the one who fonded the Virginia University (the first modern university in United States), writes that the self-assessment „should, generally, form the habitudes to reflect and to correct the actions, using others moral examples and to be content with thier own personality”. McGrath describes the university education goal as being the forming an integrative perspective upon the truth, the sciences relations, the final values, so forming a „philosophical” view. He explains that this could not be acquired only through courses and sequential evaluations, but through acquisition on the entire forming period. It is state that at the studies finish the students has knowledge only about the scientific field and they are not able to make correlations between strategies and information. This situation is due to the fact that the evaluation is focused on the knowledge reproduction and not on the metacognitive strategies transfer or development. One of the solutions could be the university as an enterprise, so the university will form efficient people for work and life. In United States there are courses for reflexive judgment development, which is fundamental for developing æ higher level of evaluation and self-assessment. In Australia, Boud (1995) promotes within university space the inter-assessment and the self-assessment. He considers that the students begin to take responsibilities upon their own learning and performance through the judging other performances. Boud says that the self-assessment is ”a formative process”, it could be used within summative evaluation and it takes place when the evaluator is „his own agent and auditor”. Cowan (1998) defines the self-assessment as „the judgment where the one’s own results are compared with some standards and criteria”. Klenowski (1995) suggests „it could be the recognition of the ones’ strengths and weaknesses of the learning”. Many universities used as eavaluation startegies for encouriging the self-assessment reflections and the meta-evaluation the moder evaluation methods such as the portfolios, the journals and the self-assessing questionnaires. It si found out that the individual differences in self-assessment appear within the framework of students’ metacognitive skills existence. (Glava, A., 2009, p. 9).

R. M. Niculescu and E. Cucoradă consider that the formative evaluation could stimulate the using of the inter-evaluation and the self-assessment „this don’t mean that the students put his own mark, but the student has «a kind of lucidity regarding the way he/she learns» (P. Perrenoud, 1997) and these processes facilitate the metacognition through introducing some reflection moments upon ones own mental demarche” (2002, p. 74).

There are a lot of arguments in order to point out the self-assessment importance within the university environment:

· It helps students to understand their evaluation criteria;

· It gives support for learning, helps students to find pre- corrective strategies;

· It models the self-awareness through the feedbacks;

· It eliminates or decreases the marking subjectivity;
· It develops the critical attitude regarding the colleagues results and their own;
· Interference point for the initial training of the future teachers;
· It alleviates the adjustment to the academic learning;

· It gives feedback to the teacher for building the future teaching or practical activities (Ross, J. & Bruce C., 2007, p. 149);

· It develops the metacognitive processes (Sluijsmans, D., Dochy, F. & Moerkerke, G., 1999, p. 293);

· It prepares for the life long learning;

· It meets the self-knowing need and the social comparison one;

· It extends the students’ activism to the entire didactic process;

· It forms the capacities for the identifying the one’s progresses and weaknesses and it finds self-regulation possibilities (Vrught, A. & Oort, F, 2008, p. 123);

· It sustains the personal autonomy development.

These multiple advantages for the self-assessment using demonstrate its added value to the one’s own skills analyze process.

More than that, the students involved in teacher education studies need to be responsible for their own learning process, both for their own academic achievement and for their training as teachers (they will provide educational settings for metacognitive skills development). Since they are prepared for the continuous learning they need self-regulation learning skills and self-assessment techniques. Self-regulated learning consists of three main components: cognition, metacognition, and motivation. (Schraw, Crippen and Hartley, 2006). The authors affirm that cognition includes skills necessary to encode, memorize, and recall information; metacognition includes skills that enable learners to understand and monitor their cognitive processes; motivation includes beliefs and attitudes that affect the use and development of cognitive and metacognitive skills. In a study Zimmerman shows the relation between the learning motivation and the metacognitive strategies related to self-regulate learning: the academic failure occurs when the students posses metacognitive skills and they are not motivated as well as in the situation the students are motivated but they do not posses metacognitive skills. 
In our study we intend to find out what is the students` perceptions about their own metacognitive skills and if there is any relationship between these skills, the self-assessment performance and the motivation for achievement. 

Method 

Participants 

The participants in this study were 92 sciences of education students who were attending an optional course about learning how to learn, in the end of the first academically year. 

 The participants are from the urban area and the rural area and the distribution are 47 from urban and 45 from rural area. 
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Figure 1. Distribution in terms of residence

For this study we are interested about performance in learning expressed thought mean of marks after they attended first year. The mean of the performance is 8,29 and the median is 8,40. The self-assessment for the efficient learning techniques exam the mean is 8,21 and the median is 9,00. The teacher evaluation has as mean value 9,14 and as median 10. Regarding the marks for the self-assessment before and after the exam, the mean values were 7,17 and 7,00; and after exam, the mean value of the teacher’s marks was 7,89.

In order to measure the self-assessment accuracy we did the difference between the teacher’s marks and the students’ marks (the students’ self-assessment). The obtained results were expressed through their absolute value. The differences mean was 1,5 and the median was 1.
Instruments and variables 

In order to find out the level of metacognitive competencies of the freshmen we applied a questionnaire which describes the level of the metacognitive competence. The questionnaire was built and validated by professor. M. Stanciu within the project „The development of metacognitive competence at the students from the first academic year”. The project is developed in partnership with U.S.A.M.V., Iaşi, „Stefan cel Mare” University Suceava and Bacau University (CNMP, 2008-2010, http://www.univagro-iasi.ro/DPPD/METACOGNITIE_92-106/). For the present study we were interested in that items which point out those capacities enclosed to the metacognitive competence. The concept of metacognitive competence was operational in 8 indicators: the taking notes capacity, the capacity of elaboration and presentation of an individual project, the capacity of elaboration and presentation of a group project, the capacity of elaboration and presentation of a scientific work, the capacity to follow a learning plan, the capacity to evaluate a learning plan, the capacity of management information.

The achievement motivation was assessed through Achievement Motivation Inventory of Heinz Schuler, George Thornton III & Andreas Frintrup (Romanian version, L. Miclăuş şi Dragoş Iliescu). The inventory consists from 170 items, displayed by 17 dimensions: Persistence, Dominance, Engagement, Confidence in Success, Flexibility, Flow, Fearlessness, Internality, Compensatory Effort, Pride in Productivity, Eagerness to Learn, Preference for Difficult Tasks, Independence, Self-Control, Status Orientation, Competitiveness and Goal Setting. Each item is assessed on a scale from „1” – „completely disagree” to 7 – „completely agree”. For the purpose of our study we are especially interested in Eagerness to Learn which signifies a personal openness toward the effort for the acquisition of the new knowledge.

For the self-assessment we used the marks of the students for two disciplines. The students were asked to anticipate their mark before the exam, and also they were asked to appreciate their performance by puting a mark after they finish the exam, (but before the teacher’s evaluation). For the second discipline we considered only the self-assessment mark after they finished the exam. 

The dependent variables are the metacognitive competences, the values of achievement motivation (the self-control scale) and the self-assessment accuracy. The independent variable related to the group of students is the academic performance. 
The objective and the research hypothesis

The research objective consist in the identification of the freshmen students perceptions upon their developmental level of their metacognitive competences and their relation with the achievement motivation and its dimensions.

Hypothesis 1: the self-assessment accuracy is determined significantly by the self-control level (as an indicator for the achievement motivation).

 Hypothesis 2: there is æ significant difference between the self-assessment mark and the teacher’s mark.

Hypothesis 3: the developmental level of the metacognitive competence has significant differences in terms of academic performance.
The results analysis

Hypothesis 1: the self-assessment accuracy is determined significantly by the self-control level (as an indicator for the achievement motivation).

The self-assessment accuracy was marked through the existing differences between the teacher’s mark and the self-assessment mark. We took into account the absolute value obtained. We could notice that there are students nearly to “0’ value, this means there are no differences between the two marks (18,50%), but there are students with a great difference. For a better understanding of the differences distribution we made a frequencies graph.
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Figure 2. Self-assessment accuracy (percentage)

In order to analyze if there are significant differences we have applied the Independent Samples T-test, considering that the students with a high level of self-assessment accuracy have the value less than 1.00, and those with a low level of accuracy have values over 1.00. The result indicates the t (90) =2,120, p =0,037, and this shows that the students with high level of self-control have also a high level of self-assessment accuracy.

Hypothesis 2 there is a significant difference between the self-assessment mark and the teacher’s mark

In order to verify this hypothesis we have applied Paired- Samples T Test and we compared the students’ result for the self-assessment and for the teacher evaluation.

	Paired Samples Test

	
	
	Paired Differences
	t
	df
	Sig. (2-tailed)

	
	
	
	95% Confidence Interval of the Difference
	
	
	

	
	
	Mean
	Std. D
	Std. Error M
	Lower
	Upper
	
	
	

	Pair 1
	After exam mark  - teacher’s mark
	-,82609
	1,69912
	,17715
	-1,17796
	-,47421
	-4,663
	91
	,000

	Pair 2
	Before exam mark - After exam mark  
	,10870
	,93710
	,09770
	-,08537
	,30276
	1,113
	91
	,269

	Pair 3
	Before exam mark – teacher’s mark
	-,71739
	1,90763
	,19888
	-1,11245
	-,32233
	-3,607
	91
	,001

	Pair 4
	Self-assessment 1 – teacher’s mark 1
	-,92935
	,63584
	,06629
	-1,06103
	-,79767
	-14,019
	91
	,000


Table 1. Statistical data regarding the comparison for the results of the evaluation types

We could notice that there are significant differences between the self-assessment after exam and the teachers’ evaluation, but there is no significant difference between the self-assessment before the exam and the self-assessment after exam. This fact demonstrates that the freshmen students do not have a self-assessment capacity yet developed. These significant differences indicate that the evaluation should be diversified in terms of evaluation form, so the evaluator should use the formative evaluation, peer-assessment and he should stimulate the self-assessment skills.

Hypothesis 3: 

The developmental level of the metacognitive competence has significant differences in terms of academic performance 

For the academic performance we took into consideration the median for the students grades after the first year of study, the value 8.40. In order to identify if there are significant differences between the means of those with very good academic performance and those with less good academic performance and their metacognitive capacities we used the Independent Sample T Test. 

We could find out that the students with poor academic performance have poor capacities of taking notes. These two factors could be related because the students able to take notes they have already the capacity for information synthesis, for information processing, and the learning success could be derived from this fact.

The students who have the capacity of processing and organization of the information get high level academic performance.

It is obvious the relation between the students who consider they have a very good capacity of elaboration an individual plan and their very good academic results.
Conclusions
This investigation shows us the perception of the students from the first year from the Faculty of Science of Education regarding their self-assessment and metacognitive capacities. We figured out the existence of the significant differences between the self-assessment accuracy and the self-control capacity. We also noticed significant differences between the teachers’ marks and the students’ self-assessment marks, and thus the necessity of evaluation forms diversification and the courses for metacognitive skills development (so that they could have an accurate and autonomous appreciation upon their own learning results). We consider important to introduce the university didactic courses for æ more detailed analyze of the role, the forms and the methods regarding an authentic academic evaluation.
We figured out the differences regarding the metacognitive skills and the learning performance. The students with high learning performance have also metacognitive skills. For our sample we didn’t obtained significant correlation between the self-assessment accuracy and the metacognitive skills, so we could infer that the students with metacognitive skills do not have also necessary self-assessment skills. Of course, this fact could be explained through the idea that the students are in their first academic year and they do not know the expectancies, the evaluation modalities and criteria. For a future research we intend to enlarge the sample, to diversify the modalities for measurement the metacognitive skills and the self-assessment ones.
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Abstract

In order to support the innovation process in the context of the Lisbon Strategy in Europe, researchers paid special attention to entrepreneurship education during the last years. More young people need to be exposed to the concept of entrepreneurship starting from an early age. In this context, we emphasize in our paper the fact that entrepreneurship education manifests differently between countries and we highlight the needs for entrepreneurship education at university level in Romania. The paper presents a case study for entrepreneurship education enrichment (qualification and European certification) at Politehnica University of Timişoara, Faculty of Management in Production and Transportation.
Introduction
In order to support the innovation process in the context of the Lisbon Strategy in Europe, the entrepreneurship education gained special attention from researchers during the last years. The Green Paper on “Entrepreneurship in Europe” focuses on the role of education in supporting the improvement of the skills necessary to develop an entrepreneurial mindset. It was commonly accepted that an entrepreneurial attitude can not be taught, but it can be stimulated by different incentives. In this respect, more young people need to be exposed to the concept of entrepreneurship from an early age. It is also required to continue focusing on teaching entrepreneurship later on in the education process. This should cross-cut traditional academic disciplines rather than be merely circumscribed to business studies. The potential for people to become entrepreneurs later in life should be encouraged across different educational stages.

In this context, this paper underlines the differences of entrepreneurship education between European Union countries and highlights the need to strengthen entrepreneurship training at high education level in Romania. According to Global Entrepreneurship Monitors Executive Report for 2008, a small number of persons received voluntary or compulsory training in starting a business in Romania, even if the perceived need for entrepreneurship education is quite high. Consequently, the role of Romanian universities, as national facilitators for entrepreneurship, grew very important. An entrepreneurial university means that the university itself, as an organization, becomes entrepreneurial and the members of the university (faculty, students and employees) are turning themselves somehow into entrepreneurs. 

Traditional models of education fail in their ability to link theoretical knowledge and concepts to the skills and practice of entrepreneurship. The management education provides learning experiences that can be considered inadequate in several respects: they fail to provide an accurate feedback on competency development, they are insufficiently people-sensitive, they do not include life-like situations (including crises) for learning under pressure, they do not encourage problem-finding and issue diagnosis as a central part of the experience. That is why we propose that universities must focus on other skills considered useful to entrepreneurship in any type of organization, such as team working, adaptability, shaping ideas or skills presentation. 

The paper presents a case study for the entrepreneurship education enrichment (qualification and European certification) at Politehnica University of Timişoara, Faculty of Management in Production and Transportation in the context of the project: Certified EU Researcher-Entrepreneur - ResEUr (Leonardo da Vinci contract 503021-LLP-1-2009-1-BE-LEONARDO-LMP) and Dissemination of European Certification Schema ECQA – dEUcert (Leonardo da Vinci contract 505101-LLP-1-2009-1-AT-KA4-KA4MP). The purpose of the project is to develop the entrepreneurial abilities of second and third university cycle students. The accent falls on understanding entrepreneurship, shaping ideas, innovation transfer, network development and team work. These complementary skills are meant to stimulate the students’ entrepreneurial attitude.

The remainder of the paper is structured as follows: the second part presents the relation between entrepreneurship, innovation and higher education, the third part will pinpoint some of the findings of the Global Entrepreneurship Monitors Executive Report for 2008 in relation with entrepreneurial education in several European countries and the fourth part presents the role of higher education in developing the entrepreneurial mindset and describes the particularities of the entrepreneurial education process at Politehnica University of Timişoara. The last part of the paper highlights the main findings and conclusions.

1. Entrepreneurship, innovation and higher education
At the beginning of the 21st century, entrepreneurship gained in Europe an increased recognition amongst economists as a significant driver of improvements in societal welfare. This entrepreneurial spirit is now seen as the main source of innovations, leading to the birth of new enterprises and the growth and renewal of established organizations GEM (2009). In this context, developing entrepreneurial abilities, in particular by means of higher education, acquired considerable importance. 

1.1. Entrepreneurs: born or made?

The quality of entrepreneur was for a long time considered as an inherited feature, not as one acquired through training. Many still believe that education and training are not necessary for starting businesses. People like Bill Gates and Steve Jobs, both dropping out after a few years of college, made for interesting news stories. But recent studies, like Zhang et al. (2009), provide guidance to future entrepreneurs that such individuals appear to be “both born and made”.

Practically, there are two different approaches about what made an entrepreneur Dominguinhos et al. (2009): the first is that entrepreneurship is something that can be learned and anyone can become an entrepreneur if they really want to; the second is that a successful entrepreneur has internal capabilities that are independent of training or experience and are restricted just to some special persons. According to the first approach, anybody is born entrepreneur and all entrepreneurship skills can be taught through training and experience. The second approach argues that genetic factors determine the likelihood of becoming an entrepreneur or a self-employed. This theory shows that not anyone can be an entrepreneur, but only some types of persons who have natural born characteristics which enable them to face all challenges related to the long and hard entrepreneurship process. 

Nevertheless, psychologists have long insisted that intellectual insight and ability, whether in business or in anything else, are the products of perfectly defined causes, partly hereditary and partly acquired, and hence, presumably, susceptible to some extent to discipline (Hardy, 1923: 46). Nowadays, it is believed that, even if natural born features are important, education and training occupy a place of foremost significance in entrepreneurial activities. The fact that entrepreneurship education plays an essential role in shaping attitudes, skills and behaviors, can also be noticed in the report “The Commission’s Green Paper: Entrepreneurship in Europe”, where the European Commission (2003) defines entrepreneurship as “the mindset and process by which an individual or group identifies and successfully exploits a new idea or opportunity, which requires creativity, ambition, independence and the willingness to bear the inevitable risks involved.”.

