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Rezumat

Ca si alte tiri, Romdnia exportd, definitiv sau sezonier, fortd de muncd. In cea
de a doua ipostaza, se poate pune intrebarea pretului psihologic platit de copiii ramasi
acasd. O seama de raspunsuri s-au acumulat deja, dar acest experiment natural al
migratiei ocupationale oferd inca mult spatiu de investigare. Dinamica ontogeneticd
a imaginii de sine in copilarie poate actiona ca factor protectiv? Constelatia absentei
parentale conteaza? Cum interfereaza cele doua variabile asupra imaginii de sine glo-
bale/pe subcomponente? lata mizele studiului de fata, derulat asupra unui lot de 175 de
prescolari si scolari mici din orasele Galati si lasi. S-a optat pentru una dintre paradig-
mele multidimensionale ale identitatii de sine [11] si un design de cercetare de tip 2x3.
Doua sunt noutatile, relativ contraintuitive, in raport cu alte cercetdri asemandtoare
ca tematica: - in cazul imaginii de sine, pe ansamblul lotului vizat, nu exista diferente
intre copiii cu un parinte absent si cei cu ambii parinti prezenti,- identificarea faptului
ca participantii cu ambii parinti alaturi au o imagine de sine centratd pe comportament
agresiv mai accentuatd decat copiii care au parintii absenti.

Cuvinte cheie: migratie, absenta parentald, imagine de sine, prescolari,
scolari mici.

Abstract

Like other countries, Romania exports labour permanently or seasonally. In
the second scenario, the question of the psychological price paid by children left at
home arises. A number of answers have already been accumulated, but this natural
experiment of occupational migration still offers much room for investigation. Can the
ontogenetic dynamics of childhood self-image act as a protective factor? Does the con-
stellation of parental absence matter? How do the two variables interfere on global
self-image/on sub-components? These are the stakes of the present study, carried out
on a group of 175 preschoolers and young schoolchildren from the cities of Galati and
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lasi. We opted for one of the multidimensional paradigms of self-identity [11] and a 2x3
research design. There are two novelties, relatively counterintuitive, compared to other
similar researches in terms of topic: - in the case of self-image, there are no differences
between children with one absent parent and those with both parents present; - identifi-
cation of the fact that participants with both parents present have a self-image centred
on aggressive behaviour more accentuated than children with absent parents.

Keywords: migration, parental absence, self-image, preschoolers, young

schoolchildren.

Introducere Nu este o noutate ca, nu
de putine ori, viata de familie deconteaza
presiunile felului nostru de a fi implicati
pe piata muncii. Schimbarile acesteia sunt,
practic, tot atatea “laboratoare” deschise
experimentelor naturale. Viata le “orga-
nizeaza”, cercetarea le exploreaza. Este si
cazul prezentei investigatii, care vizeaza
identificarea masurii $i naturii unui pret
psihologic mai putin vizat de catre cei
care, In spatiul romanesc, au analizat efec-
tele emigratiei: imaginea de sine a copiilor
prescolari si scolari mici cu parinti absenti
din cauza muncii in strdinatate.

Imaginea de sine. Paradigme. Eta-
pe. Imaginea de sine este o structurd cog-
nitiva conceptuald, dinamica, cu impor-
tante functii adaptative si reglatorii ale
sinelui. Aceasta perspectiva implica faptul
ca imaginea de sine a persoanei este va-
Zutd ca o structurd de cunoastere organi-
zatd, care contine trasaturi, valori, memo-
ria episodica si semantica despre sine. Ea
controleaza procesarea informatiilor rele-
vante despre sine [Campbell, 1996, apud
5]. Ceea ce desemneaza acest concept este
perceptia despre sine a cuiva, formata prin
intermediul experientelor, interpretarilor
si influentelor mediului, mai ales social, al
persoanei respective.

Cercetatorii descriu imaginea de sine
ca fiind un sistem extins, dinamic si bo-
gat, care contine informatii nu doar despre
caracteristicile curente ale sinelui, dar si
despre cele trecute sau posibile in viitor

[Beike, Neidenthal, 1998, apud 12].

In anii 1960, modelele despre ima-
ginea de sine care s-au impus au fost in
mod tipic unidimensionale [3; 8; 10]. Din
anii 1980, cercetari mult mai sofisticate,
care au studiat imaginea de sine de-a lun-
gul copilariei si tineretii, au abandonat
acest model. El a fost inlocuit cu o para-
digma multidimensionald, propusa initial
de Shavelson, Hubner si Stanton (1976)
si, care, ulterior, a suportat adaugiri suc-
cesive prin munca echipelor de cercetare
Harter, Pike (1984) si Marsh, Shavelson
(1985). In acest model, imaginea de sine
nu mai este un construct unidimensional,
ci este vazuta ca fiind intersectia unor as-
pecte/dimensiuni multiple si variate cum
ar fi: subimaginea de sine privind Infati-
sarea fizica, acceptanta parentald, compe-
tenta 1n diferite arii academice etc. Autorii
paradigmei multidimensionale propun ca
evaluarea imaginii de sine sa foloseasca
instrumente care s masoare fiecare aspect
in parte [11].

Din punct de vedere al dinamicii sale
ontogenetice, imaginea de sine evolueaza
de la descriptori concreti ai comporta-
mentului (in prima copilarie), la descrip-
tori psihologici (in copildria mijlocie),
spre constructe din ce in ce mai abstracte
in adolescenta. Fiecare etapa de varsta, la
randul sau, cunoaste faze distincte. Spre
pilda, in copilarie sunt mai multe etape in
dezvoltarea eului, respectiv imaginii de
sine. Intre 3 si 4 ani, copilul se incadreaza
in etapa reprezentarilor singulare, intre 5
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si 6 ani in etapa hartilor reprezentationale
si, intre 7 si 9 ani, 1n etapa sistemelor re-
prezentationale [6].

Factorii care contribuie la dezvoltarea
imaginii de sine la copii, exceptand ma-
turizarea cognitiva, sunt: interactiunea cu
familia, cu grupul de egali, dar si eveni-
mentele care apar neasteptat si perturba
desfagurarea normald a cursului vietii.
Absenta parintilor poate fi unul dintre ele-
mentele care sd influenteze dezvoltarea
imaginii de sine la copii. Absenta parinti-
lor, cauzatd de emigrarea acestora in alta
tara pentru a lucra, este un fenomen care a
luat amploare in Roméania dupa integrarea
sa in UE. lata-ne, astfel, in fata unui ex-
periment natural ce dureaza la noi de ani
buni, ceea ce, evident, a stimulat si cerce-
tarea de specialitate.

Scopul si obiectivele cercetarii Sco-
pul acestei cercetari este a de a urmari
dacd varsta participantilor si tipul de ab-
sentd parentald influenteaza imaginea de
sine a copiilor. Ne-a interesat imaginea de
sine globala, dar si expresia ei la nivelul
diverselor sale componente, conform pa-
radigmei multidirectionale.

Un prim obiectiv consta in identifi-
carea diferentelor care apar in imaginea
de sine la copiii de 5-6 ani, respectiv 8-9
ani. Deoarece rezultatele raportate de di-
verse cercetari sunt contradictorii, unele
in favoarea imaginii de sine favorabile
la varste mai mici [6; 7; 9; 11], celelalte
exact invers [Piers, 1984, apud 13], ne-a
interesat cum se prezinta lucrurile in cazul
lotului nostru de subiecti. Daca diferente-
le de varsta se confirma, acestea ar putea
reprezenta, aldturi de calitatea substitutu-
lui parental — tutore, grup de co-vastnici,
calitatea mediului scolar etc. — un filtru de
moderare a efectelor absentei parentale.

Al doilea obiectiv constd in identifi-
carea diferentelor, globale si pe subcom-

ponente, care apar in imaginea de sine a
copiilor care au ambii parinti alaturi, la
cei cu un singur parinte prezent si la copiii
cu ambii parinti absenti. Precizam ca, in
cazul cercetarii noastre, absenta parentala
este cauzata strict de emigrarea parintilor
intr-o tard straind pentru a lucra.

Ipotezele cercetarii

Ipoteza 1. Exista diferente globale la
nivelul imaginii de sine in functie de va-
riabila varsta, in sensul ca participantii de
8-9 ani vor avea o imagine de sine mai
putin favorabild, comparativ cu cei de 5-6
ani.

Ipoteza 2. Existd diferente globale la
nivelul imaginii de sine in functie de va-
riabila absenta parentala, in sensul ca par-
ticipantii cu ambii parinti absenti vor avea
o imagine de sine mai afectatd decat copiii
cu un singur parinte absent, respectiv am-
bii parinti prezenti; iar copiii cu un singur
parinte prezent vor avea o imagine de sine
mai afectatd, comparativ cu copiii care au
ambii parinti prezenti.

Ipoteza 3. Apare un efect de interac-
tiune intre varsta participantilor si tipul de
absentd parentald asupra imaginii globale
de sine.

Ipoteza 4. Analizand imaginea de sine
pe componente, copiii cu absenta parenta-
la vor prezenta mai multe dintre acestea
cu valori afectate, comparativ cu copiii
care au ambii parinti alaturi.