In the last years, we could observe that higher education institutions assigned special attention to entrepreneurial education (Katz, 2003; Lüthje and Franke, 2002). Specialists argue that entrepreneurship education should start early at primary school, covering the entire education period and must be able to developed for the respective students a set of useful skills and capabilities like: curiosity, openness to continuous learning, a proactive attitude, self-reliance, creativity, problem solving, critical thinking and inter-personal skills. Policy makers also believe that increased levels of entrepreneurship can be reached through education (Oosterbeek et al., 2008). Therefore, such education is promoted and implemented into school curricula in many of the European member countries. The main idea is that entrepreneurship education programmes can significantly change the entrepreneurial intentions of participants (Rasmussen and Sørheim, 2006). Thus, public policies aimed at supporting the entrepreneurship should be comprehensive of entrepreneurial education.

1.2. Public policies in order to support entrepreneurship

The educational process can support the development of the awareness and skills necessary for developing an entrepreneurial mindset and skills in several ways (Blenker et al., 2006): entrepreneurship training as part of a school’s curriculum, apprenticeships for students to work with experienced entrepreneurs, more entrepreneurial training in universities, more MBA programmes, etc. Universities should however get more actively involved in this process and they have to be supported in this demarche by the relevant authorities.

1.2.1. Reasons to support entrepreneurship

On the one hand, the general economic rationale for supporting entrepreneurship development is to remove or reduce market failure (Glancey and McQuaid, 2000: 173). The first main reason for market failure results from the divergence of private and social costs, that is, externalities. This is where the production or consumption of a good or service directly affects the others, not involved in buying or selling it, and these spill-over effects are not reflected in the market price. So, economic benefits (namely, positive externalities), such as greater competition, flexibility and job benefits of having more entrepreneurs, may not be fully incorporated in the market. 

A second reason for market failure is inadequate information for consumers and producers to make decisions. These include missing, inadequate or incorrect information concerning current or future goals, risks and so on. 

Third, monopoly or concentrated market power may be present and there may be barriers to entry for new firms or other market imperfections. 

Fourth, income redistribution resulting from the workings of the market may not be considered fair or efficient, and, for instance, poorer people may require support. 

Fifth, there may be wider reasons for public policies to support entrepreneurship based upon market failure. These include the provision of merit goods (where insufficient amounts of good would be provided for optimum public benefit) or public goods (due to non-exclusivity and non-rivalry of the good), or policies to reduce the severity of business cycles. Besides these general reasons for public intervention, there are other related specific problems faced by new or small firms.

On the other hand, entrepreneurship, through the creation of new ventures or taking place within existing firms, represents one of the major engines of economic growth. The public debate often focuses on R&D activity, public and industrial infrastructure, or seed and venture capital as scarce factors to develop new economic activity. “None of this would have much effect, however, without committed and competent persons to develop and manage new firms and new business activity” (Rasmussen and Sørheim, 2006).

1.2.2. Triple-helix-model

The capacity and inclination for change and innovation is conceived as an important human trait which has come to be known as “enterprising behavior” in international research. Acquiring such an attitude is favored by the interaction between universities, business sector and political system through the so-called “triple-helix-model”. Currently, universities are expected to play a new role in society, in addition to research and teaching (Rasmussen and Sørheim, 2006). The “triple-helix-model” can be used at micro, meso and macro level (Blenker et al., 2006). The actors working at micro level in the Triple Helix context can be: 

· university researchers, turning into entrepreneurs and using their own knowledge as the foundation; 

· entrepreneurs working in a university laboratory;

· public researchers working in private enterprises from time to time;

· university and industrial researchers heading regional development projects in tandem. 

· At meso level, institutions are participating in the model. The examples include actors from different sectors established to create innovation, such as: 

· university-based spin-offs;

· venture capital enterprises established by universities, science parks, etc.; 

· institutions cooperating and coordinating innovation, to act as local support for development, dissemination and organization of technological know-how in a region. 

At macro level, the model implies that rules and regulations are drawn up based on prior negotiations between the parties. 

Implementing such a model supposes to transform the university activities and to set up an entrepreneurship culture in universities, with accent on the quality of the training process. In other words, this translates into innovation in business education.

1.3. Innovation in business education

Arvanites et al. (2006) show that there is an increasing need for innovation in business education to address and develop the characteristics and skills of those considering an entrepreneurial career. Traditional programs (e.g., B.S. in Business Administration, MBA, Executive MBA) and methods (e.g., books, lectures, discussions, problem sets, case studies) will continue to be necessary, but not sufficient, to develop the characteristics and skills required to be successful in entrepreneurial activities. Innovative educational methods are needed to develop the entrepreneurial spirit and talents that are necessary to function effectively in an environment of strong market forces and complex people issues.

1.3.1. Deficiencies of traditional managerial education 

Steave Jobs, a founder of Apple, complained about the MBA style of the managers hired by his company: “they knew to manage the business, but they could not do anything tangible” (Farrell, 2008: 16). The traditional learning methods employed in management education provide learning experiences that are inadequate in several respects (Arvanites et al., 2006): (i) they are insufficiently people- and time-sensitive; (ii) they need to create better practice fields; (iii) they should cover life-like situations, including crises, for learning under pressure; (iv) they must permit problem-finding and issue diagnosis as a central part of the experience. 

Gaining entrepreneurial abilities challenges the students in four areas: functioning effectively and efficiently in a large group, becoming creative and entrepreneurial, developing independent problem solving skills and effectively providing and using peer feedback. All these elements are favored by the creation of a network-university and of an associated entrepreneurial culture.
1.3.2. Network-university

The positive role of universities in developing entrepreneurial intention and in exploring the factors influencing students’ entrepreneurial behavior is confirmed by a number of studies that help to explain the emergence of entrepreneurial attitude among the target groups, suggesting at the same time that the stimulation of entrepreneurship education can influence students’ attitudes and intentions towards entrepreneurship (Venesaar et al., 2006).

There are many dimensions for developing entrepreneurship education at university level, e.g. by drawing up new course descriptions or revising the mix of course subject portfolio. However, it soon becomes very obvious that such development requires a good deal more than just looking into the specific course content. Therefore, Blenker et al. (2006) initiate the concept of “network-university” in which research is targeted at specific demands and where funding is the responsibility of both private and public sector.
Practically, this concept highlights the main differences between American and European universities. American universities were, and still are, to a larger extent, based on private funds, with donations, research and development contracts or tuition fees providing a substantial part of current income. The internal organization, structures, processes and culture will of course adapt to act in accordance with such external conditions.

1.3.3. Creating an “entrepreneurial culture” in universities

Universities can create an “entrepreneurial culture” by increasing the incentives, motivation and competence of their graduates to become key persons in innovative and entrepreneurial activity (Rasmussen and Sørheim, 2006). 

An “entrepreneurial culture” can only be ingenerated by an “entrepreneurial university”. The entrepreneurial university can be described in the following way (Röpke, 1998): 

· the university itself, as an organization, becomes entrepreneurial;

· the members of the university (faculties, students, employees) are turning themselves somehow into entrepreneurs;

· the interaction of the university with the economic environment follows entrepreneurial patterns.

· Blenker et al. (2006) define 10 proposals to create an “entrepreneurial culture” and affirm that, in the European context, they constitute guidelines for a “top-down” based organizational development process: 

· the first proposal relates to the university’s responsibility for creating a “culture of entrepreneurship”; 

· the second advice is pointing out career paths and paving the way to putting them into practice; 

· the next question is then how and where all these are supposed to happen; 

· it is then recommended that all universities set up a “centre for entrepreneurship”;

· the university teaching processes concerned of entrepreneurial culture should focus on “action-oriented” learning;

· the teaching and learning processes should offer the students opportunities to develop their entrepreneurial drive, ability, personality and professional skills to enable them to carry out various stages in the entrepreneurial process;

· it is, and will always remain, the main duty of the university to disseminate factual knowledge and encourage critical reflection – and to let that be the foundation of ideas generation and development; 

· for the development of entrepreneurial culture, business role models are very important for students to take as examples and to learn from them; 

· to make this work, a high degree of flexibility will be required from both teachers and university administration; 
· it is important to recruit the best students, and in particular the most enthusiastic and highly motivated ones.
1.3.4.The quality of entrepreneurship education and training

The quality of entrepreneurship training significantly underlie on the pedagogical activities which have to focus on the “learning from each other” concept. Thus, Dominguinhos et al. (2009), based on the study performed by P. Duchéneaut in 2001, makes a comparison between traditional teaching techniques and those that need to be used in order to stimulate an entrepreneurial behavior (Table 1).

Table 1. Teaching methods

	Didactic model
	Learning from each other

	Learning from teacher alone

Passive role as listener

Learning from written texts

Learning from “expert” frameworks of teacher

Learning from feedback from one key person (teacher)

Learning in well organized, timetable environment

Learning without pressure of immediate goals

Copying from others discouraged

Mistakes feared

Learning by notes
	Learning from each other

Learning by doing

Learning from personal exchange and debate

Learning by discovering (under guidance)

Learning from reactions of many people

Learning in flexible, informal environment

Learning under pressure to achieve goals

Learning by borrowing from others

Mistakes learned from

Learning by problems solving


Source: Dominguinhos et al. (2009)

The step universities have to make towards the “learning from each other” concept is not an easy one and it has to be based on an analytical framework of pedagogical innovation process. Pedagogical innovations are often studied in terms of two related dimensions (Béchard and Grégoire, 2007): an understanding of the teaching and learning underpinnings of each pedagogical innovation and an understanding of the contextual factors participating in the development and implementation of each pedagogical innovation. Thereby, as it is described in Table 2, a series of indicators is considered in order to improve the quality of entrepreneurship education and training.

Table 2. Analytical framework
	Dimensions of analysis
	Analytical framework
	Indicator variables

	Teaching and learning underpinnings of pedagogical innovation

(Teaching model)
	What ontological assumption(s) underpin this innovation?

What operational element(s) characterize the innovation?
	- Educator’s conception about teaching

- Educator’s conception about themselves and the students

- Educator’s assumptions about the knowledge to be taught

- Teaching goals

- Knowledge emphasized

- Pedagogical methods and means

- Forms of evaluation

	Contextual factors participating in the development and implementation of an innovation 

(Support infrastructure)
	What kinds of arrangements support this innovation at the institutional level?

What kinds of arrangements support this innovation at the educational system level?
	- Degree of academic autonomy

- Particular mission of the institution

- Structural mechanism of coordination

- Institutional practice regarding sustaining pedagogical initiatives

- Degree of institutional autonomy 

- Degree of centralization of educational system

- Presence of national policy toward innovation and entrepreneurship


Source: Béchard and Grégoire (2007: 263)

2. Necessity of entrepreneurial education in Europe: A GEM analysis

If up to now we have focused on theoretical aspects related to entrepreneurship education at university level, in this section we will underline the need for entrepreneurial training at global level, in particular in Europe, based on the analyses of the Global Entrepreneurship Monitor (GEM) specialists. As Rasmussen and Sørheim (2006) and Oosterbeek et al. (2008) highlight, the number of relevant institutions and the amount of resources put into entrepreneurship education programmes at universities is rapidly growing. However, the need for entrepreneurial education is still considerably high (GEM, 2008).

In GEM research, countries are classified into three groups, based on their levels of economic development. The GEM theoretical model shows three sets of economic framework conditions: those that constitute the basic requirements for economic activity (factor-driven economies), those that enhance efficiency and those that promote entrepreneurship and innovation. 

2.1. Perceived need for entrepreneurship education and training

Pursuant to the GEM (2009) analysis based on the outcomes obtained for the 38 countries subject to this global level study, it can be noticed that a small part of the active population in these states received training for starting up a business (21%), while most of the inhabitants benefited from such specific education (79%). According to Figure 1, out of the persons that received entrepreneurship training, a considerable part attended voluntarily to such courses. Twenty percent of trained individuals had received only compulsory training (4% of the working-age population), while 14% had received both voluntary and compulsory training (3% of the working-age population). This indicates that training in starting a business is done mainly through self-selection.
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Figure 1. Average Level of Training in Starting a Business in the Adult Working-Age Population (18–64 Years)

Source: GEM (2009)

High levels of training were reported in five countries (Belgium, Slovenia, Colombia, Chile and Finland), where more than 30% of the adult population has received training. At the low end, five countries (Turkey, Egypt, Dominican Republic, Romania and Brazil) reported training levels of less than 10% (Figure 2). 
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Figure 2. Percentage of the Adult Working-Age Population (18–64 years) that received training in starting a business

Source: GEM (2009)

The Northern countries and the emergent ones in Latin America are the more concerned in entrepreneurship education and training, at the opposite pole ranging the South-Eastern Countries, including Romania.

Analyzing the status of entrepreneurship training at European level, we can notice that the need of entrepreneurship education is perceived differently, depending on the economic framework conditions: factor-driven economies, efficiency-driven economies and innovation-driven economies (Table 3). 

The quality and level of entrepreneurship education and training may have different impacts on attitudes, aspirations and activity in countries at different stages of economic development. In factor-driven economies, the higher the quality and quantity of after-school training, the higher the levels of necessity entrepreneurship; this effect may be indirect in the case of females. This is because factor-driven economies provide few other opportunities for employment. In efficiency-driven economies, the more post-school training in starting a business, the higher the levels of market-expansion entrepreneurship, reflecting the growth of these economies. In innovation-driven economies, several negative correlations are apparent, possibly because governments with low levels of entrepreneurial activity have been investing more in entrepreneurship education and training in an effort to increase entrepreneurial activity. 

This shows that the most frequent source of training was self-directed learning, such as reading or observing or working in other people’s businesses, followed by voluntary formal education and by voluntary training provided by a college or university, but outside the formal education system.
Table 3. Perceived Need for and Availability and Quality of Entrepreneurship Education and Training (Average Ratings from 1 to 5)

	
	Entrepreneurs in

general need help

with their plans

before start-up
	Enough help

available outside

education system
	Quality of

entrepreneurship

education and training at school
	Quality of

entrepreneurship

education and training after school

	Factor-Driven Economies

	Bosnia and Herzegovina
	4.1
	2.7
	1.9
	2.4

	Efficiency-Driven Economies

	Croatia

Macedonia

Russia

Serbia

Turkey
	4.2

4.3

n.a.

3.9

4.1
	3.1

3.1

n.a.

3.1

2.6
	2.2

2.2

2.5

2.0

1.9
	2.8

2.8

3.1

2.9

2.7

	Innovation-Driven Economies

	Denmark

Finland

Germany

Greece

Ireland

Italy

Norway

Slovenia

Spain
	4.3

4.0

3.6

3.7

4.1

4.0

4.3

3.8

4.3
	3.1

3.7

3.9

2.4

3.6

2.8

2.9

3.5

3.3
	2.4

2.5

1.9

1.8

2.5

1.8

2.6

2.4

1.9
	2.4

2.8

2.7

2.5

3.0

2.8

2.9

3.0

2.9


Source: Extracted from GEM (2008)

It can be observed that the need for entrepreneurship education and training is perceived as high in all the selected European countries. In respect of the perception related to the quality of entrepreneurship education and training, this is considered in all the cases as superior in the after school programmes as compared with at school formation courses. 

2.2. Involvement of universities in entrepreneurship training in Europe

The involvement of universities in entrepreneurship training at global level varies from one country to another, without taking into account the economic framework conditions (Figure 3).  
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Figure 3. Prevalence of In-School and Non-School Training, by Economic Group, Ordered by Frequency of In-School Only Training

Source: GEM (2009)

It can be seen in Figure 3 that, in average, the proportion of non-school training to total training is similar (68-69%) across the three economic groups (this includes “non-school only” and “both in-school and non-school”). However, the proportion of in-school training is the highest (62%) in the factor-driven economies and the lowest (52%) in the innovation-driven economies (including “in-school only” and “both in-school and non-school”). The proportion of individuals that received training from both sources in relation to total training is also the highest in the factor-driven economies (31%) and the lowest in the innovation-driven economies (21%). These results imply that in-school and non-school training are roughly equally important sources of training in the factor-driven economies, but the relative importance of non-school training is greater in more developed economies.

3. Entrepreneurial university

Universities can contribute to entrepreneurship both indirectly, through education of candidates, and directly by commercialization of research and by being the seedbed for new ventures. Béchard and Grégoire (2007) sustain that in this era of globalization, where local, regional and national economies are becoming deeply interconnected, the teaching of entrepreneurship in colleges, universities and other institutions of higher education is increasingly called upon to help our societies face the challenges of employment and economic development. Nevertheless, as we have already seen in the previous section, the involvement of Romanian universities in entrepreneurship education and training remains modest in comparison with other European countries.

3.1. Romanian universities as national facilitators for entrepreneurship

Training undergraduate and graduate students with limited career experience to take on the opportunities and challenges of entrepreneurship has become an important part of many business schools throughout the world (Robinson, 2008). 

Universities can, in different ways, be in play in the entrepreneurship activity. Analyzing the situation of France, Béchard and Grégoire (2007), show that Paris-Dauphine University has been the very first institution of higher education in France to offer a program in entrepreneurship. The educational program – Master Management Global Parcours Entreprenoriat – includes, beside formal courses, two more demanding activities. In the first phase, students work in teams of three to develop, complete and defend a business plan for a “real-life” entrepreneur. The second activity consists of a six-month entrepreneurship internship, to be realized under supervision in France or abroad. In both cases, the aim remains to develop students’ general attitude towards entrepreneurship and entrepreneurship-related careers.

In Romania, the role of universities as national facilitators is to facilitate the entrepreneurship behaviour and attitude. Amongst the universities unrolling entrepreneurial programmes we count: “Petru Maior” University of Târgu-Mureş (Training and Development Centre – European Integrated Rural Entrepreneurship), “Al. I. Cuza” University of Iaşi (Regional Centre for the Development of the Entrepreneurship), “Nicolae Titulescu” University of Bucharest (Master Entrepreneurship – Theory and Practice) and University of Oradea (Master on Entrepreneurship).

The Academy of Economic Sciences of Bucharest has recently developed an entrepreneurial programme adapted to the present economic context. Thus, this programme is aimed at educating and training entrepreneurs in difficulty. As a result, the target group will cover 200 entrepreneurs, selected based on different criteria like their turnover (which has to be below one million euro per year) and the number of employees (under 10), as well as based on the difficult situation they find themselves into. However, none of these programmes targets the entrepreneurship education of training directed to young academic people. 
3.2. Entrepreneurship education at Politehnica University of Timişoara

As GEM (2009) indicates, university PhD programs are not providing enough faculties to meet the demand for entrepreneurship education. In this context, Politehnica University of Timişoara, through the Faculty of Management in Production and Transportation, became member of a training and certification programme for young researchers, PhD students from universities or industrial organizations, but also for master students. It is about Certified EU Researcher-Entrepreneur programme. The target group students typically have availability and abilities for developing entrepreneurship behavior (creativity, innovative initiatives, etc.). The programme is conceived to develop and shape the entrepreneurial behavior of the target group of students and the certificate is supposed to certify their capabilities as future entrepreneurs.

The project met accent on understanding entrepreneurship, shaping ideas, innovation transfer, network development and team work – learning units are presented in Figure 4.
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Figure 4.  ResEUr Skill Set Map

The unit Understanding the Entrepreneurship provides highly condensed and concise information about key issues of entrepreneurship, which are typically taught in seminars that are currently offered by various institutions. The unit, however, does not want to replace such seminars and courses, but it rather seeks to give the students convenient means of reflection on whether she/he needs formation in the respective competence areas and indicates complementary courses. The unit consists of the following elements: key success factors for entrepreneurship; national facilitators of entrepreneurship; European facilitators of entrepreneurship. This unit will be developed with the contribution of all partners because of the specificity of the entrepreneurship support at national level. 

The unit Shaping Ideas deals with key skills that are required to leverage brilliant ideas, starting from creating an innovative mindset in students’ heads, passing via methods for structuring ideas and ending by discussing methods and best practices for presenting ideas. The unit consists of the following elements: forming the mindset of students; methods for structuring ideas. 

The unit Innovation Transfer focuses on issues concerned with the transfer of innovation from academic environment to competitive market. These issues are known to represent key success factors of entrepreneurship in the academic domain. The unit consists of the following elements: business potential profiling; preparing innovation transfer contracts; the way from prototypes to products. 

In the ResEUr qualification, Knowledge Networking is considered the core competence area for entrepreneurs. Networking knowledge from several different domains and sectors can create the decisive competitive advantage of modern and future-oriented enterprises. The unit highlights several significant factors of this networking paradigm with special relevance for enterprise creators in the academic domain. The unit consists of the following elements: complementary skills networking; business and services networking; creating joint visions of products and services.

The unit Empowerment by Learning Organization Environments puts the concept of Learning Organization in the middle of the successful enterprise creation and of an entrepreneurial behavior. In this context, the skill elements are: openness and team learning; leadership and team motivation factors; social skills paired with technical abilities.

The unit General Subjects is dedicated to some specific subjects (skill elements definition) such as: use of Web 2.0; open innovation; risk consideration and mitigation.

This entrepreneurship education project is aimed both at training a particular category of potential entrepreneurs, namely young researchers, and at standardizing the training process, in accordance with the European Commission requirements. 

4. Conclusion

The role of entrepreneurship in economic development can not be questioned. Nevertheless, the efforts focused on entrepreneurship education and training remained at a low level up to few time ago, in particular in Europe. It was for a long time considered that entrepreneurial skills are natural born characteristics, not acquired features. However, the growing interest assigned to formal education in this field demonstrated that entrepreneurial abilities, such as team working, adaptability, shaping ideas or skills presentation, can be gained by training.

At the beginning of the 21st century, the European Commission decided to encourage entrepreneurship education and training programmes, including the involvement of universities in this domain. In Europe, the training need in the area is perceived as high, but the quality of existing programmes is not worthy of the same appreciation. It is thus required for universities to show a more active involvement in education and training programmes and to adapt such programmes depending on the needs of each category of potential entrepreneurs.

In this context, we have showed in this paper that entrepreneurship education and training is at the beginning of its development in Romania, in particular at university level. Moreover, there is no clear delineation between the provided programmes and they do not differ significantly from the classical managerial education methods. The training programme developed by Politehnica University of Timisoara makes an attempt to solve these deficiencies by providing a training and certification programme for potential entrepreneurs, focusing on young researchers willing to start up a venture. 

The presented paper is linked with the research activities of the project: Certified EU Researcher – Entrepreneur (503021-LLP-1-2009-1-BE-LEONARDO-LMP), funded with support from the European Commission. This paper reflects only the views of the authors and the Commission cannot be held responsible for any use which may be made of the information contained therein.
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The Prediction Power of The Results of University Entry Exams and Corresponding GPA’s of Students at The Technical Education Faculty of Tarsus 
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Abstract

The aim of this study is to determine the prediction power of the results of university entry exams (OSYS) and corresponding Grade Point Average (GPA) of students registered during the 2005-2006 academic year at the Technical Education Faculty of Tarsus and to carry out a regression analysis to estimate students’ overall academic success.

The method of this study is both a qualitative and quantitative analysis. The conclusion reached is that there exists a significant correlation between the OSYS exam scores and a student’s first year GPA. However, this relationship is not significant for the subsequent 3 years of academic study. 

Keywords: university selection and student placement exam; predictive validitiy; regression; academic success

1. Introduction

Exams conducted by University Selection and Student Placement Center  (OSYM) in Turkey are multiple choice  exams consisting of objective test material. In other words, the validity and reliability of exam questions are rather high and analyzed with a high correlation.  This material consists of 5 choices. 

Placing students in accordance with their objective exam results -that is quantitative, verbal, or equiponderant- and the subject field in which they will be studying (faculties and schools) is based upon the hypothesis that these scores determine whether a student will be successful in departmental courses within his chosen field of study. In other words, OSYM points to the predictive validity of exam results when it comes to student placement. In these type of predictive validity studies, the correlation between the entry score and success score in the field of study is taken into consideration and this correlation is found to be linear, benefiting from Pearson Moments Cross Correlation. 

The university entry exam sometimes consists of 2 different exams, the second being a placement exam which is taken by students who have passed the first exam. The first exam is called the Student Selection Exam (OSS) while the second one is named the Student Placement Exam (OYS). There have been various studies conducted predicting success in university according to OSS / OYS and the OSYM scores. Following are some examples taken from PhD and master theses in chronological order. Similar studies also exist in international literature. 

The first study concerning predictive validity was conducted by Ipek and Yaman in 1967, between 1950-1960, who investigated the correlation between university exam scores and academic success of freshman and sophomore students who were placed in a program at Istanbul Technical  (USYM, 1979; from Karakaya, 2002). 

Kozan and Tezer, in 1979, point out that the exam scores of those who take the university entry exam are inadequate in conducting predictive validity, and following regression analyses of minimum test scores and GPAs, the multiple determination (prediction power) coefficient is found to be 0,01 and 0,31  (USYM, 1979; from Karakaya, 2002)

Askar (1985) analyzed the shape of the correlation between each exam score taken from the OSYS and subtests and grades taken from 1st year courses that are of similar nature to the courses taken in middle school using multiple regression analysis through polynomials. He attempted to predict the first year GPA along with the OSYS test and subtests, benefiting from multiple regression analyses in order to determine the prediction link. It is stated that the second stage university entry exam predicted better than the first stage exam; however, it had a lower validity coefficient.

Tezbasaran (1991) compared the tests conducted before and after 1987 in their ability to predict success in higher education in his study concerning the changes put forth in the University Selection and Placement System in 1987.  In this study, it is stated that tests carried out in 1987 better predicted students’ academic success.   

In the study of Basturk (2008), he examined the predictor validity of the Civil Servant Selection Examination (KPSS) for Science and Technology pre-service teachers. Specifically, This study explored the correlation between the pre-service Science and Technology teachers’ KPSS performance and their “cognitive ability” represented by Student Selection Examination (OSS) and their “quality of academic performance” represented by Undergraduate Grade Point Average (GPA). Pre-service teachers (N=189) were participated for this study from the Pamukkale University, Faculty of Education, Department of Science and Technology between 2004-2005 and 2005-2006 academic years. Pearson correlation and multiple regressions analysis were used to analyses the data. The results showed that there was no significant relationship between OSS and UNO but there is a significant relationship between GPA and KPSS performance and OSS and KPSS performance. However both relationships were low. Multiple regression equation showed that when two predictor variables combined and used, they explained 24 % of the variance in KPSS performance and both OSS and UNO were is statistically significant and valid predictor at .01 alpha level. As a result, both OSS and UNO were significant and valid predictor of KPSS performance.

Meagher et al. (2006) studied for examining the validity of Pharmacy College Admission Test (PCAT) scores for predicting grade point averages (GPAs) of students in years 1-4 of pharmacy programs. Data were collected from 11 colleges and schools of pharmacy: entering cumulative and math/science GPAs, PCAT scaled scores, pharmacy program GPAs for years 1-4, student status after 4 years. Correlation, regression, discriminant, and diagnostic accuracy analyses were used to determine the validity of the PCAT for predicting subsequent GPAs. PCAT scaled scores and entering GPAs were positively correlated with subsequent GPAs. Regression analyses showed the predictive value of the PCAT scores, especially in combination with entering GPAs.

 Violato and Donnon (2005) investigated the predictive validity of the Medical College Admission Test (MCAT) for clinical reasoning skills upon  completion of medical school. A total of 597 students (295 males, 49.4%; 302 females, 50.6%) participated from 1991 to 1999. Stepwise multiple regressions of the MCAT and premedical school GPA (independent variables) on the Part 1(declarative knowledge) and Part 2 (clinical reasoning) of the Medical Council of Canada Examinations (dependent variables) were employed. For Part 1, the multiple regression revealed that three predictors (verbal reasoning, biological sciences, GPA) accounted for 23.3% of the variance, and for Part 2, two predictors (verbal reasoning, GPA) accounted for 11.2%.

The comprehensive research defined above indicates that there is a significant correlation between predictive validity and GPA in some academic years. It seems that there is a moderate relationship between two-staged university exam results and some courses. 

Definitions

Prediction can be defined as a process of making futuristic forecasting of the unknown using statistical techniques and the known. The predictive validity of a test is the correlation between the scores received from the test and the direct measure for prediction of the variable and criteria obtained later. (Tekin, 1991).

Regression analysis is a statistical tool for the investigation and the modeling of relationships between a dependent variable and one or more independent variables.

2. Method

Significance of the Research

The faculty in Tarsus, operating under Mersin University, consists of mechanical and electronics-computing departments. These departments accept students according to quantitative test scores. The course of study is 8 semesters (4 years). Students in these departments are graduates of vocational and academic high schools. While vocational / technical high school graduates are being placed in faculties corresponding to their own teaching disciplines, their OSYM scores are multiplied by a known factor and the result is added to their overall total score. Therefore, vocational / technical high school students are at an advantage over academic high school graduates when registering in Technical Education faculties.  

The objective of this study is to:

· determine the predictive validity of OSYM points of students of the Tarsus Technical Education Faculty during the 2005-2006 academic year for students’ GPA of 1., 2., 3. and 4. classes (degree GPA) and interpret the results by comparing and contrasting.

· predict degree GPA by regression analysis conducted, taking OSYM points into consideration, and find the correlation rates between obtained GPA and predicted GPA of 

The stated goal of the research is to answer the following questions:

· What is the correlation between scores student scores on university entry exams and the GPAs during each academic year?

· Can scores of university entry exams predict students’ degree GPA? 

· What are the students’ opinions of the factors affecting their educational process?

· The scope of this study encompasses all of the students who were registered at the Tarsus Technical Education Faculty during the 2005-2006 academic year, students who registered prior to this year and students yet to register. 

The sample of the study comprises the 2008-2009 graduates of Mersin University Tarsus Technical Education Faculty (N= 141).

Totally, 43% of the sample comes from vocational and technical high schools. The remainder are academic high school graduates. 

Data anaylsis 

· The quantitative findings required for this study are the GPAs for each academic year and degree GPAs of students registered in 2005-2006 and their corresponding 2005-2006 OSYM entrance scores to the Technical Education Faculty of Tarsus. The correlation coefficient between OSYM entrance scores and GPAs has been calculated.  

· Student GPAs are defined on a 4 point scale. A student’s year end GPA is found by calculating the average of all the courses he has taken from the beginning of that year to the end. With this in mind, grades for each course are obtained by multiplying the grade letter belonging to that course and the credit hours of the course and the total is divided into credit total. Degree GPA is the total grade point average obtained for all years of study at the end of the 4th year.
· In addition, using surveys containing open ended questions, students were asked about their compatibility with other students of different backgrounds and their interest in the professions they may be involved with after graduation. 

3. Findings and Interpretation

Following are the regression and correlation analysis concerning the secondary problems along with the qualitative research survey evaluation.

Findings for base problem 1:

The Student Selection and Placement Exam scores of different years, GPAs, along with other independent variables and prediction coefficient numbers are shown in Table 1.

According to the data in Table 1, it can be said that, on a yearly basis, there is no significant relationship between students’ GPAs and their OSYS scores. 

Table 1: Correlation between OSYS scores and GPA

	Years
	N
	R
	CI 95%
	p

	2005
	141
	0.1676
	0,002355- 0,3239
	0.0470

	2006
	141
	-0,01060
	-0,1756 - 0,1550
	0,9008

	2007
	141
	0,03092
	-0,1351-0,1952
	0,7159

	2008
	141
	-0,05413
	-0,2175-0,1122
	0,5238


The linear relationship between the OSYS scores and GPAs of 141 students who registered in 2005 were examined with a correlation coefficient, and a significant relationship being discovered. (r=0.1676; p< 0.05). Variables for the 2006, 2007 and 2008 academic years show no significant relationship with OSYS scores. 

Findings for base problem 2:

The regression analysis of the OSYS scores’ predicting graduation success (degree GPA) is given in Table 2.
Table 2: Regression Analysis of prediction of OSYM scores and graduation.

	Model
	B
	r
	R2
	SSE
	F
	DFE
	p

	OSYS Scores
	-0,009610
	-0.0539
	0.0029
	0,01504
	0.4085
	139
	0.524

	Constant
	90,2604
	
	
	
	
	
	


*p<0.05
Acording to the results shown in Table 2, the correlation coefficient of  students’ OSYM’s selection and placement (OSYS) scores and GPA is r=-0.0539. In this situation, no linear correlation between students OSYS scores and GPA is found. (p=0.524). The OSYM scores can explain only 2.9% of the GPA. 

Findings for base problem 3:

The survey results show that students are negatively motivated as a result of the facts that less job opportunities, coming from different high schools and lecturers conduct classes on the basis of memorization. Only 3.8% of the graduates nationwide could be assigned as a teacher to vocational high schools.

4. Conclusion

From the end of the first year onwards, the predictive validity of OSYS scores shows a significant correlation close to zero. For other academic years, there has been no significant correlation observed. At the same time, the OSYS scores and degree GPA at graduation can scarcely be predicted. 
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Abstract

This study aims at arguing in favour of the topicality of Petre Andrei’s concept regarding the socio-educational mission of universities, with the intention to utilize it as a source for the possible solutions to the education and teaching crisis.

Petre Andrei’s analysis is subtle and complex, involving also psycho-social, socio-educational, ethic, moral-political elements, etc. The university socio-educational purpose appears as an extension of the way Petre Andrei understands the purposes of the democratic school, but also as a practical application of his experience acquired in the university milieu and as an expression of his education politician calling. 

Keywords: socio-educational mission of universities, education crisis;
1. Petre Andrei as a representative of sociological pedagogy
Petre Andrei’s pedagogy is classified by Stanciu I. Under the tendency of ”sociological pedagogy”. It is one of the four directions claimed by the Romanian inter-war education by the contribution of renowned personalities (Stanciu, 1995): The philosophical pedagogy (G. G. Antonescu, Ştefan Bârsănescu, Constantin Narly); The sociological pedagogy (Dimitrie Gusti, Petre Andrei, Constantin Rădulescu, I. C. Petrescu, Stanciu Stoian); The pedagogy which militates in favour of a national direction, ”of a national education system” (Simion Mehedinţi, Onisifor Ghibu, losif Gabrea); The psychological and experimental pedagogy (Grigore Tabacaru, Vladimir Ghidionescu, Florian Ştefănescu Goanga, Dimitrie Todoran).