Variabile si design de cercetare Va-
riabilele independente sunt:

a) Virsta participantilor, cu doua ni-
veluri-copii intre 5 si 6 ani (interval de
varsta specific primei copildrii/prescolari-
lor);-copii Intre 8 si 9 ani (interval de var-
std specific copildriei mijlocii/scolarilor).

b) Absenta parentald, cu 3 niveluri:
- non-absentd: ambii parinti ai copilului
sunt prezenti; - absentd singulard: unul
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dintre parinti este plecat la munca in stra-
inatate; - absenta duald: ambii parinti sunt
plecati la munca 1n alta tara. Variabila de-
pendentd este imaginea de sine, operatio-
nalizatd prin itemii celor doud probe utili-
zate. Planul de cercetare este de tipul 2x3.

Instrumente

1. Chestionar adresat parintilor sau
tutorelui participantilor, de constructie
proprie, care identifica genul parintelui/ti-
lor absent/ti, perioada absentei, frecventa
comunicdrii parinte absent-copil.

2. The Self Description Questionnaire
for Preschoolers (SDQP), [11] ce masoara
imaginea de sine a copiilor. Contine cinci
dimensiuni care definesc domenii/aspecte
importante pentru/din viata lor: abilitate
fizica, infatisare, relatia cu egalii, relatia
cu mama, relatia cu tatal.

Scorarea se realizeazd in patru punc-
te. La fiecare intrebare, copilul raspunde
”DA” sau "NU”. Apoi, in functie de ras-
punsul ales, va alege ulterior intotdeauna”
sau “uneori pentru "DA” si “uneori” sau
“niciodatd” pentru "NU”. Spre exemplu,
la Intrebarea “’Poti sa alergi repede?” copi-
lul va raspunde initial DA sau NU. Daca
raspunde DA, el este intrebat daca alear-
ga repede “intotdeauna” sau uneori”, iar
daca raspunsul este NU, este intrebat une-
ori” sau niciodatd” nu poti alerga repede?
Astfel, scorarea este: 1. DA-intotdeauna, 2.
DA-uneori, 3. NU-uneori, 4. NU-nicioda-
td, In care 1 inseamnd perceptie pozitiva a
imaginii de sine si 4 perceptie negativa a
imaginii de sine. Se remarca particularita-
tea acestei masurdri in care se circumstan-
tializeaza, pe intelesul copiilor, exprima-
rea unor dimensiuni psihologice. Criteriul
existentei-absentei aspectului urmarit este
corelat cu frecventa sa temporala. Chestio-
narul este special gandit si validat pentru a
fi administrat copiilor.

3. Scale of Self-Perception for School

Children [4]. Din acest instrument s-au
aplicat doud dimensiuni: "Comportament
negativ”’ si “Anxietate”. Aceste dimensi-
uni sunt completate de catre cadrul didac-
tic al copilului pentru a evita oferirea de
raspunsuri dezirabile din partea copiilor.

Procedura: Pentru copiii de 8-9 ani,
chestionarele au fost administrare in mod
colectiv. Elevii au primit consemnul ver-
bal si explicatii privind modalitatea de a
raspunde la Intrebari, prin oferirea unui
exemplu intregii clase. Pentru copiii de
5-6, ani s-a folosit intervievarea indivi-
duald. Pentru copiii timizi, s-a utilizat o
mascotd din desenele animate. Copilul
avea “misiunea” de a raspunde papusii
care “1i lua” acest interviu.

Lotul de participanti La aceasta cer-
cetare au participat 175 de copii cu varsta
de 5-6 ani, respectiv 8-9 ani, care au unul
sau ambii parinti plecati la munca in stra-
inatate, respectiv copii cu ambii parinti in
tard. Nu au fost inclusi in studiu copii cu
alte caracteristici precum: parinti divor-
tati, cei aflati in plasament, institutionali-
zati, adoptati etc. Structura de gen, pe cele
doud grupe de varstd, a fost: 46 de baieti
si 30 de fete de 5-6 ani, respectiv, 48 baieti
si 51 de fete de 8-9 ani. Copiii locuiesc n
Galati si lasi si frecventeaza Scoala Gim-
naziala nr. 38 “Grigore Moisil”, Scoala
nr. 41 ”Grigore Teologul”, Gradinita nr.
9, Gradinita "Tom si Jerry” din Galati,
respectiv, Gradinita nr. 4 si Gradinita nr.
16 din lasi. Adultii care ne-au oferit date
despre copiii implicati au fost in numar de
175, din care 15 cadre didactice ale aces-
tor copii.

Rezultate si discutii Pentru analiza
ipotezelor s-au folosit urmatoarele teste
statistice: analiza de variantd simpla fac-
toriald, teste t pentru esantioane indepen-
dente si analiza de variantad unifactoriala.

Ipoteza 1. Rezultatele statistice indica
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diferente semnificative in ceea ce priveste
imaginea de sine a copiilor de 5-6 ani, res-
pectiv de 8-9 ani (tabelul 1 si 2) reamin-
tim ca valorile scazute la imaginea de sine
sunt, prin sistemul de scorare al probei,
semnul unei imagini pozitive. Copiii de
8-9 ani au o imagine de sine mai putin fa-
vorabild decat copiii de 5-6 ani. Explicatia
constd in faptul ca imaginea de sine este
un construct dinamic, care se dezvolta de
la nastere pan la sfarsitul vietii. Intre 3 si
4 ani copiii se integreazd in etapa repre-
zentarilor singulare. Gandirea lor este de
tipul totul sau nimic. Ei nu isi pot imagi-
na ca pot fi buni si rdi in acelasi domeniu,
cd pot avea doud emotii diferite in acelasi
timp, deoarece nu se pot gandi la coexis-
tenta a doua lucruri diferite. Mai mult, nu
pot deosebi eul propriu real de cel ideal si
se descriu strict in termeni pozitivi.

Intre 5 si 6 ani, copiii intrd in etapa
hartilor reprezentationale. La aceasta
varstd, incep sa facd legaturi logice intre
trasaturile lor, dar imaginea de sine va ra-
mane sub influenta gandirii de tip "totul
sau nimic” si se vor descrie preponderent
pozitiv.

In copilaria mijlocie (7-11 ani), ima-
ginea de sine va fi sub semnul etapei sis-
temelor reprezentationale. Ea va fi mai
echilibratd, realista si multidimensionala.
Copilul se descrie folosind mai multe as-

pecte ale propriei persoane. Gandirea de
tipul totul sau nimic” dispare si copilul
constientiezeaza ca este bun intr-un dome-
niu si mai slab in altul. La aceastd varsta,
copiii 1si pot compara eul real cu cel ideal,
se pot compara cu cei din jur si isi creeaza
standarde.

Copilul parcurge aceste etape ale dez-
voltarii imaginii de sine in acelasi sens si
directie cu dezvoltarea cognitiva. Copiii
de 7-8 ani se percep mai putin favorabil
intrucat gandirea lor a atins un anumit prag
de maturizare cognitiva, egocentrismul se
diminueaza, capacitatea de comparare cu
cei din jur ia proportii, experientele incep
sa se diversifice si copilul invata cu ceva
mai mult realism din ele.

Ipoteza 2. Rezultatele statistice indi-
ca diferente semnificative Intre imaginea
de sine a copiilor cu ambii parinti acasa
(medii mai mici) si cea a copiilor cu ambii
parinti absenti (vezi tabelul 1 si 2).

Diferente semnificative apar si intre
copiii cu un parinte absent si cei cu ambii
parinti absenti. Copiii cu ambii parinti ab-
senti obtin o medie semnificativ mai mare
la imaginea de sine (ceea ce o incadreaza
in registrul negativ), comparativ cu cei
care au doar un singur parinte absent. Nu
exista, insa, diferente semnificative intre
participantii cu un singur parinte absent si
cei cu ambii parinti prezenti.

Tabelul 1.
Sumar al analizei variantelor
Sursa variatiei Suma Gradul de Media Rapor- Pragul de
patrate- libertate patrati- tul F semnifica-
lor ca tie

Varsta 1132,11 1132,11 9,99 0,002
Tipul de absenta pa- | 3419,02 2 1709,51 15,09 0,0001
rentala
Varsta * tipul de ab- 897,09 2 448,54 3,96 0,021
senta parentald
Totalul corectat 24439,79 174
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Conform semnificatiilor diferentelor
identificate, copiii cu ambii parinti absenti
au o imagine de sine mai nefavorabila,
comparativ cu copiii care au ambii parinti
alaturi, dar si fatd de copiii cu un singur
parinte absent. Copiii cu un parinte absent
nu au o imagine de sine mai afectata de-

cat copiii cu ambii parinti alaturi. Contrar
gandirii comune, datele lotului nostru ara-
ta cd absenta unui parinte nu face copilul
sd-si formeze o imagine de sine negativa.
Explicatia poate fi datd de faptul ca parin-
tele ramas in tara Incearca sa compenseze
pe toate planurile lipsa parintelui absent.