These four directions are tightly connected with each other expressing ”the tendency toward the system of the educational thinking”, as Ion Gh. Stanciu asserted.

At the same time, we take into consideration the fact that Petre Andrei’s sociological pedagogy must be related to the philosophical pedagogy current, too, at least through a few of its elements. More exactly, we refer to the direction of cultural philosophical pedagogy. On the other hand, by means of the social ideas  expressed and sustained, including  on the political plan, Petre Andrei’s work must be related to that current which militates especially in favor of  promoting a national education system which particularly aims at the ideal of national education.
The sociological pedagogy is a direction which is based on the ”implications of some sociological research and reflections in the domain of education and teaching” (Stanciu, 1995). There are several orientations within this current. For example, Dimitrie Gusti focuses his research on the problems raised by rural education, promoting the monographic method to improve the rural teaching.
Constantin Rădulescu-Motru continues this orientation in the name of the ”Romanianism” doctrine. He debates upon the tendency of generalizing the content in rural teaching, practising the methods which encourage individualism.

I.C. Petrescu and Stanciu Stoian are the supporters of two original socio-pedagogical currents which are inter-related, based on the multiple, adequate pedagogical respect, knowing and exploration of local and regional values. Obviously, we refer to the educational regionalism current (I. C. Petrescu) and  the educational localism (Stanciu Stoian).

As a leading representative of social pedagogy, Petre Andrei is appreciated by Adrian Neculau for his special contribution brought by the sociologist’s theoretical and methodological ideas (but the pedagogue’s, also) to the development of a national democratic school (Neculau, 1994).

We have to mention several distinct ideas – a force which militates in favour of a real democratic school. The first idea which draws a link between Petre Andrei and another great Romanian sociologist (and a representative of sociological pedagogy), Dimitrie Gusti. It is the idea according to which ”within the democratic school the stress must lay upon the necessary practical knowledge for life”.

Such a school asks for an adequate socio-political setting It is the “cultural state” (studied by Gusti, too) which must “ensure the transmission of some directions such as culture, health and the economic welfare of peasantry”.

The relationship between school and the social background is seen by Petre Andrei in a vision which honours his sociological and pedagogical thinking, anticipating the major theses of educational sociology. Thus, Adrian Neculau remarked the fact that Petre Andrei considered that “school must not get the peasant out of his social background, but prepare him to fit into it, offering him the culture and a larger horizon” (Neculau, 1994, p.36).

Petre Andrei is also appreciated by professor Ion Gh. Stanciu for his pleading in favour of a real democratic school. A real democratic school begins with primary school. From this point of view, Petre Andrei draws near the other representatives of sociological pedagogy. Starting from the sociological thesis of the link between education and the background conditions, he considers that the rural school has a distinctive characteristic in comparison to the urban one (Stanciu, 1995).

The democratic character of education is complemented by another important feature. It is the social feature which ensures the school practical character by the major role given to productive work based on the application of scientific knowledge. This strong idea is also mentioned by Adrian Neculau. “The democratic school” must be at the same time “practical and regional, promoting the education through work and for work, adjusted to the geographic and economic background” (Neculau, 1994, p.36).

These characteristics are reference points that Petre Andrei respects even when he is preoccupied with the organization of secondary and higher education. He militates in all situations and circumstances in favor of a school which should serve the national interests consciously and competently.

2. The socio-pedagogical role of universities
Petre Andrei’s pedagogical concept can be restructured from two complementary perspectives. A first one starts from the analysis of his sociological and philosophical work, which includes several direct and indirect references to education and teaching, to the relations between these two and the society in general, the culture and politics in particular.

A second perspective has as a starting Petre Andrei’s activity as a “political agent”, as a member of the Parliament, as an employee and a magistrate in the Ministry of Education, directly involved in  the Romanian school decisions (even as a minister from 1938 to 1940). In our study we will try to correlate the two perspectives to finally draw the most correct portrait of Petre Andrei’s pedagogical work. 

The first idea to be underlined is that of the general and special background of education and teaching. To demonstrate the importance given by Petre Andrei to them as factors of the society development, we will appeal to his concept upon the university as presented in Introduction to General Sociology.

The purpose of the university appears as an extension of the way Petre Andrei understands the purposes of the democratic school (natural, practical, regional), but also as a practical application of his experience acquired on the university background and as the expression of his educational politician calling.

In Petre Andrei’s vision, the university is the basic institution for the social progress through its complex and comprehensive role with long-term consequences. He starts from the perception of the dominant directions in the social life of his time, which generate certain behavior, a certain mentality and with the special reference to university, to higher education.

We keep in mind the idea of the relation between the social development directions and the school evolution. School of all degrees cannot avoid the development directions of the society and it cannot ignore their direct or indirect effects either.

Thus, Petre Andrei noted that “nowadays (t.n. in 1930s) the entire life is dominated by two distinctive orientations translated into very rich manifestations, with consequences both for the individual and for the society. On the one hand the politics by means of which new governmental forms are established creating other rights and modalities of individuals’ participation in the public life; on the other hand, empiricism and technique (…) which are more tempting than the austere and rigorous study”.

How do we comment on and interpret this preliminary text which has a great value and force from the social pedagogy point of view? First of all, we interpret it as a proof of the understanding of the relationship between the social development and the young people’s consciousness in full process of formation, of spiritual revolution. Starting from here, there can be perceived the problems that education has to cope with.

“The political mysticism” can lead to politicking or even to the politicizing of school, in the board domain or even in the curricula which are elaborated “at the price of sacrificing reason and its rights”. Such a thing, very harmful to the education and teaching spirit, can happen under political regimes dominated by the power of blind instinct and faith. In such cases, “rationalism” was declared dangerous because of its criticism which threw the old uncontrolled authority of political monocracy. 

Secondly, we interpret Petre Andrei’s text as a critique to the forced technicalness of education in modern society at any price. “Empiricism and technique”, regarded unilaterally, can influence negatively the school and university politics, the teaching content and methods.
Petre Andrei justly considers that we have to distinguish between “appearance and essence” in order not to make confusions about the role of empiricism and technique in the teaching domain.

Thus, we have to notice the narrow, unilateral character of empiricism and technique. Petre Andrei does not neglect the practical aspect of higher education which must prepare for “practical careers”, too. Petre Andrei protests denies “the sad confusion between practical and lucrative” which leads to ignoring the spiritual ideal, the final purpose of the university (Petre Andrei, 1997, p.11). 

In other words, any educational politics must be studied according to certain purposes which regard all the teaching domains. A classification of the higher education purposes is necessary.

Narrow empiricism must not be encouraged at all. Any form of empiricism is worthy if it relates to the higher education spiritual ideal which sets the highest standard. The theoretical but also the practical force of the ideal comes out from the fact that “the spiritual is the source of human values” (Petre Andrei, 1997, p.11).

Thirdly, the interpretation of the text is connected to the relationship between consciousness and science in the case of higher education. Both factors are “determiners” of the entire life, therefore of the social one, too, which is nothing but “materialized spirit” (Petre Andrei, 1997, p.11). Higher education must be based on the correct relationship between science and consciousness and between science and technique, having as a consequence the formations of students’ spiritual consciousness, of the future top professionals.

Higher education and teaching must be based upon the correct resolution of the relationship between science and technique. The estimated result is the one which situates the students’ continuous spiritual development as future top professionals, who will improve their social vocation during their entire life.  This problem, remarks Petre Andrei, is much more important during “troubled times” in countries like Romania which has to catch up with the losses and the delays acquired for ages, in order to reach a general progress (Petre Andrei, 1997).
3. The university social mission

Another topic refers to the university social mission. Petre Andrei identifies a real model of purposes which starts from the highest one: the social ideal which is the educational ideal of the time – the formation of the spiritual consciousness. Based on this superior purpose, there are several specific objectives established, summed up by him to three:  

1. Scientific research and the creation of science which makes up the university essence and justifies its right to existence; 

2. The formation of the student’s spiritual personality;

3. The student’s training for a job.

We should remark the modernism of Petre Andrei’s pedagogical concept who introduces the objective of the students’ professional training according to the “university practical aim”. This objective must be regarded in tight connection to the other two specific objectives which fall into the academic tradition. More than that, the academic tradition becomes a premise and a guarantee for the higher professional training.

We will further on analyze the three objectives of the higher education, appealing to Petre Andrei’s interpretation.

1. The first objective specific to university, “scientific research and the creation of science”, is considered by P. A. “both the most important and the highest”. It is attained if the educator, the university teacher rises to the extent of “this noble mission“. He also draws a few action directions which define the purpose of the university teacher’s pedagogical work, vocation and calling (Petre Andrei, 1997, p. 12-14): 

· “seizing the truth, discovering other realities, attracting the young students, too, on this path”. This, the university becomes  “a real scientific creation workshop”; 

· to relate to the contemporary politics without affecting the university  which “no matter how many variations in its structure and organization it might suffer, must not omit what forms its essence -  attaining scientific and spiritual creation ”;
· “to teach the student to know the objective essence of science” which holds good for all domains, therefore for sociological and pedagogical sciences, too, but where there are specific laws, principles, norms and rules;
· not to limit in his activity “only to the cold display of the acquired knowledge, but to arouse new powers turning his science into a strong force which should reach the student’s spirit and envelop his entire being”;
· to make the students get used with the “scientific work method and to arouse their passion for science and thinking”;
· to offer a freedom example through the teaching method to create the student’s freedom in teaching, an authentic academic freedom which should not be mistaken for libertinism.
 2. The second specific objective which complements the previous one has as an aim to shape the student’s spiritual personality. This objective encourages the student’s moral development according to his high scientific formation, to his acquired intellectual conquests.

Petre Andrei draws an analysis of this objective appealing to numerous examples offered by famous authors in science and philosophy (Poincare, Platon, Jaspers, Scheler, etc.).

The spiritual formation refers to the following capabilities which should be developed through the education and teaching activities: “continuous movement” in the world of ideas, controlling “the various connections among the ideas”; the ability to follow “the vaster synthesis”, to think “beyond the impression of the moment, understanding the whole meaning”; the ability to like knowledge and to search for it, combining it with the beauty that arouses “the idea and the desire for infinity”; the ability to live through “the joy of knowledge” (Petre Andrei, 1997, p. 15-17).

 3. The third specific objective refers to “the students’ professional training” which comprises “the practical aim of the world”. It must be regarded in close connection with the previous two objectives of the university.

Petre Andrei draws attention upon certain risks that appear when this objective is generalized and isolated from the other two. Thus, sometimes it made the university ”become only an institution meant to train the employees necessary for the country, losing sight of the fundamental purpose” (the formation of the young students’ “spiritual consciousness”).

The university and its teachers must watch for this objective to be in close connection with the previous two. Thus, there should be a correlation among its purposes which follow “the scientific and spiritual maturity of the candidates, their intellectual and moral training at high level and their technical, practical training to practise certain jobs and professions in society”. Thus, the academic tradition becomes the basis of professional training.

Petre Andrei insists therefore upon the connection among the three educational purposes (objectives) – scientific research, spiritual formation, professional training (at high level).

The student’s entire activity, directed by the force of the three objectives, follows the reassurance of the immediate and prospective social integration. The active participation of the students in the social life directly contributes not only to their complete evolution as creative personalities, but also to stimulating the general social progress.

Petre Andrei offers us a sociological analysis of the young people identifying two existent opinions in society referring to their condition and destiny. There are two opinions that P. A. takes down with the sociologist’s attention but also with the pedagogue’s mind.

On the one hand, it is taken into account the perspective of those who sympathize with the young studious people, who see in them the hope to renew the progressive spirit of tomorrow when we need not only science, but also spiritual enthusiasm and commitment, dedication. Young people are more than anyone and anytime able to serve the lofty social ideals.

On the other hand, Petre Andrei also notes the opinion of “the very severe and disillusioned by the poor training of the new generation who are expected to do more, but who, according to what they have proved so far, do not live up to expectations”.

The two opinions refer to the need and the possibility that the young people have to renew social actions, to actively participate in the social movement of their times; only the chosen means are not appreciated to the same extent, do not have the same practical significance.

For those who sympathize with the studious young people, the chosen means, the spiritual enthusiasm and the good faith are enough.

For those who doubt the studious young people’s qualities the means demonstrated so far are not sufficient. These observations draw the attention upon the danger represented by the misunderstanding or even the ignorance of the first objective of university life, which leads to “the poor training of the new generation”.
Petre Andrei tries to exemplify this last situation through social causes and conditions which maintain and emphasize the contradiction between “many aspirations” and “few means”. It is a contradiction which leads also to “violence and anarchy”.
4. Conclusions

Petre Andrei identifies a real model of purposes which starts from the highest one: the social ideal – the educational one, the formation of the spiritual consciousness. Based on this superior purpose, there are several specific objectives established, summed up by him to three:  

1. Scientific research and the creation of science which makes up the university essence and justifies its right to existence; 

2. The formation of the student’s spiritual personality;

3. The student’s training for a job.

Petre Andrei Petre Andrei draws attention upon the fact that sometimes the university ”becomes only an institution meant to train the employees necessary for the country, losing sight of the fundamental purpose” (the formation of the young students’ “spiritual consciousness”). Thus, he concludes that young intellectuals, as products of university background, “are not and cannot be an economic-social category, but they must constitute an ethic-social category”.

The analysis proposed by Petre Andrei is subtle and complex, involving also psycho-social, socio-educational, ethic, moral-political elements, etc.

The socio-pedagogical aim of the university appears as an extension of the way Petre Andrei understands the purposes of the democratic school, but also as a practical application of his experience acquired in the university milieu and as an expression of his education politician calling. 
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Abstract

The concurrence between the labor market demands and university institute’s educational supply continue to be, at least on a discursive level, a fundamental aim in order to establish the strategic trend for this domain. In 2006, the Economic University (AES Bucharest) organized a project competition for the purpose of designate the university strategic foresight. This papers’ purpose is to establish some deduction as results of particular examination and procedures lead on data bases formed, specific indicators computation and evaluation. The originality consists in the particular procedure, specific system of indicators and, on that basis, to determine the University position and its tendency on the distinct educational market, as well as the alumnae situation in labor market. 
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1. General context

The higher economic education market, as any another market, enforces the evaluation of the two major perspectives: the supply and demand. The supply and demand in the higher economic education has two senses (figure 1).

The first of them coincide the entries in the educational system. In this acceptance there are a lot of universities that provide economical education. On the other hand, the high school graduates wish to continue the studies and can choose the economical higher education. This represents the demand for the system of economical universities. Being given the rational choice of the consumer (advised by the parents, by his relatives but especially by friends) the superior quality or less superior (from viewpoint of the scholastic previous performances) of those who demand for economic preparation (d1) illustrates for a certainty the position that holds the institutions of economic higher educations in our country. 

A second explanation of the demand (d2) and supply (s2) refers to those who are getting out of the economic system preparation. The institutions of higher economic education “produce” graduates which constitute the primary demand on the labor market. In this case the supply is composed of economic agents that employ. There can be also identified secondary circuits generated by the universities in the pre-university education as well as to the economic field as supply (s4) in the continuous preparation programs, along the cycle of active professional life. We can also add the demand of specialized academics for the economical high schools that the pre-university education redirects to the economic universities, and vice-versa, the offer of university graduates for those jobs. Also, from the pre-university schools comes a demand (d4) to inform the specialty teachers (didactic degree I, II, etc.) with the corresponding supply (s5) in the opposite way.
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Figure 1. The place of economic universities in the circuit of professional formation of the economists

Source: Isaic-Maniu, Al. & Herţeliu, C. (2006) The Evolution of Economist's Labour Market in Romania, Journal of Applied Quantitative Methods, 1, 1, 2006, 68-80
2. Initial Training – some quantitative references
2.1. Tertiary education in Romania

The total number of students in Romania in the university year 2009 – 2010 reaches 775.319 of which 452.982 study in the public system, while 322.327 in the private system. It is important to note that as compared to the previous university year, there has been a serious decline in both system by almost 116 thousand students (a decrease of little over 27 thousand in the public system and a drastic decline of 88,5 thousand students in the private system of superior education).

The economic superior education system consisted of 223.961 students, of which 138.079 were female students and 93.505 in the public system (60.516 female students). Of the total number of students, 144.388 attend daily courses. Another important aspect is that the decrease in the number of students in economic superior education in 2009-2010 compared to the previous year, consisted in almost 50 thousand in the private system
 and almost 9 thousand in the public system.

2.2. Academy of Economic Studies (AES) candidates for admission

Of the total number of high-school graduates, AES held weights between 3 and 7% of the current promotion in the mass of candidates at the admission exam for the superior education.

Taking into account the fact that not all high-school graduates continue their studies, and that there are only 56
 state universities and 52 private universities, the conclusion is that AES has a dominant position not only in the field of economic studies but it is placed in the top Romanian public universities by number of students.

From the point of view of the territory of candidate absorption, the AES attracts candidates mostly from Bucharest and the regions around Bucharest-Ilfov. Generally, the position of the AES from the perspective of the graduates who come from counties and regions surrounding university centers (Iasi, Timis, Cluj) is weaker. From the point of view of the counties placed at longer distances, AES candidates from the North of Moldova region or West of Oltenia have higher mobility in comparison to those from West and North-West of Transilvania. Generally, AES’s penetration on the graduates market in counties beyond the Carpathian Arc is lower. However, there was registered a consolidation and extension of the dominant position in the South, South-East and South of Moldova areas, in 2005 (see figure 1).
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Figure 2. Origin areas of the AES admission exam candidates in 2005

Source: Nicolescu, O. (coord.), Brătianu, C., Dinu, E., Korka, M., Isaic-Maniu, Al., Popescu, C., Verboncu, I., Profiroiu, M., Popa, I., Socol, C., Herţeliu, C., Ceptureanu, S., Jianu, I. & Strâmbu-Dima, A. (2007) Strategia universităţii: Metodologie şi studii de caz, Ed. Economică, Bucharest

3. AES market share in the initial training of economists
As consequence of the fact that before 1990 the superior education system was organized only in a few university centers, the market share level from which AES starts (figure 3) is quite high (over 55% in 1990).

The development of the private education system and its expansion towards providing initial training in the economic field led to fast erosion of the AES market share, while the situation has stabilized after 10 years around the level of 20%.

The vast proportion (with illegal tint) of the University Spiru Haret development
 led to a dramatic decrease in AES’s market share in 2008 and 2009. After the above-mentioned institution has been granted legality, the estimation is that AES will return, in market share, in the interval 12-15% (that also taking into account the decrease in the number of high-school graduates).
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Figure 3. The market quota of AES from viewpoint of the weight of the graduates in the economic area

Source: Processed data provided by INS for the 1990-2009 period

4. Conclusions

No doubt, AES is leader of the initial training in the economic field in Romania. The candidates, who choose this university consequently to the strong competition and development of the superior education network, are concentrated rather at regional level with a very low rate of trans-Carpathian mobility. The leader position is strengthen by the fact that the candidates’ interest for AES has maintained at a high level so far, despite the fact that this institution was the only one in the country in the economic field, which still organized admission exams.

AES’s strategy of decreasing the number of seats proposed in the educational offer for the under-graduate programs is concretized in a qualitative increase of the candidates who become AES students but – in the same time – it is possible to manifest itself in the AES market share.
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Abstract

The research objective is focused to construct and validate a students’ stress measurement instrument. The hypothesis: Stress and its dimensions are predictors of the scores obtained at exams.  The method: The participants in this research were 120 students of the Faculty of Psychology and Educational Sciences, from the 1’st and second years of study, aged 19 to 25 (M=21,8, A.S.=0,43). The stress instrument: seven dimensions stress questionnaire. The results: Stress dimensions are predictors of the physical and psychological health. The conclusion: The questionnaire accomplished and validated within this research is a valid instrument of determining students’ stress level. The determining of the general stress level felt by the students can predict their psychological and physic healts. Keeping all this in mind, it is necessary to monitor the general stress level in order to facilitate success and decrease the risk of physical and psychological afflictions.

Keywords: mental health, physical health, educational stress, overload program.
1. The theoretical approach of educational stress

Selye (1976) defined stress as a physiological non-specific re​action to external or internal stimuli. In this way, Shah, Trivedi, Diwan, Dixit  Anand (2009) highlited that it is not the stressor that causes stress but the indi​vidual’s perception and emotional reaction to it. Thus, according to the authors the undergraduated students are exposing to very stressful situ​ations. Hirsch and Ellis (1996) underlined that the pressure to get good grades and academically credits is very high and getting high grades is not the only source of stress for students, also there are other important sources of stress, which included homework, assign​ments and uncomfortable classrooms (Kohn & Frozer, 1986). Furthermore, Sgan-Cohen & Lowental (1988) in addition to academic requirements, relationships with faculty members and time pressure may also be sources of stress relationships with family and friends.
Lazarus & Folkman (1984; 1990) evidenced that stress is a mental or physical phenomenon formed through one’s cognitive appraisal of the stimulation and is a result of one’s interaction with the environment. Thus, stress depends on the existence of the stressors. In this way, Feng (1992) and Volpe (2000) defined stressor as anything that challenging and stimulate the human body or mentality. Furthermore, stress can be caused by environmental factors, psychological factors, biological factors, and social factors.

Vermunt & Steensman (2005) and Malach-Pines & Keinan (2007) apud Agolla & Ogori (2009) have defined stress as the perception of discrepancy between environmental stressors and individual capacities to react to the stressors. In this way, stress occurs when an individual is confronted by a situation that they perceive as overwhelming and cannot cope up with. Academic stress among students have been studied for decades and the researchers have identified the stressors as follows: 1) competition with other students; 2) failures; 3) lack of pocket money (Fairbrother and Warn, 2003); 4) poor relationships with other students or lecturers; 5) family or problems at home.  Ornelas & Kleiner (2003), Verment & Steesma (2005), Topper (2007) and Agolla (2009) identified the symptoms and the causes of stress in work environments:  poor work performance, poor interpersonal relationship, inadequate or lack of resources, inadequate time to perform particular assignments, poor working conditions, excessive paperwork, and others. Thus, Salas, Driskell, & Hughes (1996) undelined that stress is one factor that influences academic success and performance. As Seyles (1993) underlines, stress occurs when individuals feel pressure to adapt to their environment. Lazarus & Folkman (1984) evidenced that once faced with demands or pressure to adapt or change, people cognitively appraise their resources, coping skills, and ability to respond to stressors. Larose & Bernier (2001) underlined that coping is the management of the stressors responses. Faculty is an environment that places demands upon students to adapt. Thus, the students might experience stress that may result in lowered self-esteem, poorer health habits, poorer self-management choices (Hudd, et al., 2000), impaired information processing (Lok & Bishop, 1999), and impaired memory (Vondras, Powless, Olson, Wheeler, & Snudden, 2005) apud Petrov (2008). In this way, studies  indicate that when four-year college students interact with the college environment, they experience many new demands such as increased work load, pressure to maintain grades and earn a degree, establishing relationships with new faculty members and new colleagues and increased responsibilities for time-management (Ross, Niebling, & Heckert, 1999). Whereas these factors have been found to be responsible for stress, it is worth noting that in order to minimise the stress among students, professors should develop appropriate strategies that will enable them to detect in advance the symptoms and causes of the stress.

Malach-Pines & Keinan (2007), Ongori (2007), Ongori & Agolla (2008), Agolla (2009) apud Agolla & Ongori (2009) have long identified stress symptoms as lack of energy, taking over the counter medication, high blood pressure, feeling depressed, trouble concentrating, tensions and anxiety among others. In this way, an individual experiencing one of these factors is presumed to be a victim of stress. Furthermore this may also depend on how the individual appraises the situation, and how resilient is the person. In their findings Jaramillo et al. (2005), Stevenson & Harper (2006) point out that, the perception of the individual determines whether or not the stressor has a negative effect and might causes physical or psychological symptoms of stress for the traumatised undergraduate students. Danna and Griffin (1999), Dyck (2001), Grawitch et al. (2007) and Ongori (2008) evidenced that the intricate academic environment sometimes poses great medical problems to the students’ lifes. It is important for the undergraduated students to maintain wellbalanced academic environment conducive for better learning, with the focus on the students’ personal needs. In this ways Dusselier et al. (2005) evidenced that undergraduate students experience stress from several sources that include pressure for academic achievement, pressure to change and adapt to the college environment (Misra & Castillo, 2004), and memory impairment (Vondras et al., 2005). Furthermore, the students might experience increased demands for more and better academic work, more self-discipline, better time management, and improved decision-making (Chemers et al., 2001) than they experienced in high school. Siegrist (1998) evidenced that a close link between high amounts of occupational stress and ill heath means the deterioration in health of the individual and affect the individual performance. Smith et al., (2000) highlighted that higher learning institution such as Universities and Faculties where the demand placed on students is based on deadlines and pressure for excelling in tests or examination, students are likely to be the victims of stress.
2. The research objectives and hypothesis:

2.1. The research objectives: 

· to evidence the possible stressors fir the undergraduate students at psychology.

· to construct and validate a students’ stress measurement instrument.
2.2. The hypothesis:
Stress and its dimensions are predictors of the scores obtained at exams.
3. The method:

3.1. The participants:

The participants in this research were 120 students of the Faculty of Psychology and Educational Sciences, from the 1’st and second years of study, aged 19 to 25 (M=21,8, A.S.=0,43), both males and females. 
3.2. The instrument:

· The Undergraduate Students Stress Inventory (Anitei & Chraif, 2010): is a seven dimensions stress questionnaire as follows: 1) the number of hours from the program spent at the faculty; 2) the need for job besides the faculty program; 3) the ambitious for getting good grades, academically credits and place in the students campus; 4) homework, projects and studies; 5) lunch breach and others brakes; 6) time spend in individual study; 7)  the communication with the assistant professor and the professor. 
· The undergraduate students physical and psychological health inventory (Aniţei & Chraif, 2010): 1) the physical health dimension; 2) the psychological health dimension. 

4. The results:

Table 1. The Descriptive statistics for the independent and dependent variables

	Variable
	Mean
	Std. Deviation

	1. The physical health
	6.93
	1.41

	2. The psychological health
	8.30
	1.18

	3. The hours spent at the faculty (program)
	9.32
	2.19

	4. The need for extra job (poor family income)
	8.45
	2.53

	5. The ambition to obtain high grades, academically credits and place in the campus
	8.34
	1.76

	6. The lunch brakes and other brakes
	3.54
	2.72

	7. Extra time for individual study
	8.22
	2.31

	8. The communication relationship with the assistant professor and the professors
	4.36
	2.52


In the table 1 can be observed the Descriptive statistics of the independent variables: the physical health, the psychological health, the hours spent at the faculty (program), the need for extra job (poor family income), the ambition to obtain high grades, academically credits and place in the campus, the lunch brakes and other brakes, extra time for individual study and the communication relationship with the assistant professor and the professors. Thus two multivariate regression models provide better predictions of the physical health and the psychological health. Such models also can analyze relationships between variables while controlling for other variables.
Table 2. The correlation matrix of the variables

	Variable


	1.
	2.
	3.
	4.
	5.
	6.
	7.
	8.

	1. The physical health
	1.00
	
	
	
	
	
	
	

	2. The psychological health
	0.62**
	1.00
	
	
	
	
	
	

	3. The hours spent at the faculty (program)
	0.52**
	0.45**

	1.00
	
	
	
	
	

	4. The need for extra job (poor family income)
	0.43 **
	0.38**
	0.10
	1.00
	
	
	
	

	5. The ambition to obtain high grades, academically credits and place in the campus
	0.46**
	0.42**
	0.19*
	0.09
	1.00
	
	
	

	6. The lunch brakes and other brakes
	-0.39**
	-0.42**
	-0.13
	0.11
	0.10
	1.00
	
	

	7. Extra time for individual study
	0.41**
	0.35**
	-0.21**
	0.05
	0.19*
	0.08
	1.00
	

	8. The communication relationship with the assistant professor and the professors
	0.28**
	0.32**
	0.08
	0.10
	0.38**
	0.10
	0.25**
	1.00


*p < .05, **p < .01

Table 2 evidence the correlation between the independent variables and dependent variable: the physical health, the psychological health, the hours spent at the faculty (program), the need for extra job (poor family income), the ambition to obtain high grades, academically credits and place in the campus, the lunch brakes and other brakes, extra time for individual study and the communication relationship with the assistant professor and the professors.

Table 3. R and R square for the criteria the physical health

	Model
	R
	R Square
	Adjusted R Square
	Std. Error of the Estimate

	1
	0.642 (a)
	0.412
	0.408
	0.431


a) Predictors: (constant), the hours spent at the faculty (program), the need for extra job (poor family income), the ambition to obtain high grades, academically credits and place in the campus, the lunch brakes and other brakes, extra time for individual study and the communication relationship with the assistant professor and the professors.  

b). Dependent Variable: the physical health

The explanatory variables collectively are strongly associated with the physical health (observed variables) if the observed values correlate highly with the predicted values from the prediction equation. The correlation between the observed and predicted values summarizes this association.

For each subject, the prediction equation provides a predicted value (calculated by the regression model). So, each subject has a calculated value and an observed value.  R Square measures the proportion of the total variation in y that is explained by the predictive power of all the explanatory variables, through the multiple regression model. The symbol (R Square) reflects that it is the square of the multiple correlations.

Using the hours spent at the faculty (program), the need for extra job (poor family income), the ambition to obtain high grades, academically credits and place in the campus, the lunch brakes and other brakes, extra time for individual study and the communication relationship with the assistant professor and the professors to predict the physical health. The results provide a 41.2% reduction in the prediction error relative to using only the predictive model.
Table 4. ANOVA (b)

	Model
	Sum of Squares
	Mean Square
	F
	Sig

	1
	Regression
	151.219
	16.892
	42.12
	0.0001(a)

	
	Residual
	91.021
	0.521
	
	

	
	Total
	242.240
	
	
	


a). Predictors: (constant), the hours spent at the faculty (program), the need for extra job (poor family income), the ambition to obtain high grades, academically credits and place in the campus, the lunch brakes and other brakes, extra time for individual study and the communication relationship with the assistant professor and the professors.  

b). Dependent Variable: the physical health

Table 5. Multiple Regression Model for Dependent Variable (the physical health)

	
	
	Unstandardized Coefficients
	Stand. Coeffic.
	t
	p

	Model
	
	B
	Std Error
	Beta
	
	

	1
	intercept
	3.51
	0.214
	
	3.38
	0.001

	X1
	1. The hours spent at the faculty (program)
	0.0049
	0.008
	0.28
	2.98
	0.001

	X2
	2. The need for extra job (poor family income)
	0.0018
	0.021
	-0.39
	2.81
	0.001

	X3
	3. The ambition to obtain high grades, academically credits and place in the campus
	0.0020
	0.018
	-0.30
	2.21
	0.003

	X4
	4. The lunch brakes and other brakes
	0.0051
	0.016
	-0.24
	2.76
	0.001

	X5
	5. Extra time for individual study
	0.0068
	0.011
	0.41
	2.85
	0.001

	X6
	6. The communication relationship with the assistant professor and the professors
	0.0042
	0.072
	-0.21
	2.23
	0.03


The regression model provided by the table 5 could be the following:

Y= 3.51+ 0.28*X1-0.39*X2-0.30*X3-0.24*X4+0.41*X5-0.21* X6
The higher the value of the need for extra job (poor family income), the ambition to obtain high grades, academically credits and place in the campus, the lunch brakes and other brakes, extra time for individual study and the communication relationship with the assistant professor and the professors, the less physical health the undergraduates students provides. This suggests that subjects who possess greater resources, in the form of individual studies and extra jobs may have a healthy physical life. 
Table 6.  R and R square for the criteria the physical health

	Model 
	R
	R Square
	Adjusted R Square
	Std. Error of the Estimate

	1
	0.783 (a)
	0.613
	0.608
	0.506


a). Predictors: (constant), the hours spent at the faculty (program), the need for extra job (poor family income), the ambition to obtain high grades, academically credits and place in the campus, the lunch brakes and other brakes, extra time for individual study and the communication relationship with the assistant professor and the professors.  

b). Dependent Variable: the psychological health

The explanatory variables collectively are strongly associated with the psychological health (observed variables) if the observed values correlate highly with the predicted values from the prediction equation. The correlation between the observed and predicted values summarizes this association.

Using the hours spent at the faculty (program), the need for extra job (poor family income), the ambition to obtain high grades, academically credits and place in the campus, the lunch brakes and other brakes, extra time for individual study and the communication relationship with the assistant professor and the professors to predict the physical health. The results provide a 61.3% reduction in the prediction error relative to using only the predictive model.