Tabelul 2.
Mediile, diferenta mediilor si pragul de semnificatie
Medii Diferenta mediilor Pragul de sem-
nificatie

M. 5-6 ani = 66,12 5,22 0,002

M. 8-9 ani = 71,43

M. ambii parinti prezenti = 66,85 (a) M a-M ¢ =-8,92 0,0001

M. un singur parinte absent = 64,07 (b) M b-M ¢ =-11,20 0,0001

M. ambii parinti absenti = 75,28 (c) M b-M a =2,28 0,716

Ne intrebam, de ce copiii care resimt
absenta ambilor parinti au o imagine de
sine nefavorabila. Psihologic, sunt multe
categorii de explicatii. Ne oprim la trei.
Copiii care raman acasa si sunt deprivati
de prezenta ambilor parinti, resimt un
nivel ridicat de stres, pentru ca aceasta
distantare nu poate fi controlata de ei si
uneori ea este neasteptatd. Un nivel ridi-
cat de stres nu este o sursd de dezvolta-
re ptima pentru un copil. in plus, copilul
cu ambii parinti absenti preia o serie de
sarcini pe care nu le-a mai realizat pana
atunci, ele fiind, de fapt, in responsabili-
tatea parintilor. De cele mai multe ori in-
tdmpina greutdti In realizarea acestor sar-
cini. Va realiza precoce ca nu le poate face
pe toate si imaginea lui de sine va deveni
mult prea realista, chiar negativa, pentru
un copil. In plus, copiii care au ambii pa-
rinti absenti resimt sentimentimentul de
abandon. De multe ori, acestia nu inteleg
de ce raman singuri in tara, fara parintii
lor. Ei au impresia cé acestia nu 1i mai iu-
besc si cd nu 1i vor mai cauta. Exista co-

pii care se culpabilizeaza pentru plecarea
parintilor. Ei cred cé au facut ceva gresit
si parintii vor sa 1i pedepseascd in aceasta
maniera. In cazul acestor copii, imaginea
lor de sine se va cladi pe premise false.
O altd explicatie a acestui fenomen este
datd de absenta feed-back-ului impusa de
comunicarea limitatd parinti-copii. Migra-
rea parintilor are multe neajunsuri, printre
care departarea fizica si afectiva de proprii
copii. Intr-o familie normala, un copil isi
formeaza bazele imaginii de sine prin in-
teractiunea constanta cu membrii familiei,
incd de timpuriu. Acesta primeste nume-
roase si variate feed-back-uri de la parinti
pentru felul cum se manifesta. Feed-back-
ul are rolul de a ajusta imaginea de sine,
de a o indrepta spre o directie potrivita.
Feed-back-ul oferit de parinti are un rol
important si in intelegerea de catre copil a
eului sdu real si ideal.

Ipoteza 3. Rezultatele statistice indica
aparitia unui efect de interactiune (tabel 1-
vezi Anexa). Apar diferente semnificative
intre copiii de 5-6 ani cu ambii parinti pre-
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zenti si cei cu un parinte absent si intre cei
cu un parinte absent si cei cu ambii parinti
absenti. Nu apar diferente semnificative
intre copiii cu ambii parinti prezenti si cei
cu ambii parinti absenti (vezi tabelele 3,
4,5).

Explicatia poate fi datd de faptul ca
participantii de 5-6 ani nu constientizeaza
suficient de bine absenta parintelui plecat.
Parintele ramas alaturi de el compensea-
za lipsa celuilalt adult si, poate, chiar sa-1
rasfete exagerat.

Tabelul 3.

Mediile pentru imaginea de sine conform design-ului de cercetare

Viarsta Ambii parinti Un périnte Ambii parinti
prezenti absent absenti
5-6 ani 76,32 59,78 71,27
Gl G2 G3
8-9 ani 66,38 68,35 79,29
G4 G5 G6

Recompensele oferite incearca sa
compenseze carenta afectivd, iar nivelul
de egocentrism creste, ceea ce va conduce
la o imagine de sine nerealistd, accentuat
pozitiva. Copiii cu ambii parinti plecati au
o imagine de sine mai accentuat negati-
va decdt cei cu un singur parinte plecat.
Carenta afectiva cauzatd de lipsa ambilor
parinti nu poate fi compensata.

Exista diferente semnificative intre
copiii cu ambii parinti absenti si cei cu pa-
rintii acasd, respectiv intre copiii cu ambii
parinti absenti si cei cu un singur parinte
plecat (vezi tabelul 4). Copiilor cu ambii
parinti absenti le lipseste modelul de iden-
tificare parental, influenta tutorelui este
covarsitoare pentru acestia.

Tabelul 4.
Valorile Testului Post Hoc Bonferroni - Comparatii multiple
Diferenta Pragul de
mediilor semnificatie
Varsta | Nici un parinte plecat - Un parinte plecat 7,53 0,027
5-6 Nici un parinte plecat - Ambii parinti plecati -3,95 0,50
ani Un parinte plecat - Ambii parinti plecati -11,49 0,001
Varsta | Nici un parinte plecat - Un parinte plecat -1,97 1
8-9 Nici un parinte plecat - Ambii parinti plecati -12,90 0,0001
ani Un parinte plecat - Ambii parinti plecati -10,93 0,001

Imaginea de sine a copiilor de 8-9 ani
cu parinti plecati la munca in strainatate
este mai afectatd decat a celor de 5-6 ani
(vezi tabelul 5). Impactul absentei, dar si

al varstei, care permite intelegerea dificul-
tatilor si a realitdtii, contribuie la formarea
unei imagini de sine negative.
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Tabelul 5.
Valorile Testelor T pentru esantioane independente si pragul de semnificatie
T (df) Prag semnifi-
catie
Copiii de 5-6 ani cu ambii parinti prezenti Copiii de | T(73)=0,43 0,66
8-9 ani cu ambii parinti prezenti
Copiii de 5-6 ani cu un parinte prezent -Copiii de | T(49)=-3,41 0,001
8-9 ani cu un périnte prezent
Copiii de 5-6 cu ambii parinti plecati - Copiii de | T(47)=-2,02 0,04
8-9 cu ambii parinti plecati

Ipoteza 4. In cazul abordarii analitice
a imaginii de sine, prin intermediul celor
sapte componente utilizate, analiza statis-
ticd indicad faptul ca nu apar efecte prin-
cipale pentru urmétoarele dimensiuni ale

imaginii de sine: abilitatea fizicd, infatisa-
re, relatia cu egalii, dar apar efecte prin-
cipale la dimensiunile: relatia cu mama,
relatia cu tatal, comportamentul negativ
si anxietate (vezi tabelul 6).

Tabelul 6.
Tabel One Way Anova

Dimensiunea imaginii de sine F Prag semnifi-

catie
Abilitate fizica 0,51 0,59
Infatisare 1,06 0,34
Relatia cu egalii 3,35 0,37
Relatia cu mama 11,93 0,001
Relatia cu tatal 24,98 0,001
Comportament negativ 7,56 0,001
Anxietate 6,18 0,003

Deci, aceastd ipoteza se confirma
partial. Copiii cu ambii parintii absenti au
o0 imagine de sine mai putin favorabild la
scalele: relatia cu mama, relatia cu tatal
si anxietate, comparativ cu copiii care au
parintii alaturi de ei. Pentru dimensiunea
comportament negativ situatia este inver-
sd. Copiii cu ambii parinti acasa au o ima-
gine de sine care inglobeaza un compor-
tament negativ mai ridicat decat la copiii
care au parintii plecati in alta tara.

Relatia cu mama si relatia cu tatal.
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Potrivit rezultatelor, copiii cu parintii ab-
senti obtin la cele doud scale ale imaginii
de sine rezultate mai scazute. Alti autori au
identificat cd acei copii care au parintele de
gen masculin plecat, sunt predispusi sa se
retragd din punct de vedere emotional de
tatal lor, iar cei cu mama absentd se vor
simti mai putin intimi si afectivi fatd de ea,
resimtind sentimentul de abandon [14].
Acest fapt poate fi explicat prin di-
minuarea acceptantei parentale, ca efect
al departarii fizice si emotionale fata de
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copil. Lipsa unuia sau a ambilor parinti
produce o rupturd in relatia cu copilul.
Comunicarea cu parintele absent nu se re-
alizeaza pe aceleasi coordonate ca atunci
cand parintele este prezent fizic. Chiar
daca evolutia tehnologica din zilele noas-
tre permite interactiunea mediata dintre
doua persoane, prin intermediul telefonu-
lui si al internetului, aceste modalitati nu
presupun atingerea si vederea nemijlocita
a parintelui de care are nevoie copilul.

Anxietatea. Numeroase studii au de-
monstrat cd absenta parentala poate sa
creasca nivelul de anxietate resimtit de co-
pil. Fragilitatea psihologica si anxietatea
resimtitd In urma plecarii parintilor sunt
probleme comune, cu care se lupta multi
copii [16]. In Romania au fost realizate
mai multe campanii care sa vind in ajuto-
rarea copiilor cu parintii plecati in straina-
tate. Programul ”Singur acasa” a aratat ca
multi copii cu parinti absenti resimt anxie-
tate si stari depresive, ca urmare a dorului
de parinti [1; 2].

Starea de anxietate este mai pronun-
tatd la acesti copii, Intrucéat le lipseste co-
municarea, oferirea de feed-back, modelul
de identificare si celelalte interactiuni din
care au de invatat si care se realizeazd cu
ajutorul parintilor. In absenta parintilor,
copiii nu au un model parental dupa care
se pot orienta in rezolvarea de probleme si
luarea deciziilor. Astfel, imaginea de sine
a acestor copii are de suferit.

Comportamentul negativ. Studiile
centrate pe conditiile psihologice ale copi-
ilor ramasi in tara de origine, aduc rezulta-
te pesimiste. Printre problemele psiho-so-
ciale ale acestora enumeram: auto-injo-
sire, depresie, resentimente si tendinta
spre violenta [16]. Rezultatele obtinute de
prezenta cercetare reflectd contrariul, ceea
ce sugereaza ca acest fapt nu este valabil
in toate cazurile. O explicatie pentru acest
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fenomen este ca lotul de fata este cumva
selectat, fiind vorba de copii din scoli si
gradinite, integrati educatiei formale, sa-
natosi si competenti in sarcinile scolare.
In plus, copiii care au ambii parinti alaturi
sunt convinsi de faptul ca orice manifesta-
re vor avea, aceasta nu 1i vor indeparta de
parintii lor. De aceea ei pot manifesta mai
multd agresivitate, perceputa ca atare de
educatorii lor.

Situatia este diferita pentru copiii care
au parintii plecati in alta tara. Departarea
fizica, dar si emotionald, ii provoaca co-
pilului stari confuze, conflictuale. Intrucat
comunicarea dintre copil-parinte devine
limitata, copilul nu mai poate sa evalue-
ze, in mod direct, daca parintii 1i acorda
aceeasi afectiune. Chiar daca afectiunea
parintilor ramane aceeasi, copilul trebuie
sa se asigure de prezenta ei. Este posibil
ca, din teama de a nu le pierde afectiunea,
acest tip de copil sa incerce, intr-o mai
mare masura, sd manifeste comportamen-
tele prosociale, prescrise de parinti.

Concluzii

Similar studiilor anterioare, rezulta-
tele acestei cercetari indica o imagine de
sine mai defavorabila la copiii scolari si
mai avantajoasa la copiii prescolari. Fap-
tul se datoreaza dinamicii ontogenetice a
imaginii de sine ce poate actiona, cum s-a
si vazut, ca factor diferentiator in cazul
absentei parentale.

Copiii cu absentd parentald au o per-
ceptie globala a imaginii de sine mai sca-
zutd, cauzata, in special de scalele relatiei
cu ambii parinti si anxietate.

Fard a se presta generalizarii, datd
fiind absenta unui esantion al varstelor
cu care s-a lucrat, subliniem rezultatele
altfel, in raport cu cele aseméanatoare ca
tematica. Noutdtile acestui studiu, relativ
contraintuitive, sunt doua:

- identificarea faptului ca participantii
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cu ambii parinti alaturi au o imagine de
sine centratd pe comportament agresiv
mai accentuatd decat copiii care au parin-
tii absenti,
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Abstract

The study aims to identify the strategies of cognitive-emotional coping that are
most frequently used by students in adolescence, a period marked by profound and
multiple changes. For this purpose, the CERQ questionnaire was applied to a sample of
130 students. They are between 16 and 18 years old and attend the high school educa-
tion courses of the technological branch, in Timis County. The aim of the survey was to
obtain a relatively balanced distribution of the sexes: 51% girls; 49% boys. The results
of the study illustrate that the cognitive-emotional coping strategies of the maladaptive
type are the ones that record the highest weights among adolescents. They are found,
however, at a higher level among girls.

Kevwords: adolescence, cognitive-emotional coping, gender differences in
coping.

Rezumat

Studiul isi propune sa identifice care sunt strategiile de coping cognitiv-emotio-
nal la care apeleaza mai frecvent elevii aflati la vdrsta adolescentei, perioada marcata
de profunde si multiple schimbari. In acest scop a fost aplicat chestionarul CERQ la un
esantion format din 130 elevi. Acestia au varsta cuprinsa intre 16 — 18 ani si frecvente-
azd la zi cursurile invagamantului liceal, filiera tehnologicd, in judetul Timis. In cadrul
esationului s-a urmarit obtinerea unei repartitii relativ echilibrate a sexelor: 51% fete;
49% baieti. Rezultatele studiului ilustreaza faptul ca strategiile de coping cognitiv-emo-
tional de tip dezadaptativ sunt cele care inregistreaza cele mai mari ponderi in randul
adolescentilor. Ele se regdsesc, insa la un nivel mai ridicat in randul fetelor.

Cuvinte cheie: adolescenta, coping cognitiv-emotional, diferente de gen in
coping.
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Introduction Adolescence is consid-
ered a period of transit, a period that con-
nects puberty and adulthood, character-
ized by reaching the physical maturity, in-
tellectual maturity and moral maturity but
not emotional maturity, adolescents re-
maining tributary to the need of affection
from those around them [2]. Also called
a “stormy revolution”, a “second birth”
[12], “tempest and stress” or a “time of
anxiety”, adolescence is considered a very
difficult period of life, a period during
which adolescents are severely stressed
and emotionally unstable, given the fact
that they have to face multiple changes in
their lives.

Thus, biologically the adolescent fa-
ces accelerated physical development,
continuous body and shape changes, de-
velopment that comes with hormonal im-
balances and an impressive remodeling of
the brain — all this influencing the self-es-
teem and self-confidence of an individual.

If for a long time the tumultuous na-
ture of adolescence was mainly blamed on
the intense hormonal activity during this
period, now the essential characteristics
of adolescence are also attributed to the
changes that take place in the brain de-
velopment of the adolescent. In his book,
“Brainstorm, the power and purpose of
the teenage brain” Daniel J. Siegel shows
how due to brain changes that occur during
this period of time, the adolescent’s mind
functions differently in terms of memory,
thinking, judgment, focus, decision-mak-
ing, emotional adjustment and relation-
ships with others. Among the changes that
take place during this period, an impor-
tant place is occupied by the process of
sorting the cerebral connections and my-
elinization, a process that takes place es-
pecially in the cortical areas of the brain.
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“In the absence of the calming influence
of the cortical region, sudden eruptions of
limbic and reactivity outbursts-atavistic
reactions of fighting, running, shock or
fainting-may occur suddenly, sometimes
without any warning [13]. The intense and
explosive way of living of the adolescent,
the speed at which emotions are born and
the intensity they are lived at during the
time of adolescence are thus closely re-
lated to the functioning of the brain during
this period.

There is also a significant change in
the psychosocial level. Relationships with
parents are now marked by a distancing
between them and the adolescent, a dis-
tancing that can go as far as contesting or
challenging their authority and at the same
time an intensifying of the relationships
with people of the same age, all due to
their need of authority and autonomy. By
testing new types of behaviors in the fri-
ends group, even if it is sometimes risky,
the adolescent is testing new skills, exer-
cising new decision-making autonomy, he
is developing the capacity of self-evalua-
tion- and in this way, he is rediscovering
and redefining himself, by becoming awa-
re of his new identity. A very important
place in psycho-social terms is occupied
by love relationships- and for the adoles-
cent this implies lack of security, jealousy,
separations.

Being at the end of school, some ado-
lescents have to deal with educational or
professional decisions/ choices, while ot-
hers are preparing to start their own fami-
lies.

All of these make the period of ado-
lescence a challenging period not only for
themselves but for the surrounding adults.

Cognitive-emotional coping strate-
gies Coping is defined as the overall cog-
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nitive and behavioral effort of a person to
manage (in the sens of controlling, reduc-
ing, or tolerating) external and / or inter-
nal requirements, which are assessed by
the person as threatening or beyond their
own resources [10].

We are differentiating between proble-
m-centered coping, which aims to manage
or modify the problem that is causing dis-
tress and emotion-centered coping, which
aims to regulate the emotional response to
the problem. If problem-centered coping
is more likely to be used when conditions
are assessed as likely to be changed, emo-
tions-focused coping occurs, to a greater
extent, when evaluation shows that not-
hing can be done regarding the change
of the conditions which are perceived as
being harmful threatening or provocative.

Thus, cognitive-emotional coping
strategies highlight the cognitions or cog-
nitive processes that help people to regula-
te their emotions or feelings generated by
negative or traumatic experiences, so that
they are not overwhelmed by the intensity
of these emotions. It should be noted that
while these coping strategies help us feel
better, not solve our source of stress, emo-
tional coping should increase the feeling
of pleasure, positivity and contentment
in our lives so that it is possible for us to
increase our capacity of concentrating on
what we can change in dealing with nega-
tive situations that are confronting.

Regarding the differentiation of cop-
ing strategies by age stages, they can dif-
fer, in nature and frequency, throughout
life, from one age stage to another, being
dependent on the level o human develop-
ment (on cognitive, emotional, neurolog-
ical and social level). From an early age,
these experience differentiations as the
child grows, develops and begins to un-
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derstand the world, acquiring over time
new and more complex ways of coping
with life’s challenges. If at the beginning
of life as children we need the support of
our parents (or any other external support)
to regulate our emotions, later in life we
become capable of self-regulation. During
adolescence, emotion regulating becomes
internal and cognitive, as more advanced
cognitive skills are developed such as
self-reflection and abstract reasoning [5]
During adulthood, coping strategies are
already more nuanced because adults are
way better at emotion-regulation than
young people, especially in interpersonal
situations. From another perspective,
quoting Gutmann (1974), Lazarus sug-
gests that as people age they go from ac-
tive coping to more passive strategies like
“As The Lord intends” [10].

Coping at different stages of life
beyond the level of human development
is, related to the type of psychological
tasks, conflicts, specific events we are fa-
cing in different stages of life. Regarding
adolescents, Spirito [14] identified in his
research four stressful areas of life for
them school, siblings, parents and friends
— increasing academic pressure, conflicts
that occur in relations with brothers and
parents, pressure in relationships with pe-
ople who are on the same level, difficulti-
es encountered in romantic relationships.
Gelhaar and Seiffge Krenke [7] Shows
that adolescents use active coping to deal
with stress factors related to people, while
using more dysfunctional coping strate-
gies, when it comes to school or parents
related stress factors. In terms of effici-
ency regarding a certain coping strategy,
it might be difficult to establish — what is
effective in one life context maybe less ef-
fective in others. However, some cogniti-
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ve-emotional coping strategies are consi-
dered adaptive and more functional (such
as positive reassessment, putting into per-
spective, for example) while others recon-
sidered maladaptive, less functional (such
as self-blaming and ruminating).