Table 7. ANOVA (b)

	Model
	Sum of Squares
	Mean Square
	F
	Sig

	1
	Regression
	151.211
	16.423
	45.51
	0.0001(a)

	
	Residual
	92.873
	0.735
	
	

	
	Total
	244.084
	
	
	


a). Predictors: (constant), the hours spent at the faculty (program), the need for extra job (poor family income), the ambition to obtain high grades, academically credits and place in the campus, the lunch brakes and other brakes, extra time for individual study and the communication relationship with the assistant professor and the professors.  

b). Dependent Variable: the physiological health

Table 8. Multiple Regression Model for Dependent Variable (the physical health)

	
	
	Unstandardized Coefficients
	Stand. Coeffic.
	t
	p

	Model
	
	B
	Std Error
	Beta
	
	

	1
	intercept
	2.95
	0.109
	
	3.104
	0.001

	X1
	1. The hours spent at the faculty (program)
	0.0012
	0.081
	0.018
	0.43
	0.31

	X2
	2. The need for extra job (poor family income)
	0.0005
	0.012
	-0.49
	2.91
	0.001

	X3
	3. The ambition to obtain high grades, academically credits and place in the campus
	0.008
	0.009
	-0.20
	-2.53
	0.001

	X4
	4. The lunch brakes and other brakes
	0.0069
	0.007
	-0.31
	-2.64
	0.001

	X5
	5. Extra time for individual study
	0.0058
	0.010
	0.36
	2.82
	0.001

	X6
	6. The communication relationship with the assistant professor and the professors
	0.0032
	0.019
	0.23
	2.62
	0.001


The regression model provided by the table 5 could be the following:

Y= 2.95-0.49*X2-0.20*X3-0.31*X4+0.36*X5+0.23* X6
The higher the value of the need for extra job (poor family income), the ambition to obtain high grades, academically credits and place in the campus, the lunch brakes and other brakes, extra time for individual study and the communication relationship with the assistant professor and the professors, the less physical health the undergraduates students provides.
This suggests that subjects who possess greater resources, in the form of cognitive motivation, social motivation and extrinsic motivation are interested to choose the faculty in the way to follow great career development. This suggests that subjects who possess greater resources, in the form of individual studies and extra jobs may have a healthy psychological life.
5. The conclusions:

Results of the research show that students experience stress at different level. Generally, students only experience low and moderate stress level according to the percentage acquired in the research. Female students have different stress compared to the male students. This may be caused of female students tend to be more emotional and sensitive toward what is happening in their surrounding. Some of the female students mature earlier than friends of their own age and also need to adjust themselves accordingly to the changes that they are experiencing such as body shape, sexual maturity and their social status.
As it was predicted by the beta standardized coefficients (table 5 and table 8): the hours spent at the faculty (program), the need for extra job (poor family income), the ambition to obtain high grades, academically credits and place in the campus, the lunch brakes and other brakes, extra time for individual study and the communication relationship with the assistant professor and the professors predict the physiological health and the psychological health of the undergraduate students. Thus, for better health management, the students should respect the lunch breaches, extra hours for relaxation and fitness or other entertainment programs. The regression models provide a standard error reduction with 41.2% for the physical health and with the 61.3% for the psychological health.
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Abstract

The "Lisbon Agenda", action restarted in 2005, was the starting point of communication, published by the European Commission in February 2006, which promotes entrepreneurship education in Europe, with its objective of successful conservation of the social model specific to the old continent. The theme of the confe rence in Oslo, from 26 to 27 October 2006, has been strengthening the entrepreneurship education in Europe and business mentality through education and training and has developed specific initiatives to implement the recommendations of the European Commission. Among the recommendations it includes creating a rich project and material fund, a rapid dissemination of best practices and more public-private projects. Another recommendation is to combine school education with entrepreneurship education and inclusion in higher education of contacts with successful business people, emphasizing more the ultimate goal of academic institutions.

Romania is in line with European countries and develops a new generation of entrepreneurs with characteristic skills: spontaneity, adaptability, foresight, initiative and self management, accountancy, enabling them to identify and implement appropriate strategies for continuing market penetration. These personal skills must be cultivated in school, at pre-academic level, being developed in higher education.

The research I have proposed is the formation of an entrepreneurial culture in higher education and the purpose to be achieved is to establish a theoretical base and the development of the pedagogical model for its formation. The approach made sets the system of research methods which consists of three phases: diagnostic, the experiment of finding and experimental approving of the entrepreneurial culture development model.

This article brings clarification on the second stage of the research, namely, the experiment of finding that studies the educational process in the university, in the analysis of influence teaching practice on business representation formation to students. The finding experiment was conducted in 2008-2009 at the University of Pitesti, the Faculty of Education, specialization the Pedagogy of primary and pre-school education. Following this experiment we could obtain information about the culture of entrepreneurship to student teachers and we formulated conclusions to move to the next stage.

Keywords: culture; entrepreneur; entrepreneurship; entrepreneurial culture; entrepreneurial education;


The European Committee published in February 2006 the essay “Implementing the Community Lisbon Programme: Fostering entrepreneurial mindsets through education and learning” through which there are being made a series of recommendations to promote entrepreneurial education in Europe and in which it is mentioned that: in order to maintain the social order, Europe needs bigger economical development, more businesses, a higher number of entrepreneurs who would like to involve in innovative projects and a higher raise of  IMM’s field. The promotion of entrepreneurship among youngsters is also an important element of European Pact for Youth, adopted by the European Council in March 2004.

The reappearance of Lisbon Agenda (February 2005) underlines the importance of promoting a culture with higher entrepreneurial dimension and the creation of a environment that sustain the small and medium institutions in order to accomplish the objective “of growth and occupation’. The studies made by the searchers show that there is a positive correlation between the entrepreneurship and economical growth, especially in the states with a high income.  

The conference “ Entrepreneurial education in Europe –fostering entrepreneurial mindsets through education and learning (Oslo 26-27 October 2006) ” pleeded to include the entrepreneurs and professionals in the development of study programmes in high education. The conference organised by the European committee and Norwegian government, brought famous actors in order to discuss the politics and practices in the field of entrepreneurial education at all educational levels.  It also recommended the introduction of entrepreneurship in secondary education curriculum, but without mentioning the volunteer or compulsory character. The importance of the teachers and their formation was said to be essential at all levels. For entrepreneurship in high education , the conference recommended the integration of entrepreneurs and professionals to work out the study projects and underlined the necessity to clarify the expected results from high education.

The adjustement of educational and work market starts to function due to the direct relationship of big economical companies in university field. It has also appeared during the last years, programmes of formation directly sustained by universities, along with the special types of scholarships. 

The university professor, Mariana Dragusin, during the International Conference in Romania “Women entrepreneurship” states that: Along the years, the study and economical education had been centered on the big companies. Once taken into consideration the fundamental role of entrepreneurship in economical development, the economical literature has started to give a special attention to this area, admitting its vital, innovating and stimulating role. 

For the last 30 years, the positive impact of activity enterprisers has been felt in all economical areas. In fact, the fast development of entrepreneurial companies forms the essence of global economical system which is in full change. We live in an era of entrepreneurship, sustained by the educational institutions but also by the governmental entities and corporations. Romania joins the European countries and will contribute to the formation of young entrepreneurs with characteristic abilities that will have to be developed in schools, at an university level, being developed in superior education. This step is kind of difficult and undertakes the changing of mentalities at all levels.

The proposed study has as an object the formation process of  entrepreneurial  culture in high education, and the main purpose is the establishment of theoretical fundamentals and the elaboration of pedagogical model. The step taken in this area establishes the system of study methods composed in three stages: the diagnosing, the finding experiment and the experimental approbation of the developing model of entrepreneurial culture.

This article clarifies the second stage of the study, that is the finding experiment that studies the educational process at university in the purpose of practical analysis with pedagogical influence over the entrepreneurial formation at students. The finding experiment went on in 2008-2009 at the University of Pitesti, the Faculty of Education, specialization the Pedagogy of primary and pre-school education. Following this experiment, we could obtain information about the culture of entrepreneurship at pedagogical student and we concluded to move to the next stage.
This experiment had as a purpose:

· The analysis of university curriculum at pedagogical profile
· The analysis of formation of entrepreneurial abilities at students
· The questioning of students in order to analise the pedagogical influence of practice over the formation of entrepreneurial representations, taking into consideration the objectives:  
· the knowledge analysis about entrepreneurship, entrepreneurial culture and abilities possessed by the students

· the students vision over the formation of entrepreneurial culture

· the area in which the students formed their entrepreneurial culture.

The number of university students, that are the discussing element for the proposed experiment, is structured over years of study, the way it is represented in table 1. 
Table 1. The university students grouped on years of study
	Year of study
	The number of students

	Year  I
	328

	Year  II
	258

	Year  III
	228

	TOTAL
	814


One characteristic of Sciences Faculty of education is that of having a big number of female-students, almost 100%. Taking into consideration this aspect, we have formed one sample of 121 female-persons, from all years of study, as it follows:
Table 2.  Participant students at the experiment,after year of study
	Year of study
	Number of students
	Percentage

	1
	65
	53,7%

	2
	29
	24,0%

	3
	27
	22,3%

	Total
	121
	100,0%


Table 3.Age of the participant students in the experiment
	Age 
	Number of students
	Percentage

	18,00
	5
	4,1%

	19,00
	31
	25,5%

	20,00
	27
	22,2%

	21,00
	12
	9,9%

	22,00
	3
	2,5%

	23,00
	6
	5,0%

	24,00
	3
	2,5%

	26,00
	2
	1,7%

	27,00
	2
	1,7%

	28,00
	3
	2,5%

	29,00
	1
	0,8%

	30,00
	3
	2,5%

	31,00
	1
	0,8%

	32,00
	2
	1,7%

	33,00
	7
	5,8%

	34,00
	2
	1,7%

	35,00
	3
	2,5%

	37,00
	1
	0,8%

	38,00
	2
	1,7%

	39,00
	2
	1,7%

	40,00
	1
	0,8%

	42,00
	1
	0,8%

	49,00
	1
	0,8%

	Total
	121
	100,0%


These female-students received a questionnaire that has 12 questions with both simple and multiple answers. In the presentation of questionnaire it had to be completed the following: sex, age, university, faculty, specialization, occupation ( if it is a profitable one), the desired profession after finishing faculty.

We have grouped these ages in two intervals because:

· 18-25 years, is the interval with the biggest number of students who had in high-school curriculum the “Entrepreneurial education”

· 26-49 years, is with a smaller number of students who didn’t have the possibility to do “the entrepreneurial classes” in pre-university education. These intervals are represented in the following table:

Table 4. Age intervals

	Age interval
	Number of students
	Percentage

	18 – 25 years
	87
	71,7%

	26 – 49 years
	34
	28,3%

	Total
	121
	100,0%


One part of the female-students in question have a current job, profitable, as it is represented in the following table. We can notice that all the female-students are working in the educational area.

Table 5. Current jobs
	Current job\
	Number of students
	%

	Educator 
	10
	8,3%

	(primary) Schoolmistress
	10
	8,3%

	Schoolmistress
	3
	2,5%

	Shop-girl
	1
	0,8%

	Laboratory assistant
	1
	0,8%

	Cashier
	2
	1,7%

	Kindergarden supervisor with extended schedule
	2
	1,7%

	Promoter
	2
	1,7%

	Subsets adjuster
	1
	0,8%

	Educator helper
	1
	0,8%

	Lawyer
	1
	0,8%

	No occupation
	87
	71,8%

	Total
	121
	100,0%


Afer finishing the studies , they want to work in the same field, but still as an employee. I have’t noticed the desire to start an own-business, whether in the area of education or not.
Table 6. Jobs that they hope to have after finishing the faculty.
	 Jobs that they hope to have after finishing the faculty
	Number of students
	%

	Educator
	40
	33,1%

	( primary) school-mistress
	50
	41,3%

	School-mistress
	2
	1,7%

	Teacher 
	2
	1,7%

	Teacher in the primary education
	26
	21,5%

	Laboratory assistant
	1
	0,7%

	Total
	121
	100,0%


After completing these facts, it has followed the so-called questions of the questionnaire.
1. What mark would you give to an entrepreneurial university?

	The given mark

	1
	2
	3
	4
	5
	6
	7
	8
	9
	10

	
	
	
	
	
	
	
	
	
	
	


Table 7. The given mark to an entrepreneurial university.
	Mark
	Number of students
	Percentage

	4,00
	1
	0,8%

	5,00
	1
	0,8%

	6,00
	6
	5,0%

	7,00
	15
	12,4%

	8,00
	34
	28,1%

	9,00
	44
	36,4%

	10,00
	20
	16,5%

	Total
	121
	100,0%
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Diagram 1

From the table 7 and diagram 1, one can see that the biggest number of marks are those of  8,9 and 10, due also to the fact that the University from Pitesti stated that it would become an entrepreneurial university that would bring solutions for the problems of society and offer a chance to each student concerning his future. From the discussions with the female-students in question, we could notice that the greatest number didn’t know what an entrepreneurial university is and that they realized it from the context. The newness of the proposed theme got their attention and they answered consciously to all the questions. The marks have been given after certain criteria, detailed in the following question.

2. What were the criteria according which you have given this mark?
Table 8. Criteria according which the mark was given ( multiple answer)
	Criteria
	Number of students
	%

	a)  it functions after a strategic plan and is controled periodically 
	48
	39,7%

	 b) It is an university capable to apply the new knowledge in the economical and social area exploring in its favour the conjuncture 
	50
	41,3%

	 c) The purpose is to make money, organizing the preparation of the specialists and the research to the market, the students becoming “clients”. 
	36
	29,8%

	d)It adopts qualitative standards and evaluation procedures of the quality of educational processes, meant to ensure the rivalry balance 
	42
	34,7%

	e)It is formed from entrepreneurial unities ( faculties,department)  and it has a real financial autonomy with a scientific and didactic initiative 
	42
	34,7%

	 f)  It is an university in which the academic and adminitrative staff is more and more alike as regards the preparation, the competences and prestige.
	36
	29,8%

	g)  It is an university for which the initiative, the innovative behaviour, even the risk   matters more than „the name” given by the tradition.
	36
	29,8%

	Total
	290
	239,80%
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Diagram 2

The female-students have appreciated around 41,3%   that an entrepreneurial university is capable to apply the new knowledge in the economical and social area exploring in its favor the conjuncture. The other criteria got answers between 29,8% and 39,7 % meanwhile  4,1%  have no answer to this question 
3. Have you taken entrepreneurial courses after graduating from a secondary school or university ?

Table 9. Frequency of entrepreneurial  courses
	                       
	Number of students
	%

	YES
	23
	19,0%

	NO
	98
	81,0%

	Total
	121
	100,0%
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Diagram 3

Following the table and the diagram with the received answers for this question, we can notice that the greatest number of the students (81%) haven’t taken other courses after graduating  from high school or university, that can give them some notions about the entrepreneurial culture. This thing is possible because 80 students from the total of 87, comprised in the interval of age 18-25, meaning 92% are taking up the courses of the first university. The ones who answered YES, mention the place and the field of the courses. 

4. If YES, where ?

Table 10. Universities
	 The University from Piteşti
	12
	9,9%

	The Schoolmasters Pedagogical College 
	1
	0,8%

	 The University from Bucharest
	1
	0,8%

	 The Brâncoveanu University
	4
	3,4%

	 The  Petroşani University
	1
	0,8%


In the field:

Table 10.1 Fields
	Schoolmaster  – in English
	2
	1,7%

	Pedagogy
	2
	1,7%

	Education
	3
	2,5%

	Finances- accountancy/ Economic
	4
	3,4 %

	Theology (sacred art)
	1
	0,8%

	Letters
	2
	1,7%

	Administrative/Law-public administration
	3
	2,5%

	A.S.M.
	1
	0,8%

	Management
	1
	0,8%

	Management, business marketing / International businesses
	1
	0,8%

	 No answer
	101
	85,1%
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Diagram 4

Only 9 students, from the 20 ones who mentioned the field, have taken up universities that could give them entrepreneurial knowledge, meaning 45% from them and only 7,5% from the total number.