What makes them functional or dys-
functional isn’t the strategy itself but the
frequency of its use, respectively the ex-
cessive or deficient use of the strategy re-
ported to the norm of the group of which
the subjects are a part of and the associa-
tion of the strategy with the presence of
some psychopathological symptoms. [3]

Gender differences and coping stra-
tegies Most of our attributes are modelled
throughout our life, being socially con-
structed rather than biologically determi-
ned. Our understanding of the gender con-
cept is influenced since the earliest times
of our life, the concept of masculine and
feminine development depending on how
adults relate to us and teach us how a girl
should “properly” act, what is appropriate
or inappropriate for a boy, and implicitly,
about the sociocultural context in which
we live. Until the age of adolescence, we
are already socializing differently, with
an emphasis on skill development, auto-
nomy, independence, ambition in boys’
cases and social connection, seeking-offe-
ring, support in girls’ cases. [11]

Coping strategies adopted by boys
and girls, respectively, are closely related
to the way in which they understand and
evaluate the stressful event. Some studies
show that female adolescents differentia-
te from male adolescents, regarding the
assessment of the same event as a stress
factor-thus, in the case of girls the stress is
four times higher than in the case of boys
for school related issues, family conflict
or misunderstandings in interpersonal re-
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lationships. [4] These differences regar-
ding the appreciation of the stress factor
can also explain the differences regarding
the preference for certain coping strate-
gies among girls compared to the coping
strategies preferred by boys. Thereby, the-
re are studies that show that boys prefer
emotional ventilation through sport and
recreation and even resort to drugs and al-
cohol, while girls tend more to seek social
support. [7] From another perspective,
boys are more likely to resort to proble-
m-centered coping strategies while girls
are more likely to resort to emotions-cen-
tered coping strategies. [11]

Research design

Research questions The present re-
search aims to emphasize the specifics of
the emotional cognitive coping strategies
used by adolescents, by answering the fol-
lowing questions:

a) Which are the emotional-cognitive
coping strategies that adolescents predo-
minantly use?

b) Do emotional-cognitive coping
strategies with a maladaptive character
have a higher weight in adolescents com-
pared to emotional-cognitive coping stra-
tegies that have an adaptive character?

¢) Does the share of adolescents use
of adaptive and respectively maladapti-
ve emotional-cognitive coping strategies,
differ according to their gender?

Research sample The research included
a sample of 130 students, aged between 16
and 18, students who attend the high school
courses of the technological branches, in Ti-
mis County. The aim of the survey was to
obtain a relatively balanced distribution of
the sexes: 51% girls; 49% boys.

Tools used To identify the cogniti-
ve-emotional coping strategies used by
the subjects, the CERQ - The Cognitive
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Emotion Regulation Questionnaire, deve-
loped by dr. Nadia Garnefski, dr. Vivian
Kraaij and prof. dr. Philip Spinhoven, was
applied.

CERQ is a multidimensional questi-
onnaire consisting of 36 items which refer
exclusively to what a person is thinking
about when going through life-threatening
situations or a stressful event. The items
are divided proportionally on 9 evaluation
scales: self-blame, acceptance, ruminati-
on, positive refocusing, planning, positive
reappraisal, putting into perspective, ca-
tastrophizing and blaming others.

Research subjects completed the
questionnaire during school hours, in clas-
srooms and under the supervision of a co-
unselor. The standard instruction recom-
mended in the questionnaire application
and the user manual was used to complete
the CERQ.

Regarding the rating, the participants
when answering the questions, apprecia-
ted for themselves the extent to which
they use each cognitive-emotional co-
ping strategies, on a five-point scale, from

1- (almost) never to 5 - (almost) always.
Individual subscale scores were obtained
by summing the scores belonging to the
subscale items (ranging from 4- strategy
is never used to 20- strategy is often used).

Analysis and interpretations of the
results The analysis of the data obtained
following the application of the CERQ
questionnaire was separately performed
on the group of girls and the group of boys
(from the same sample), according to re-
sults interpretation standards (standards
for girls and standards for boys) provided
by The user manual for the use of the cog-
nitive-emotions regulation questionnaire.
Adaption and standardization of CERQ
on the Romanian population, 2010.

Regarding the cognitive-emotional
coping strategies used by the adolescen-
ces participating in the research, the tables
below highlight the share of these strate-
gies in the tested sample (table number 1 -
girls, respectively; table number 2 - boys).
The share is expressed as a percentage,
highlighting the level of use at which the
highest share is recorded.

Table 1.

Girls’ share of use of the cognitive-emotional coping strategies (%)

Level of use
Very Low Below Average N High V.e Y
low average average high
self-blame 2 0 17 13 20 22
Té  |_acceptance 12 9 15 16 9 8
S .%’D rumination 3 0 9 22 23 13
g &| positive refocusing 0 2 12 26 18 8
) § planning 9 12 22 13 5 9
QZ) :0 positive reappraisal 6 9 27 18 8 3
Z g | putting into 4 9 19 13 8 9
&b S| perspective
O catastrophizing 0 3 4 9 29 20
other-blame 0 3 11 18
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Considering the highest share on a le-
vel of use of a strategy as it can be seen
in table no.1, among the girls are highli-
ghted:

* At avery high level, in a large share:
Catastrophizing (35%) and Rumination
(29%)

* At a high level, in a large share: Sel-
f-blaming (26%)

* At an above average level, in a large
share: Acceptance (33%), Positive refo-
cusing (34%) and Other-blame (27%)

At an average level of use, there are
no strategies with higher weights than on
the other levels. At a below average level
of use in higher weights are highlighted:
Planning (30%), Positive reappraisal
(29%) and Putting into perspective (36%).

If among girls we find a large share of
strategies used at a very high level, among
boys at a very high level there are no stra-
tegies used in a higher share than on the
other levels of use, inside the same strate-
gies. For the other levels of share in table
no. 2 are highlighted the following:

* Atahigh level of use in a high share:
Self-blaming (25%) and blaming others
(31%).

* At an above average of use, in high
share: Acceptance (32%), Positive refo-
cusing (34%), Putting into perspective
(28%) and Catastrophizing (31%)

* At an average level of use, in a high
share: Rumination (26%), Refocusing on
planning (35%) and Positive reappraisal
(37%)

Table 2.
Boys’ share of use of the cognitive-emotional coping strategies (%)
Level of use

Very low | Low aB:eI?:;e Average gll?_zze High Xlegily

self-blame 7 0 19 13 20 25 16

= acceptance 12 9 15 16 32 7 9

& 3| rumination 6 12| 14 26 22 10 10

g ?30 positive refocusing 0 2 12 26 34 19 7

) g planning 0 13 20 35 21 7 4

g & positive reappraisal 0 6 25 37 19 9 4
S £ | putting into

gﬁ § e 0 8 20 22 28 18 3

&) catastrophizing 5 0 7 22 31 23 13

other-blame 3 3 12 20 20 31 14

There are no significant shares among
boys regarding the low and very low level
of use of certain cognitive-emotional co-
ping strategies.

The very high, high and above avera-
ge level show a higher frequency in using
one strategy, while the below average, low
and very low level, show that a certain
strategy is less likely to be used.

Regarding the distribution of cogniti-
ve-emotional coping strategies considered
adaptive, respectively maladaptive in the
tested sample, the figure 1 below illustrate
the distribution and the level of their use
both among girls and among boys partici-
pating in the research.

Thus, among the girls, in the chart
below it can be seen that all maladaptive
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strategies are used with a higher frequen- ¢ self-blaming at a high level of use
cy than adaptive strategies: * blaming others on an above average
* rumination and Catastrophizing ata  of use
very high level of use
SB RUM | CAT | BO REEV. REF | PUN | PLAN ACC
POZ

Above
average

Level of use

Average

Below
average

Maladaptive strategies Adaptive strategies

Figure 1. Graphical representation of the level of use of adaptive and maladaptive
strategies-GIRLS

Legend: SB- Self-blame, ACC - Acceptance, RUM - Rumination, REF — Po-
sitive refocusing PLAN - Planning, REEV. POZ. - Positive reappraisal, PUN -
Putting into perspective, CAT- Catastrophizing, BO— Blaming others.

Correlating to the data from table no.  girls who adhere to these high levels of
1, it is observed that in the case of Sel- use, but most of the percentages are distri-
f-blaming, Catastrophizing and Blaming buted to high levels of use.
others, there is not just one percentage of

SB RUM | CAT | BO REEV. | REF | PUN | PLAN | ACC
POZ

Very high

High

Above
average

Level of use

Average

Below
average

Maladaptive strategies Adaptive strategies

Figure 2. Graphical representation of the level of use of adaptive and maladaptive
strategies-BOYS

Legend: SB- Self-blame, ACC - Acceptance, RUM - Rumination, REF — Positive refocusing
PLAN — Planning, REEV. POZ. - Positive reappraisal, PUN — Putting into perspective, CAT- Ca-
tastrophizing, BO— Blaming others.
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As following:

¢ Self-blaming also records high sha-
res at: above average level (20%), high
level (26%), very high level (22%)

¢ Catastrophizing also records high
shares at: above average level (29%), high
level (20%), very high level (35%)

* Blaming others also records high
shares at: above average level (27%), high
level (21%), very high level (20%)

* Rumination also records high shares
at: above average level (23%) and very
high level (29%)

To sum up, a very large number of gir-
Is resort to these strategies, predominantly
when they deal with negative events.

If in the case of maladaptive strategi-
es, the majority of percentages are main-
tained at high levels of use, in the case of
adaptive strategies, they are maintained at
lower levels of use:

* Positive reappraisal: below average
level (29%), average level (27%), above
average level (18%)

e Putting into perspective: below ave-
rage level (36%), average level (19%),
above average level (13%)

* Planning: below average (30%),
average level (22%), above average level
(13%)

Even if they slightly get at an above
average level, the number of girls to use
them is still low.

Unlike girls, in the case of boys, the
distribution in the use of maladaptive and
respectively adaptive strategies represen-
ted in figure no. 2, is more balanced. Thus,
although here too, maladaptive strategies
are used more frequently, to the detriment
of the adaptive ones, the highest level of
use of maladaptive strategies is only high,
while the lowest level of use of adaptive
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strategies doesn’t go below the average-
as high shares.

It is highlighted, as shown in figure
no. 2:

¢ at high level, with a high share: Sel-
f-blaming and Blaming others

e at above average level, with a high
share: Catastrophizing

e at average level, with a high share:
Rumination

Going down to the data from Table no.
2, it can be seen that:

* Rumination is relatively evenly dis-
tributed in terms of frequency of use on
below average level (14%), average level
(26%) and above average level (22%)

¢ (Catastrophizing occupies with the
highest shares in the use, the average le-
vel (22%), above average level (31%) and
high level (23%)

* Blaming others occupies along with
the highest shares in the use, the average
level (20%, above average level (20%)
and high level (31%)

¢ Self-blaming occupies with the hi-
ghest shares in the use, the above avera-
ge level (20%, high level (25%) and very
high level (16%)

As far as adaptive strategies are con-
cerned, even if they do not exceed mala-
daptive strategies in terms of frequency
of use, among boys they register higher
proportions at higher levels of use (com-
pared to the data recorded among girls in
the sample):

* At an above average level of use:
Positive refocusing, Putting into perspec-
tive and Acceptance

* At an average level of use: Positive
reassessment and Planning.

Excluding Positive refocusing which
climbs with higher shares within the gro-
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up, to the high level of use-average level
(26%), above average (34%), high level
(19%), the others go down with higher
shares to the below average level of use:

* Positive reassessment on the below
average level (25%), average level (37%)),
above average level (19%)

* Acceptance on the below average
level (15%), average level (16%), above
average level (32%)

* Putting into perspective on the be-
low average level (20%), average level
(22%), above average level (28%)

¢ Planning on the below average level
(20%), average level (35%), above avera-
ge level (21%)

As it can be seen from figure 1 and
2 above, maladaptive strategies are more
frequently used than adaptive strategies,
registering a higher level of use in both
girls and boys.

In girls, however, maladaptive strate-
gies record higher levels of use compared
to the levels of use recorded by maladap-
tive strategies in boys.

Also, in girls, between maladaptive
and adaptive strategies, there is a greater
discrepancy in the level of use, to the di-
sadvantage of adaptive strategies.

In boys, maladaptive strategies do
not register very high levels of use and
although the balance is inclined in favor
of maladaptive strategies, the discrepancy
between their level of use and that of the
adaptive strategies is smaller.

Conclusions and limitations

Quantitative interpretation of the re-
sults obtained from the application of the
CERQ questionnaire shows that, in both
girls and boys, maladaptive strategies -
Self-blame, Rumination, Catastrophizing
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and Blaming others - are used in signifi-
cant proportions at a high level.

Thus, when confronted with negative
events and with stressful situations, the
data show that most of the girls surveyed
respond predominantly with a tendency to
catastrophize. This indicates a tendency
to view and experience the event as so-
mething terrible, the worst thing that co-
uld ever happen to them and much worse
than what happens to others.

When the event does not call for it,
such an attitude towards events, far from
helping to cope with the situation, only
increases the level of stress and negative
emotion (anger, panic, fear, desolation).

Used frequently and very frequently,
it means a continuous state of stress to
which the teenager is subjected. Besides
the health problems it raises, this high le-
vel of stress does not allow for a functio-
nal approach to life situations.

At the same very high level of use,
self-blaming is also highlighted - which
means that a very high percentage of girls
have thoughts that the entire responsibili-
ty for the event, for the negative situation
experienced, belongs to their own person.

Awareness and taking responsibility
for a situation or part of the contribution
to the creation of a negative situation may
be necessary and even sometimes recom-
mended when reality demands it.

However, when concerns about one’s
own guilt, about one’s own mistakes are
very frequent, recurrent, they appear asso-
ciated with criticism, blaming, discontent,
anger directed towards one’s own person.
Over a long period of time, they affect sel-
f-confidence, self-esteem and do not allow
the development of adaptive behaviors or
functional relationships with others.
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At the opposite pole, compared to sel-
f-blaming, in the same proportion, but not
on a lower level of use, the blaming of
others stands out. Therefore, a high per-
centage of the women surveyed do not
take responsibility for the event, instead
they frequently blame others for what
happened to them. Thoughts about the
mistakes others have made regarding the
event are common and are associated not
only with stress about the event, but also
with dissatisfaction at having to bear the
consequences of other people’s actions.
Most of the time, dissatisfaction turns into
anger directed towards others, sometimes
resulting in violence.

Also, among the group of girls, from
the surveyed group, there is a mental fo-
cus on the event for a longer period of
time, with preoccupation with the feelings
and thoughts associated with the negati-
ve event appearing to be continuous for
a high proportion of the girls - this trend
is illustrated by the use of rumination as
a coping strategy at a very high level for
29% of the girls surveyed.

The presence of rumination at such
a high level of use reinforces the idea of
keeping event-related thoughts and emo-
tions at the forefront of adolescents’ min-
ds - according to our statistics, these are
generally thoughts of catastrophizing,
self-blaming or blaming others with the
full range of negative emotions asso-
ciated with such thoughts. If girls, when
confronted with negative (or perceived as
being negative) events, respond in a very
high proportion and at a very high level
with blaming themselves, boys respond
with blaming others, most frequently de-
clining their responsibility for the event.
When frequently manifested as a coping
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strategy, blaming others may be associa-
ted with a sense of injustice and hence
possibly anger directed towards others,
or it may simply be a defense strategy by
which the adolescent masks guilt for the
event (the best defense method is attack).
In any situation, this strategy is associa-
ted with stress, with strong negative emo-
tions, and there are only a few situations
when it allows the development of adapti-
ve behaviors to the situation.

Self-blame (as in the case of girls)
also occurs in large proportions in the gro-
up of boys.

In the literature there are studies that
have confirmed the existence of a strong
relationship between self-blaming, catas-
trophizing and rumination - as cogniti-
ve-emotional coping strategies and emo-
tional problems. [5] In the CERQ User
Manual these strategies are associated
with the presence of psychopathological
symptoms, and strong correlations bet-
ween them, depression and anxiety are
highlighted. [6]

In the present study, we do not have
sufficient data to be able to predict the pre-
sence of symptoms of depression and an-
xiety among the subjects tested or to con-
sider these strategies predictive for patho-
logy. However, it should be recalled that
the subjects tested are at the age of adoles-
cence - a critical period of transition with
many changes and challenges: physical,
cognitive, emotional changes, concern for
gaining autonomy, identity development,
changes in family and peer relationships,
changes in school context, etc. Managing
the large number of changes in adolescen-
ce can be difficult for some young people.
So it is not surprising that the prevalen-
ce of psychological problems, including
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internalizing problems, increases drama-
tically during this time, with anxiety and
depression being quite common.

Self-blaming, catastrophizing, rumi-
nating, blaming others shows a focus on
one’s own or others’ faults, deepening one’s
own feelings of guilt, continuous/permanent
return to the negative (,.terrifying”’) and an-
xiety-provoking aspects of stressful events,
drawing further attention to the negative
emotions associated with the stressful event.
This only deepens these emotions, thereby
interfering with direct action to address and
resolve the problem situation. The high sco-
res on these strategies, obtained by the sub-
jects tested, highlight their maladaptive, less
functional character.

Special attention is paid to the scores
obtained in positive refocusing - a stra-
tegy considered adaptive. Thus, with a
high share for above average level of use
among both girls and boys, positive refo-
cusing shows the tendency of adolescents
to distract their attention from the nega-
tive event by thinking of something else,
more pleasant. By retreating into more
pleasant thoughts, adolescents thus try to
avoid the thoughts and emotions genera-
ted by the negative event or, at least, to
temper their intensity, obtaining a state of
well-being. Trying to ignore or deny the
existence of the stressor-event by distrac-
ting themselves with more pleasant things
may alleviate the stress/negative emoti-
on associated with the event, but this has
only a short-term effect - the strategy has
a rather ,protective’ effect in this sense.
Taking refuge in pleasant thoughts, igno-
ring the problem, is not constructive - the
problem persists. Thus, in the long-term,
very high scores on this strategy show that
it can do ,,more harm than good” [6] even
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leading to the development of behavioral
problems.

Along the same line is acceptance - a
strategy identified as being used at an abo-
ve average level by a high proportion of
both girls and boys. Although it is a bene-
fic process for most events, when used ex-
cessively, this strategy can actually hide a
resignation in the face of events, a feeling
of inability to influence the events, thus
losing its functional, adaptive character.

Emotion regulation strategies have
affective, cognitive and social consequen-
ces. In adolescence, the high proportion
of maladaptive coping strategies may also
be determined by the tumultuous nature
of the period, the multiple changes (on all
levels) that the adolescent has to face. The
absence of specific interventions to equip
the adolescent with skills to increase the
proportion of adaptive strategies will, ho-
wever, deepen the tumultuous nature of
the period and deepen the adolescent’s
emotional and behavioral problems.