5. What comes first in your mind when you hear about entrepreneurial spirit ? ( multiple answer)

Table 11. The characteristics of the entrepreneurial spirit
	 Responsability, seriousness 
	52
	43,0%

	 Initiative and management abilities 
	61
	50,4%

	The ability to recognize and exploit the opportunities 
	28
	23,1%

	The trust in success and clear-sightedness 
	11
	9,1%

	Flexibility, spontaneity, adaptability 
	35
	28,9%

	 The will to raise and suvive after some failures 
	20
	16,5%
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Diagram 5

Over 50,4% consider that initiative and management abilities are the most important features of the entrepreneurial spirit, while 43,0% consider as the most important the responsibility and seriousness. Only 11, meaning 9,1% consider that the entrepreneurial spirit would be characterized by the trust in success and clear-sightedness.
6. What courses or subjects do you consider that contributed at the formation of your entrepreneurial culture ? ( multiple answer)

12. Table with subjects that form the entrepreneurial culture
	Management       
	52
	43,0%

	Marketing
    
	37
	30,6%

	Mathematics  
    
	28
	23,1%

	Statistics  
	5
	4,1%

	Global economy    
	11
	9,1%

	Political economy 
	10
	8,3%

	Entrepreneurial education
	2
	1,7%

	Other ( not mentioned)    
	2
	1,7%

	All           
	38
	31,4%


The answers underline that the greatest number of students consider the management and marketing the most important from the entrepreneurial culture, even being equally important. Only 31,4% from those in question ,consider all the mentioned subjects as parts of the entrepreneurial culture.
 SHAPE  \* MERGEFORMAT 



Diagram 6

7. What subjects do you think are useful in the development of an economical activity, whether by oneself or as an entrepreneur or associate ? ( multiple answer )
Table 13. Useful subjects in the development of economical activities

	Mathematics       
	31
	25,6%

	 Informatics        
	32
	26,4%

	 Entrepreneurial education         
	64
	52,9%

	 Law           
	9
	7,4%

	 Marketing             
	52
	43,0%

	 Management          
	58
	47,9%

	 Political economy    
	11
	9,1%

	 Other ( not mentioned)         
	1
	0,8%

	All            
	19
	15,7%


The students noticed that entrepreneurial education, management and marketing are the most important subjects in the development of an economical activity. Still, there are 0, 8% from those who gave no answer.
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Diagram 7

8. Do you appreciate the degree in which entrepreneurial knowledge can be useful in a future activity ?
Table 14. The degree of using the entrepreneurial knowledge in future activities
	Maximum level  
   
	41
	33,9%

	 Medium level     
	62
	51,2%

	 Low level       
	14
	11,6%

	No answer
	4
	 3,3%

	Total
	121
	100,0%


More than a half from the female-students (51,2%) considered that entrepreneurial knowledge can be useful in the future, but at a medium level. Only 33, 9% appreciated a maximum level. 11, 6% from the female-students don’t consider useful the entrepreneurial knowledge in the future activity while 3, 3% gave no answer to the question. This fact shows that the students don’t consider useful to acquire the entrepreneurial knowledge and especially, they see no use of it in the didactic activity that they hope to unfold after finishing the studies.
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Diagram 8

9. Are you willing to take chances when working on a project ?

Table 15. The degree of taking chances
	 Yes                           
	93
	76,9%

	 No 
	7
	5,8%

	 I would rather work for a project but without taking any chance
	7
	5,8%

	 I would rather not be involved                                 
	3
	2,5%

	I don’t know, I have no knowledge of it, I have’t decided          
	11
	9,0%

	Total
	121
	100,0%


The students have the courage to take chances when they decide to work on a project. So, 93 from them ( 76, 9% ) answered YES. At the other side, there are the 11 persons (9, 0 % ) who don’t know, have no knowledge of it or have’ t decided to work on a project. There are still 7 persons ( 5,8 % ) who don’t want to take any chances and only 3 persons ( 2, 5 % ) who would rather not be involved in any project.
\
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Diagram 9

10. Do you find it useful the existence of an entrepreneurial collaboration ( association ) among students ?
Table 16. Entrepreneurial collaboration ( association ) among students
	 Yes      
	111
	91,7%

	 No
	7
	5,8%

	 No answer
	3
	2,5%

	     Total
	121
	100,0%


The most of the answers are positive, 111 female-students considering useful the existence of a collaboration or entrepreneurial association among students, so, a percentage of 91, 7 %.  Only 7 students ( 5, 8 % ) didn’t see it useful , and 3 gave no answer to this question.
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Diagram 10

11. If YES, who should be the initiator ?

Table 17. The initiator of the entrepreneurial colaboration ( association)
	 The university from Piteşti
	70
	61,9%

	 We –the students
	42
	37,2%

	 Othe solution   
	3
	2,7%

	No answer
	1
	0,8%


To this question, more than a half from the female-students answered YES , meaning 61,9 % who wish that the initiator of these projects to be the University from Pitesti. Less than a half ( 37,2 % ) agree that the initiative start from the part of the students.
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Diagram 11

12. How did you form an entrepreneurial culture or who influenced you directly in an educational institution ? (multiple answer )
Table 18. The environment in which the students have formed their entrepreneurial culture
	1.Alone 
	26
	21,5%

	2.Parents ( relatives )
	16
	13,2%

	3.School teachers ( high school )
	56
	46,3%

	4.School teachers (university )
	24
	19,8%

	5. Friends 
	7
	5,8%

	6.Mass  Media
	38
	31,4%

	7. Refresher courses/Courses of professional formation
	2
	1,7%

	7.Other persons or events (not mentioned) 
	6
	5,0%



[image: image46]
Diagram 12

Analysing the answers , we can notice that 56 from these persons have formed their entrepreneurial culture from high-school and 38 with the help of mass-media.  From the table 12, 2 –nd annex, we can see that the persons with the interval of age 18-25 years have entrepreneurial knowledge from school. The way we have showed, these students studied in high-school “Entrepreneurial education”. Mass- media has a strong influence on the young generation who is more open to the new.
13. Conclusions. 
The finding experiment shows that the majority of students from the Faculties of Educational Sciences, more than 80 % don’t have an entrepreneurial culture. The entrepreneurial elements have been gathered from different sources, that we have already analyzed. These are to be found in a greater part at younger students. 

One can see that the mentality is an important factor in the formation of entrepreneurial culture. Aged persons, with an employee mentality, will form harder an entrepreneurial culture and they don’t realize that no matter the situation, whether as an employee or owner, it is necessary to have an entrepreneurial thinking. 
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Abstract

The purpose of this study is to identify the relations between culture – civilization – educations, according to Petre Andrei’s concept. Culture and civilization must not be intermingled or substituted. Education interferes between the external dimension of civilization and the inner dimension of culture. As a sociologist, a philosopher and a pedagogue having a long experience in higher education and in public life within the domain of school politics, P. Andrei pays much attention to nuances. He avoids comparing an exclusive culture which anticipates challenges of permanent education, to an intensive culture which is focused on the superior quality of the cultural, scientific, spiritual, moral and practical training process.
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1. The cultural crisis
The purpose of this study is to identify the relations between culture – civilization – education, according to Petre Andrei’s concept.

The first idea we are going to refer to is to identify the relations between culture – civilization – education. The first two sociological notions (with a pedagogical resonance, too) are indirectly defined by P. Andrei, mentioning famous authors (Spengler, Schelling, Springer). 

Culture and civilization must not be intermingled or substituted. Thus, according to Spengler, “the culture’s substitution by civilization is the second sign of the decline” after “the direction toward an extensive life, superficiality and variation” (Andrei, P., 1975, p. 202).
Even if they render complementary social realities, the two notions must not be mistaken. Culture is useful when there arises a rich soul in inner creative possibilities. That is why the teaching content, as formative value, is mainly based on culture, namely on spiritual values promoted by science, art, philosophy, religion etc. It is the most dynamic part of the social creation, always supported with the help of higher education.
On the other hand, ”civilization appears as a totality of external states, as a structure of forms which have become static as the end of the cultural transformation process” (Andrei, P, 1975, p. 203). Education interferes between the external dimension of civilization and the inner dimension of culture. Therefore, we can consider that the educational institutions, schools and universities of all kinds are, as they appear to be defined in social pedagogy textbooks, ”cultural and civilization factors”.

Starting from the analysis of the cultural crisis, Petre Andrei tries to seize the elements which lead to crisis in our culture. He mentions four situations which generate the cultural crisis phenomenon. On the other hand, this is an educational crisis too, which urges us to find solutions to improve the higher education quality. Petre Andrei refers to several situations and causes of the cultural crisis (Andrei, P, 1975, p. 203-205):

a) The crisis is caused by ”an inversion of the report between the means and purposes of life.”

The hardest thing is constituted by ”the undervaluation of intellectual work”, while ”the value and the dignity of reason, of speculative-scientific research have been overshadowed by the richness rush. Therefore, the crisis is deep, interfering even on the moral plan”. The solution to the crisis resolution consists in the rehabilitation of the spiritual mission of the higher education which must focus on the scientific spirit training as a premise to professional practical training.

b) the cultural and educational crisis manifests under the form of ”a painful conflict between subjective culture and objective culture”.

On the one hand, an individual subjective culture, acquired by education, is nourished by the spiritual ideals, a source of the creative values, of perennial individual and social aspirations; on the other hand, man is forced to adapt to the demands of the type which sometimes impose ”cultural products” submitted to inferior standards.

Dominated by immediate material needs, the individual renounces the spiritual ideal, the desire to improve promoted by the subjective spiritual culture. In this case, the education, especially the higher one, has a great social mission – to rebuild the balance between the subjective spiritual training and the professional, practical, objective one.  

c) Thirdly, the crisis exists because ”the improvement process of man has lain behind things”. In other words, technical means have improved, but they not only have lain behind the spirit that inspired them, but are also sometimes used against it. It is the training and development process of realization of the human personality value that the higher education must rapidly re-establish. Social education must fight against all forms of narrow empiricism, turning back to scientific, ethic etc. values which are at the basis of professional, lasting training which does not contradict man’s inner nature. 

d) Lastly, the crisis manifests through an even more serious phenomenon that the World War (Petre Andrei refers to the First World War) “cultivated”, leaving deep scars in human consciousness. It is about the ethic values crisis, of trust in man’s creative forces, crisis which makes us consider “life has no meaning”. Thus, the educational action must be as urgent as profoundly implemented into the collective consciousness, seriously affected by the war’s atrocities. 

2. The university role from P. Andrei’s perspective
The educational force lies in spreading the qualitative culture which in its essence “is the result of certain mental possibilities of creation of an internal energy”. The culture trained through qualitative education offers through its social nature a democracy lesson, an invitation to democratic life.  

Petre Andrei seizes upon a fact of great importance for the society progress – the fact that “science and culture are democratic by their orientation, because the truth they reach is not different from a social point of view, it can be shared by everyone” (Andrei, P, 1975, p. 205). 

There arises a very important idea to social (later on to educational sociology, too), that of completing a real democratization process of education and teaching, of constituting a national, really democratic school. 

Petre Andrei does not mean a “mass school”. He is aware of the danger that might follow to “lowering the qualitative standard”. Great culture and education it promotes “are aristocratic in their essence, because they are accessible only to the chosen, to the spiritually endowed ones” (Andrei, P, 1975, p. 206).

At the same time, the democratic society must ensure the access to culture, education and teaching of a large mass of people, for their immediate use benefit, but also for the society’s benefit, as a whole. The modern society needs “an extension of the culture which in the West led to the existence of new educational forms – the workers’ colleges in England, The Popular Houses in Germany, and The Popular Universities in Austria. At a higher level, that of intensive, qualitative culture, the leading, determinant role rests with the university, which prepares a country’s elite. 

Petre Andrei pays again much attention to nuances. He masterly avoids comparing an exclusive culture which anticipates challenges of permanent education, to an intensive culture which is focused on the superior quality of the cultural, scientific, spiritual, moral and practical training process. He exemplifies with the professions that require an elite training, jobs and professions which have become gradually numerous in modern European societies during the industrialization during the inter-war period.

The problems raised by the university pedagogy as analyzed by Petre Andrei from the cultural sociology perspective can be classified according to the following five ”force-ideas”:

a) “The social actors” of the university, the teachers and the students, share what Petre Andrei expressively calls “a scientific-intellectual work partnership”. Talking as an economist, Petre Andrei refers to “the division of labour between teacher and student”, a situation in which “the university becomes a work community because both of them (the actors) work for the construction of science and culture”;

b) Although it is a high cultural space, the university is at the same time the bearer of a high social messianism. Andrei calls it “cultural creationism imposed on everybody as an absolute duty”. In this way “the university can and it must become militant”;

c) The university social militantism is not and must never be of political nature. It has a general significance that is philosophical, deeply expressing “love of science”. The unity between the social and the philosophical militantism is supported by the moral cultural values, taking into account the fact that science has an ethic structure. The value of the scientific truth promoted by the university has always an ethic, moral significance. 

The educational effects of science make the connection between the intellectual training process and the moral one of the student’s personality. High moral values such as “man’s absolution of blind faith” or “the human love feeling” have a scientifically-supported basis, dependent of what Petre Andrei considers to be “the science authority”.

d) Besides the high psychological effects, the authority of science studied in the university has a very precise meaning. It means understanding the objectivity of scientific truth which must be socially known, mastered and  exploited, by corresponding means (technical, political, but also pedagogical, which is the interest of our paper).

e) The authority of science also leads to reaching the authentic freedom and autonomy of “the university actors”: the teacher who has the “consciousness and science freedom” and the student, who from a moral and instrumental point of view has “the freedom to learn”.

In this study, Petre Andrei expresses his trust in “the university youth movement” which at all times is animated by the ideal of universal and national culture.

3. Social culture and the politics in school
Petre Andrei’s study Social Culture and the Politics in School is a pleading for the accomplishment of a qualitative social-political education in the Romanian inter-war school, at all levels (Andrei, P, 1975, p. 210).

Petre Andrei’s analysis is based on the relation between culture and education. Culture is now regarded from the perspective of two different situations, expressed by two terms: 

a) “the ideal culture, which consists of values and ideals nurtured by the individual soul;

b) “the objective institutional culture, materialized in material goods (technique, economy, law etc.)”.

It is very important for education to act always in a cultural domain dominated by values, some of them objectivized in institutions (schools, universities), which facilitate the promotion of culture (as a main source of education). Invariably, the author resumes the concept of culture, regarded from the sociologist’s perspective. 

This study falls into the line of sociological pedagogy promoted by Petre Andrei. He underlines the idea according to which “the dominant of modern culture is the social and politic element”. As a consequence to this, school must reorganize its objectives, contents and even methods “to train the young for life” (Andrei, P, 1975, p. 212).

The pedagogues’ solutions are developed within certain opposing concepts:

a) Idealism which unfortunately, has as result “the training of unadapted people”; 

b) Socialization “which envisages the growth of the new generations” according to reality, “to cope with the necessities of time” (Andrei, P, 1975, p. 213).

Among the arguments brought by Petre Andrei we note the one which makes a connection between “the social training of the young people and the continuous development of democracy”.

Social education – as subject and dimension of school culture, has the following characteristics in Petre Andrei’ view (Andrei, P, 1975, p. 214-217):

1. it trains for a profession, implying not only “an earning source, but also a meaning in life, connecting it to the idea of work duty, necessary to social progress;

2. it trains researchers in the domain of science, namely “that creative, intellectual elite not only for its nation, but also for the humankind in general”;

3. the training and the development of pupils and students so that they should represent  “the citizen’s personality”.

We can notice that the first two characteristics are connected to the university background, while the second purpose “can be attained at any teaching level, starting with the primary school and ending with the university”.

Petre Andrei pinpointed some of the requirements of a good social education (exemplifying also with achievements in modern teaching systems (USA, Germany, France):

- a political culture which allows one to understand profession as a social public job;

- the knowledge of legislation in all the domains of social-political, economic life;

- a social-political training to stimulate the ability to the self-observation and self-instruction training for an eventual political career, taking into consideration the politics’ role in modern life; 

- a balance between the social-political notions studied by different subjects: History, Law, Political Economy;

- a pleading for the introduction of sociology as a general culture subject, not only in universities, but also in high schools.

Social education – as subject and dimension of school culture, has the following characteristics in Petre Andrei’ view, also expressed as pedagogical and sociological challenges:

a) it is absolutely necessary to know the educational political fundamental concepts to understand the social phenomena, especially in their dynamics; 

b) the extension of the social objectives of the school (referring to university), besides the votive ones (higher scientific and professional training), so that the citizen’s personality training should rise from the ranks; higher social culture will contribute to the correlation of the three objectives;

c) establishing an organic relation between the social-political culture and the professional one – the first being especially necessary to certain professional elite (made up of clerks, jurists, teachers, politicians). 

The arguments brought by Petre Andrei in favour of social-political culture and education are also based upon History and compared pedagogy studies. From the examples presented, we mention the USA one, where “Sociology and social sciences are extremely spread, having an important role in education, especially in the secondary and higher teaching system. He signals even the ergonomical effects of teaching sociology, which “transformed completely the atmosphere in the classroom”. 

Where higher education is concerned, the American example is even  more convincing, as there are also specialized universities (Anthropology and Sociology, social sciences etc.), as well as “subjects” introduced in the majority of faculties (Economy, Politics, History, Sociology), treated as general culture subjects, useful to the civic and social-political spirit training of the graduates (Andrei, P, 1975, p. 217).

An important pedagogical aspect, remarked by Petre Andrei is that of the special methodology which must be used in the teaching of the subjects which follow the graduates’ social-political training. Taking again as an example the USA teaching, Petre Andrei presents “the orientation of the American subjects when studying the social sciences, which gives up the general formulas and theories starting from facts to observation where the student takes part, too” (Andrei, P, 1975, p. 218).

The pedagogical order is the following: the presentation of social facts, with the pupils’ participation;  raising theoretical problems (family, society, community, religion etc.); Sociology History. 

In the end of his study, P. A. proposes the solutions he keeps in mind in the case of the Romanian inter-war teaching. 

First, he pleads for the introduction of sociology in the high school syllabus. This idea was supported by him with pedagogical warmth, but also out of political belief (in Romania’s Parliament). 

For the higher education, he envisages sociology teaching in all the faculties - “polytechnic and special particular schools should not be deprived of sociology courses either”. But he takes into account the reorganization of a faculty of social sciences for which D. Gusti pleaded, too. In P. A.’s vision, this faculty should include three sections, which should lead to the transformation of the law Faculty: 

1) The juridical section – includes juridical subjects, but also Economy, The Law Comparative History, General and Special Sociology, Political Sociology, Social Psychology;

2) The economic section – includes besides the economic subjects General, Special and Political Sociology, Social Facts History, Social Psychology, Civil, Constitutional and Administrative Law;

3) The administrative section – besides the administrative sciences, it also includes Urbanistics, Political Sciences, Penal Law, Sociology (Andrei, P, 1975, p. 222).

Petre Andrei’s realistic spirit must be underlined at this point, as it establishes this structure of the social sciences faculty in close connection with the elite professional necessities of the Romanian nation. Thus, ”these three sections would train: the first, lawyers, magistrates; the second, economists; the third, superior administrative clerks. We should mention the fact that all these structures should produce real political and professional elite thanks to the acquired socio-political culture, according to the syllabuses proposed by P. Andrei.

4. Conclusions
As a sociologist, a philosopher and a pedagogue having a long experience in higher education and in public life within the domain of school politics, P. Andrei pays much attention to nuances. He avoids comparing an exclusive culture which anticipates challenges of permanent education, to an intensive culture which is focused on the superior quality of the cultural, scientific, spiritual, moral and practical training process.