In interpreting the results, it should be
taken into account that the present rese-
arch has certain limitations, such as: the
small sample involved in the research,
the selection of subjects only from high
schools in the technological stream, not
covering all socio-economic backgrounds
of the subjects - aspects that do not allow
generalizing the results to the entire popu-
lation of adolescents.

It should also be taken into acco-
unt that the accuracy of responses could
be influenced by the following aspects:
completion of the questionnaire requires
self-reporting, lower level of education
of students, ,,ageism” which may lead to
exaggeration of some answers (especially
among boys), tendency to answer socially
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desirable (especially among girls).
Despite these limitations, the research

results highlight the need to emphasize

the development of adaptive cognitive-e-
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Rezumat

Articolul descrie rezultatele demersului experimental al diferentelor de gen si
de varsta, referitoare la timiditate, la preadolescenti. Esantionul cercetarii a inclus 174
de preadolescenti (87 de fete si 87 de baieti). Adolescentilor li s-a aplicat Scala de timi-
ditate Cheeck-Buss. Ca rezultat, am stabilit ca 24,14% din preadolescenti demonstreaza
nivelurile redus si ridicat de timiditate. Majoritatea preadolescentilor prezinta un nivel
moderat de anxietate (51,72%). Fetele (31,04%) sunt acea categorie din preadolescenti
care prezintd, preponderent, o timiditate mai accentuatd. Nivelul mai ridicat de timiditate
la preadolescente poate fi explicat prin anumite caracteristici biologice precum §i prin
referire la contextul familial ce predispune ca acestea sa fie mai sensibile si mai vulne-
rabile la diferite situatii si circumstante. In ceea ce priveste virsta, nu atestam diferente
semnificative in manifestarea timiditatii la preadolescentii de 13 ani — 15 ani. Multitudi-
nea de schimbari, de natura biologica, cognitiva si psihosociald, pe care le traverseaza
preadolescentii explica timiditatea lor accentuata, indiferent de varsta pe care o au.

Cuvinte-cheie: timiditate, preadolescenta, diferente de gen, diferente de
varsta

Abstract

Article describes the result of an experimental research of shyness in prea-
dolescence. The research sample included 174 preadolescents (87 boys and 87 girls).
Cheeck-Buss Shyness Scale was administrated on all preadolescents. As results we es-
tablished that 24,14% of preadolescents present a low and a high level of shyness. The
most of preadolescents (51,72%) manifest a medium level of shyness. Girls (31,04%)
are characterized by a more accentuated level of shyness comparative boys. The higher
level of shyness among girls can be explained through some biological characteris-
tic and family contexts which predispose them to be more sensitive and vulnerable to
different situations and circumstances. In terms of age we didnt attained differences
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between preadolescents of 13 years-15 years. The multiple biological, cognitive and
psychosocial changes which preadolescents go through explain the preadolescents’shy-

ness indifferent of their ages.

Keywords: shyness, preadolescence, gender difference, age difference

Introducere: Preadolescenta este o
etapa importantd in dezvoltarea umana.
Aceasta etapa Incepe la 10/11 ani si durea-
za pana la 14/15 ani. Varstei preadoles-
cente 1i sunt caracteristice o multitudine de
schimbdri inopinate, profunde si intense,
ce se produc in toate planurile dezvolta-
rii: fizic, cognitiv si psihosocial. Deseori,
transformarile varstei preadolescente pot fi
asociate cu niveluri ridicate de incertitudi-
ne, neliniste, anxietate, timiditate, stari de-
presive, precum si cu stari de irascibilitate,
nervozitate si agresivitate [1, 2,4, 6 ].

Timiditatea nu este o manifestare pa-
tologica 1n sine: ea are valente adaptative,
insd, atunci cand atinge un nivel accen-
tuat, poate afecta dezvoltarea si compor-
tamentul preadolescentilor, determinand
instaurarea anxietatii sociale sau a fobiei
sociale. Este important sd Intelegem ca-
racteristicile timiditatii si modul de mani-
festare la preadolescenti, pentru a interve-
ni la diminuarea ei n vederea asigurarii
dezvoltarii unei personalitdti armonioase
si echilibrate [3].

Metodologia cercetirii. Pornind de la
argumentele expuse, am realizat un demers
investigational al timiditatii la preadoles-
centii contemporani. Esantionul cercetarii
a cuprins 174 de preadolescenti (87 de ba-
ieti si 87 de fete) cu varsta intre 13 — 15 ani,
elevi in clasele a VII-a, a VIII-a, a IX-a din
trei licee din municipiul Chisinau.

In scopul evaludrii timidititii la prea-
dolescenti, am aplicat Scala de timiditate,
elaborata de J. Cheeck si A. Buss in 1981.
Acest instrument examineaza nivelul de
disconfort sau de inhibitie pe care le re-
simte preadolescentul si adolescentul in
prezenta altei persoane. Testul contine
13 itemi care masoara aspectele afective
si comportamentale ale timiditatii, fard a
face referire la dorinta de a avea sau de a
evita interactiunile sociale. Pentru fiecare
item al testului sunt posibile 5 variante de
raspuns, de la 1 1a 5 puncte: 1 — dezacord
total pand la 5 — acord total [5].

Rezultate si discutii. Nivelurile timi-
ditatii la preadolescentii din lotul experi-
mental sunt prezentate in figura 1.

B redus
®moderat

ridicat

Fig. 1. Nivelurile timiditatii la preadolescenti (%)
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In conformitate cu frecventele expu-
se 1n figura 1, la preadolescentii din lotul
experimental evidentiem nivelul redus,
nivelul moderat si nivelul ridicat de timi-
ditate. 24,14% dintre preadolescenti pre-
zintd un nivel redus de timiditate. 51,72%
dintre preadolescenti dau dovadd de un
nivel moderat de timiditate. Nivelul redus
si moderat de timiditate au efecte adaptati-
ve pozitive. Aceste niveluri de intensitate
a timiditatii permit preadolescentilor sa
facd fatd oamenilor si situatiilor nepre-
vazute si sa-si inhibe comportamentele
sociale inacceptabile, favorizand astfel
acceptarea si cooperarea. Expresia timidi-
tatii semnalizeaza, in mod nestructurat, ca
individul recunoaste nevoia de ierarhie si
de pacificare a relatiilor sociale. Preado-
lescentii cu nivel redus si cu nivel moderat
de timiditate demonstreaza modestie, stil
rezervat, respect, luare in considerare a

intereselor altora, sinceritate, sensibilitate,
discretie, tact sau politete.

Totodata, vom mentiona ca 24,14%
dintre preadolescenti resimt un nivel ridicat
de timiditate. Timiditatea acestora se mani-
festa ca o crestere a vigilentei si a anxietatii
in momentele cand sunt tinta unor evaluari
in situatii sociale reale sau imaginare. Pre-
adolescentii cu nivel ridicat de timiditate
manifestd inhibitie, reticentd si retragere
sociala. Ei refuza sa vorbeasca, ceea ce re-
flecta frica lor ca ceea ce ar putea spune nu
meritd sa fie auzit de altii, nu are valoare
sau cd ar putea confirma parerea altora ca
ei sunt persoane inferioare [6].

In rezultatul investigarii nivelurilor de
timiditate la fete si baieti, am stabilit frec-
ventele pentru nivelurile redus, moderat
si ridicat de timiditate la preadolescenti,
in functie de gen, care sunt reflectate in
figura 2.

62,07

Baieti

41,38

31,04 Hpedus
=moderat

dridicat

Fig. 2. Nivelurile timiditatii la preadolescenti si preadolescente (%)

Preadolescentii demonstreazd urma-
toarele frecvente pentru cele trei niveluri
ale timiditatii: 20,69% dintre béieti ma-
nifestd un nivel redus de timiditate, mai
mult de jumatate dintre cei examinati
(62,07%) au un nivel moderat de timidi-
tate si 17,24% dintre preadolescenti expe-
rimenteaza un nivel ridicat de timiditate.
Pentru preadolescente, avem urmatoarele
rezultate: la 27,58% dintre fete inregis-
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tram nivel redus de timiditate, 41,38%
dintre fete manifestd un nivel moderat de
anxietate si la 31,04% dintre acestea evi-
dentiem un nivel ridicat de timiditate.
Comparand rezultatele preadolescen-
tilor cu cele ale preadolescentelor, vom
mentiona cd nivelul redus de timiditate are
o frecventd mai inaltd in randul preado-
lescentelor (27,59%) comparativ cu pre-
adolescentii (20,69%). Nivelul moderat
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de timiditate prevaleaza la preadolescenti
(62,07%) spre deosebire de preadolescen-
te (41,38%). Nivelul ridicat de timiditate
este mai evident in randul preadolescente-
lor (31,04%), in comparatie cu cel al prea-
dolescentilor (17,24%).

Dupa testul U Mann-Whitney, stabi-
lim diferente semnificative pentru nivelul
ridicat de timiditate intre rezultatele pre-
adolescentilor si rezultatele preadoles-
centelor (U=95,5, p<0,01), cu rezultate
mai mari pentru preadolescente: acestea
sunt mai timide decat preadolescentii.
Consideram ca preadolescentele care tra-
iesc intr-un mediu familial foarte protejat
sau, invers, intr-un mediu familial privat
de afectiune si intelegere pot dezvolta o
timiditate puternica. Vom mentiona si fap-
tul ca preadolescentele sunt mai sensibi-
le la aprecierile adultilor si ale semenilor
referitoare la activitdtile lor sau la unele
actiuni separate. Preadolescentele au si o
atitudine distincta fata de propriile actiuni
si fata de insucces, ceea ce, de asemenea,
ar putea conditiona timiditatea preadoles-
centelor [6].