Petre Andrei envisages a “teaching reform which should take into account the necessities of times, should not result out of an office-made plan, to the contempt of reality”. 
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At the end of the XX century in the majority of the countries appeared problems regarding the financing of the superior education by the state, mainly due to the fast development of this sector that tends to become a mass university. Public funds proved to be insufficient first in the less developed countries and then in the fully developed ones. In the 1990s and especially after 2000, the problem of a new type of university named « entrepreneurial university » became obvious and its name generated critics from many authors. 
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1. University between tradition and modernity

If in the nineteenth century the Humboldtian university model has been imposed, by creating a European structure of contemporary universities, regardless of location, today we cannot speak of the existence of a widely recognized university model. 

Amid current changes: the increase of competition for students and research funds in a global economy, higher education masification, substantial reductions of public funds for the university, the increase of pressure exerted by the government towards the labour market in order to provide employment to graduate students which are the most competent, opportunities and requirements provided for building a knowledge-based economy (Miclea, M., 2004, 228). Thus the university is expected to contribute to the economic development within the country, to meet academic competitiveness, to engage in increasing the prestige, to respond to increased enrolment in the system but also to the globalization of education (European Commission, 2009, 6). 

The metamorphoses that have occurred in recent decades bring the university in a situation to rethink its mission, roles and functions that have established it and made it known. Valentin Muresan (2002, 58) argues that the result of the university’s evolution was not opposed to the Humboldtian pattern (education and research), but a kind of university in which the educational and research mission is preserved, but which is considering an entrepreneurial management that ensures a wider opportunity of the university towards the educational environment. 

There is still no consensus on the university status at the beginning of the third millennium. However, most researchers consider maintaining a balance between tradition and modernity. Thus, Burton Clark (1998) states that, in order to be successful, a university must combine traditional values with the new culture of higher education. This opinion is shared by Duderstadt (1997) who supports the transformation of universities towards the adoption of entrepreneurial activities, but in a way that would preserve the fundamental values and the core mission of the university. Other authors such as Marginson (2000) agree that entrepreneurial features should be included within the university, but in such a way that the academic nature of university remains strong. Rinne and Koivula (2005, p.112) believe that universities should work in an entrepreneurial manner, but in an academic sense, not in an economic one. 

Andrew Codling and Lynn Meek (2006, 34) believe that traditional universities from the early 21st century can be regarded as showing a confronting attitude towards its vocationalism, its history and professional training, as well as the passion to do research. As opposed to these aspects, the new universities are characterized by an open attitude towards the vocational education and training values, and in some countries, research is also included. These are only two ideals that the authors have identified in their analysis, and also in reality, a fusion between functions and mission can exist. 

The University has a complex array of missions and objectives. In history, the formation and insurance of a qualified workforce has been emphasized, either on the information level, or the university as a rational bureaucratic organization or an entrepreneurial university. 

Sorin Zaharia (2006) argues that the university meets the following functions in respect of the knowledge society: the training function, the research-development-innovation one, the evaluation function, the occupational mobility function, the cultural function, the political function, the transmission function and the international openness function. Carrying out these functions, means, as Sorin Zaharia argued (2006, 63) transforming the classical university, the psychological and structural reform, creating very complex structures, yet very flexible. Based on these functions, there was a greater concern and openness towards the society, which led the author to observe the need for transforming the university not only in terms of training and research, but also on the management level, on the relationships with the society as well as at a national and international level. 

Speaking of the university's role in society, Delanty (2001) argued that it has not declined, but changed (Rinne and Koivula, 2005, 110). But there are other views with regards to the role of the university to be considered the centre of the economic development and also with regards to believing that its role has been weakened by the changes made in other sectors of the society. Rinne and Koivula, solely by reference to the role of producer and transmitter of knowledge, but also the traditional values of the university, believe that the role of the university has declined. Michael Korka (2000, 56) also notes how the classical universities lost the monopoly on tertiary education nowadays, as well as, with time, they lost their monopoly on scientific research. 

Ioan Mihailescu (2003, 129) notes that the university must keep a balance between what are the adaptations to the challenges of modernization and what forms its specific value: promoting the values and culture, keeping the traditions and national values, promoting the universal values. 

 Henry Etzkowitz (2004, 65) argues that this phenomenon is still not consolidated, being in the course of formation, deriving from an evolution of the university, which marked the expansion of the university functions, from knowledge conservation to creating and disseminating it. A condition of the entrepreneurship is that the university should have a considerable degree of independence in relation to the state and industry, and also a good interaction with them. 

It was observed therefore that the nowadays university rethinks its functions and its mission within the society, that most researchers tend to trust this new type of university as a genuine solution to the current times metamorphosis. The entrepreneurial university tends to be seen more as an adjacent function of the great traditional features of the university, or be understood rather as a combination of these functions with the entrepreneurial activities at the institutional management level. 

In conclusion, the university status at the beginning of the third millennium tends to be different from the traditional model, but not reaching the exclusion of traditional values of the university, instead they are a necessary basis which links the past to the present and future. So we cannot give up the identity which we have earned and assumed. Instead, we can adopt new practices and therefore we can make, starting from the entrepreneurial activities, a big step towards the university's current practices. 

We can thus raise the problem of the emergence of a new type of university, the entrepreneurial one, but the critical issues which it raises. 
2. What is an Entrepreneurial University?
The university in a society and economy based on knowledge seek answers to the current context, clarifying that the traditional university cannot continue in the same way as it did before. 

It is curious that although there was a legitimate recognition of academic entrepreneurship and often the economic practices within the university were severely challenged, the entrepreneurial university has sparked interest in promoting this model of university globally. 

The entrepreneurship has a long history within the economic and managerial literature, but it represents a relatively recent concern for higher education. Thus, the entrepreneurship has its origins in the seventeenth-eighteenth century, in the work of Richard Cantillon and Jean-Baptiste Say. Later, economists such as Baumol, Kirzner and Schumpeter continued the entrepreneurship study. After World War II, the study of entrepreneurship has been severely ignored, but later the economic literature recognized the primacy of entrepreneurship in the economic growth, the increase of the number of workplaces and competitiveness on the global marketplace (apud Kuratko, D. and D. Audretsch, 2009, April). 

Only recently, studies can be found on entrepreneurship in higher education, which capture a wide range of market-oriented phenomenon, including the academic capitalism (Slaughter and Leslie 1997, Slaughter and Rhoades 2004, Mars 2007; Mars et al. 2008), the technological transfer (Bercovitz and Feldman 2006; Bercovitz et al. 2001; Colyvas 2007; Colyvas and Powell 2007, Feldman et al. 2002; Owen-Smith 2005; Owen-Smith and Powell 2003; Owen-Smith and Powell 2001) and the university contribution to economic development (Etzkowitz 2002, Geiger 2004), (apud Mars M., and Rios-Aguila, C., 2009, 2). 

The international origins of the entrepreneurial practices with the university are found in the United States. The American pattern entered much later in Europe, after the year 1990. In 2003, UNESCO expert group argued that there is an increased consensus on the fact that universities and stakeholders should be more efficient in terms of activities of creation and dissemination of knowledge. The idea that they should have a proactive role in economic areas by providing qualified human capital and sustaining the economic development is also emphasized.

As a result of the increased interest towards the market-orienting university, a vast literature in this regard appeared. Among the reference works in this field, that of Burton R. Clark (1998) is included: "Creating Entrepreneurial Universities. Organizational Pathways of Transformation. The term “entrepreneurial university” was introduced in the Romanian academic Phare program RO 9601 "The University Management Reform" (1997-2001) when this work was translated. 

The author’s opinion is that the entrepreneurial university "actively seeks to innovate its activity way, to make a major change in its organizational nature, by opening more promising perspectives for the future" (Clark, 2000, 24).

The concept of "entrepreneurial university" was not used in this form since the beginning. At first, there were used different concepts such as: academic capitalism, innovative university, that innovative university, and in the end, it was introduced and used in the academic language under the name of “entrepreneurial university”. 

The concept of entrepreneurial university has been defined differently in the specialised literature. There is no consensus with regards to the analysis of the entrepreneurial spirit, and this fact has made several authors to state that the lack of a consensus reduces the conceptual and theoretical value of the entrepreneurial framework of the higher education (Mars, Matthew and Rios Aguila Cecilia, 2009, 2). 

We will summarize the main characteristics of the entrepreneurial university as stated in the specialised literature: three conditions are necessary for a university to become entrepreneurial (the university as an organization must be entrepreneurial, the university members must be entrepreneurs, the relationship with the industry must pursue the entrepreneurial pattern); it develops and applies new knowledge produced in the economy; 
it interacts with industry and government; it is independent in relation to the institutions with which it interacts; it involves a collective transformation at different levels; it maintains its traditional mission; it includes the connotation of enterprise, a management specific to the enterprises; adaptability, flexibility, continuous innovation; it develops an entrepreneurial, proactive attitude; it assumes rational risks; it tolerates failures. 

Duderstadt (1997) indicates that probably the paradigm that will characterize higher education in the coming years will require a greater development of the institutional change strategy than the university evolution has experienced in previous years. This focus, however, is not devoid of critical issues, which will be mentioned below. 
3. Critical Issues

With regards to outlining the entrepreneurial university model from the beginning of the third millennium, there were different opinions, but also opposite ones. 

· The entrepreneurial dimension of the university appears unattractive – implementing a term that comes from the economic field and which involves a market orientation; 
· Different statute, but keeping the basic functions of the traditional university; 
· There is no consensus with regards to the university model of the future; 

The entrepreneurial university is different compared to the Humboldtian traditional model. In terms of quality, this model works very well in developed countries, but it is not widely recognized as a "model of the future."  

The entrepreneurial dimension of the university seems unattractive, especially since the origin of this term comes from the economy. In universities there are certain barriers that preclude the entrepreneurial spirit. For example, in the industrial and academic world, the innovative ideas are not implemented because of the bureaucracy, as Shattock (2003) and Clark (2004) said, both the internal bureaucracy as well as the financial control can resist the interpreneurial activities (Shattock, 2005, p. 21). 

Also at the institutional level, Williams (2005) shows how the national financing mechanism may discourage the entrepreneurship and a conclusion of the European Commission (2005) shows how certain regulations may inhibit the institutional initiatives. 

Other critics talk about the risk taken by the higher education when adopting this market orientation: moral risks, wrong choices, the increase of evaluation and control, seeking profits, competition with other training producers can lead to a conflict of interest, the internal efficiency of the way of organizing the university involves legitimacy, creativity, independence and oral moral conscience. 

The representatives of the conservative area of the university disagree with the new openness to socio-economic environment which tends to transform the university with its educational, scientific and cultural mission in a commercial company profit-making service provider (Korka, 2000, 69). 

Some authors consider that the entrepreneurial university (Etzkowitz, 2003) is a natural continuation of the university’s development, while others (Slaughter and Leslie, 1997) call it "a deformed child of the academic research." 

When the state reduced the funding for the universities has been a strong incentive for the entrepreneurial activity (Powers, 2003) which led to the note made by Meira Soares and Amaral, 1999, OECD 1999 that when universities seek funding in cooperation with the business environment, they may be in danger of losing their independence and impartiality (apud Rinne R. and Koivula, J., 2005).   

In late 1980, Rinne Risto and Koivula Jenni from the University Turku in Finland spoke about the replacement of the university management from 1970 with concepts such as: new managerialism, entrepreneurial management. Three characteristics of the managerial revolution are considered: Universities take into account the needs of the surrounding society; The desire of universities to become responsible for strategic management and development of managerial professionalism; Business practices around the world gradually became familiar to the academic environment.

Cowen (1996) argues that there is a kind of general confusion about what is a university (apud Rinne, R, Koivula, J., 2005, 92), and that’s the reason we are witnessing today a reorganization, a restructuration of the academic environment consistent with strategic policies at a European level.

4. Why an Entrepreneurial University?
At the European level, the first measures were taken for stimulating the university’s economic and social development function, in addition to the teaching and research ones (Etzkowitz, 2004, 65). Moreover, many universities which have a Humboldtian structure adopt strategic policies to maintain them among the most competitive universities in the country but also from abroad, through an entrepreneurial approach. This has been also noticed at the Romanian universities level.  

The entrepreneurial approach has major implications in the development of the Romanian higher education, whereas the absence of an active attitude in nowadays society would condemn them to an irrecoverable return. Pretending that things develop with time doesn’t help with anything in a context where the governmental funds are dramatically decreasing, that’s why the entrepreneurial perspective is seen as a viable strategy for the Romanian academic environment. 

 Why an entrepreneurial university? What are the implications? Although it’s not an exhaustive list, some aspects have to be mentioned:

· It is a viable alternative to the traditional/classic university model which works very well at an international and European level 

· It responds to the economic and social needs 

· It allows for a better connection of the curriculum to labour market requirements 

· It ensures a balance between theory and practice 

· The teaching methods are student-oriented 

· It focuses on research and knowledge transfer 

· It largely satisfies the labour market requirements 

· It develops relationships with the industry and government 

· It is able to attract funds from other sources than the government 

· It focuses on quality management 

· It takes into account the system inputs and outputs 

· The management is professionalized 

· It is flexible, adaptive, it show an open, proactive attitude 

· It is able to cope with the challenges of the current framework by taking risks and orienting the educational offer towards the market requirements while maintaining the balance between new and old traditional values.

Adopting an entrepreneurial university model has implications on the higher education system, but also on the economic and social, regional and national development. Researchers stated that there is a positive correlation between the entrepreneurship and economic growth rate, and that countries with high rates of entrepreneurship lowered the unemployment rate (European Commission, 2009, 7).  

If the entrepreneurial approach several years ago was not part of a strategy of Romanian universities, but rather occurred as a result of market speculation such as massification of the higher education and the increase of own funds from students’ fees, today it’s different, because it began to be included in the universities’ strategy. At the level of the Romanian universities, we can mention the following: 

· technical universities, but also the classic ones began to have an entrepreneurial approach of the university; 

· The Academy of Economic Studies has developed its own strategy to transform into an entrepreneurial university until 2014; 

· There is no strong legislation that would facilitate the transfer of students to the labour market; 

· There is a need for programs with interdisciplinary, multidisciplinary aspect which would stimulate the entrepreneurial spirit; 

· The need to balance the theory periods with the practice ones, but also including the  Master student and PhD students in research projects within the university; 

· The difficulties faced by universities in obtaining additional funding; 

· The need for a partnership between the university and the labour market; 

· The need to monitor the ins and outs within the system in order to facilitate partnerships, but also to future planning. 

The entrepreneurial university starts to materialize in the Romanian academic environment, maybe not with the same force with which the Humboldtian university model (we have to keep in mind that almost all universities have this structure), but it is certainly preferable to the risk of remaining at the periphery of the European Higher Education Area. 
5. Factors which Block the Entrepreneurial Changes
Let’s see which are the factors that block the entrepreneurial initiatives. These factors were grouped into external factors, internal factors and limiting factors:  among the external factors: Political factors - unstable political situation, not respecting the principle of consistency in educational reform, insufficient legal regulations to boost university’s relationships with the labour market; Economic factors: the economic crisis – because of which a modern material base is delayed, but also the human ones – insufficient teachers per student; Demographic factors – the increase of the number of students - the quality of education may decrease, especially when combined with a relatively small number of teachers; Geographical factors – the region where the university is located, the technological development of the region, the investors’ interest in concluding contracts with the university, these all are factors on which the university-industry cooperation depends and Cultural factors - cultural diversity. 
2. Among the internal factors which prevent the creation of the entrepreneurial university: the lack or inadequacy of an entrepreneurial culture (Miclea, 2006); governance (Miclea, 2006); the formalism (Bulai, A. and Ana Bulai, 2002); the university remains within the traditional limits; assuming a strategy; lack of entrepreneurial-oriented university models; insufficient cooperation with the business environment; lack of confidence among teachers; lack of information and training in advance; undeveloped scientific basis; insufficient application of knowledge in practice; bureaucracy; insufficient involvement of teachers, students, because of the lack of incentives and rewards;  insufficient cultivation in the entrepreneurial behaviour; the fear of taking risk; the priority of current commitments and the lack of collegiality model in decision making; 

3. Limiting factors: an exaggerated division of personnel and services; hierarchies and increased status distinctions; lack of teacher education training for change; 
A successful innovation in the education system must start from (Noveanu, E. and Potolea, D., coord., 2007, 573): 

· Knowledge of existing educational practice at that time

· Knowledge of the tendential evolution and the traditions of the education system;

· Knowledge of teachers’ aspirations and expectations; 

· Correlation of the results of prior knowledge and information with the social needs and objectives of the education system. 

The quality and the success of the innovation are directly proportional to its support activities in terms of approaches regarding training the teachers for change (Noveanu, E and Potolea, D., coord., 2007, 574).

Therefore a strategic policy of universities in an entrepreneurial direction should take into account these factors that can disrupt the entrepreneurial initiatives. There is still a discrepancy between the declarative and what is actually implemented in practice at university level.

However, it is obvious that despite the barriers that are so prominent, we now have meaningful experiences in the Romanian academic environment which follow the entrepreneurial pattern, refusing conformity and tradition.
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