Demersul de stabilire a timiditatii la
preadolescenti a presupus evidentierea
frecventelor pentru nivelurile redus, mo-
derat si ridicat, in functie de varsta acesto-
ra. Rezultatele pentru timiditate la preado-
lescentii de 13 ani, la cei de 14 ani si la cei
de 15 ani sunt expuse in figura 3.

La preadolescentii de 13 ani, frecven-
tele pentru nivelurile timiditatii s-au dis-
tribuit dupd cum urmeaza: 28,26% dintre
preadolescenti prezinta un nivel redus de
timiditate, 52,18% au un nivel moderat de
timiditate si la 19,56% dintre preadoles-
centi consemnam un nivel ridicat de timi-
ditate. Pentru preadolescentii de 14 ani,
evidentiem: 22,85% dintre preadolescenti
manifesta un nivel redus de timiditate,
48,58% au un nivel moderat de timiditate,
iar 28,57% dintre preadolescenti experi-
menteaza un nivel ridicat de timiditate.

La preadolescentii de 15 ani, vom
specifica indici egali pentru nivelul redus
si pentru nivelul ridicat de timiditate —
22,41%. Majoritatea preadolescentilor de
aceasta varsta (55,18%) demonstreaza un
nivel moderat de timiditate.
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Fig. 3. Nivelurile timiditatii la preadolescentii de 13, 14 si 15 ani (%)

Asa cum se poate observa, se inregis-
treazd o descrestere a nivelului redus de
timiditate, de la preadolescentii de 13 ani
spre cei de 15 ani (preadolescentii de 13
ani — 28,26%, preadolescentii de 14 ani
— 22,85% si preadolescentii de 15 ani —
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22,41%). Frecventa cea mai mare pentru
nivelulmoderatde timiditate se inregistrea-
za la preadolescentii de 15 ani (55,18%),
in descrestere la preadolescentii de 13 ani
(52,18%) si la preadolescentii de 14 ani
(48,58%). Cele mai mari frecvente pentru
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nivelul ridicat de timiditate se atestd la
preadolescentii de 14 ani (28,57%) si la
cei de 15 ani (22,41%), in timp ce 19,56%
dintre preadolescentii de 13 ani trdiesc un
nivel ridicat de timiditate.

In procesul investigarii celor trei nive-

luri de timiditate la preadolescenti, in functie
de varstd si gen, am inregistrat urmatoarele
rezultate pentru nivelurile redus, moderat si
ridicat al timiditatii la preadolescentii si pre-
adolescentele de 13 ani, 14 ani si 15 ani, care
pot fi vizualizate in figura 4.

67,74

Baetn | Fete ‘ JERTE

13 am 14 anm

Fete

= redus
= moderat

= ridicat

Baien | Fete ‘

15 am

Fig. 4. Nivelurile timidititii la preadolescentii si preadolescentele de 13, 14 si 15 ani (%)

Pentru varsta de 13 ani, s-a stabilit
ca nivelul redus de timiditate prevaleaza
la preadolescente (30%), comparativ cu
preadolescentii (26,93%), nivelul moderat
de timiditate este mai evident la preado-
lescenti (61,54%) decat la preadolescente
(40%) si pentru nivelul ridicat de timidita-
te, constatdm ca acesta predomind la pre-
adolescente (30%), spre deosebire de pre-
adolescenti (11,53%). Pentru preadoles-
centii de 14 ani, atestam aceleasi tendinte
pentru nivelele timiditatii: nivelul redus si
nivelul ridicat de timiditate se manifesta
mai pregnant la preadolescente (25% si
32,50%), comparativ cu preadolescentii
(20% si 23,33%). Nivelul moderat de ti-
miditate 1l identificam cu o frecventa mai
mare la preadolescenti (56,67%), fata de
preadolescente (42,50%). Tendinte si-
milare Inregistram si la varsta de 15 ani:
preadolescentele inregistreaza frecvente
mai mari pentru nivelul redus de timidi-
tate (29,63%) si pentru nivelul ridicat de
timiditate (29,63%), comparativ cu prea-
dolescentii (16,13% si 16,13%). Nivelul
moderat de timiditate este mai evident la
preadolescenti (67,74%), comparativ cu
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preadolescentele (40,74%).

Comparand rezultatele Inregistrate
la preadolescentii de 13 ani, ale celor
de 14 ani si ale celor de 15 ani, ob-
servam ca nivelul redus de timiditate
scade de la 13 ani spre 15 ani (26,93%,
20% si 16,13%). Nivelul moderat de
timiditate este exprimat si trait mai
intens de preadolescentii de 15 ani
(67,74%), acestia fiind urmati de prea-
dolescentii de 13 ani (61,54%) si apoi
de cei de 14 ani (56,67%). Cea mai
mare frecventd pentru nivelul ridicat
de timiditate se atesta la preadolescen-
tii de 14 ani (23,33%), fiind in descrestere
la preadolescentii de 15 ani (16,13%) si la
cei de 13 ani (11,53%).

Conform testului U Mann-Whitney,
identificam diferente semnificative intre
rezultatele preadolescentilor de 14 ani si
rezultatele preadolescentelor de 14 ani
(U=19,5, p<0,05), pentru nivelul ridicat
de timiditate, cu rezultate mai mari pentru
preadolescente. Preadolescentele de 14
ani sunt mai timide comparativ cu seme-
nii lor.

Pentru preadolescente, studiul compa-
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rativ ne permite sa consemnam ca frec-
ventele pentru nivelul redus de timiditate
se repartizeazd dupd cum urmeaza: 20%
dintre preadolescentele de 13 ani, 29,63%
dintre preadolescentele de 15 ani si 25%
dintre preadolescentele de 14 ani mani-
festd un nivel redus de timiditate. Nivelul
moderat de timiditate este mai pregnant la
preadolescentele de 14 ani (42,50%), in
timp ce preadolescentele de 13 si cele de
15 ani au frecvente apropiate pentru acest
nivel de timiditate (40% si 40,74%). Ni-
velul ridicat de timiditate il evidentiem ca
fiind caracteristic preadolescentelor de 14
ani (42,50%), comparativ cu preadoles-
centele de 13 ani (30%) si cu cele de 15
ani (29,63%).

Concluzii. Rezultatele studiului cu
privire intensitatea manifestarii timiditatii
la preadolescenti ne oferd posibilitatea sa
formulam urmatoarele constatari, ce pun
in lumina caracteristicile si modalitatile
de manifestare ale timiditatii la varsta pre-
adolescenta.
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Abstract

This study addresses the attitude toward school among young school-age chil-
dren. This variable is very important for the analysis of the factors responsible for the
differences between young school-age children in terms of the quality of their adaptati-
on to school tasks and the acquisition they make through the teaching process carried
out in classroom. This study is based on a quantitative design. Participants (N = 157
Students in grades 3 and 4) completed a standardized questionnaire that captured va-
rious indicators of attitude toward school. Descriptive data showed positive student
attitude when the following areas were analyzed.: relationship with teachers, classroom
instruction, thorough preparation for school, homework, academic performance, and
satisfaction with school. The hierarchy of daily activities by frequency placed preparing
for class for school, reading, and solving homework in the top positions. The compara-
tive data partially confirmed three of the working hypotheses. The results of the study
are analyzed in terms of their relevance to psycho-educational approaches aimed at
increasing motivation for school among young school-age children.

Keywords: young school-age children; attitude toward school; sociode-
mographic characteristics; comparative study.

Rezumat
Acest studiu abordeaza problematica atitudinii fata de scoala in randul copiilor
de varsta scolara mica. Aceasta variabila este foarte importanta pentru analiza facto-
rilor care explica diferentele dintre copiii de varsta scolard mica in ceea ce priveste
calitatea adaptarii la sarcinile scolaritatii si achizitiile pe care le dobdndesc prin pro-
cesul instructiv desfasurat in clasda. Prezentul studiu s-a bazat pe un design cantita-
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tiv. Participantii (N = 157 elevi in clasele a 3-a si a 4-a) au completat un chestionar
standardizat prin care au fost urmariti mai mulfi indicatori ai atitudinii fata de scoala.
Datele descriptive au evidentiat o atitudine pozitiva a elevilor, atunci cand domeniile
analizate au fost: relatia cu invatatorii, lectiile pe care acestia le sustineau in clasd,
pregadtirea temeinicd pentru scoald, rezolvarea temelor, performanta scolara si satis-
factia fata de scoala. lerarhizarea activitatilor zilnice in functie de frecventa realizarii
acestora a plasat pregatirea lectiilor pentru scoald, lectura si rezolvarea temelor pentru
acasa pe primele locuri. Datele comparative au confirmat partial trei dintre ipotezele
de lucru. Constatarile studiului sunt analizate prin raportarea la relevanta pe care o au
pentru demersurile psiho-educative orientate spre cresterea motivatiei pentru scoald in
randul copiilor de varsta scolara mica.

Cuvinte-cheie: copii de varsti scolara mica; atitudine fati de scoali; carac-
teristici socio-demografice; studiu comparativ.

Introduction underpin young people’s personality. M. J.

Schooling is an essential factor through ~ Adler [6] integrated the ideas of J. Dewey
which individuals learn and acquire much  and G. S. Counts and argued that schooling
theoretical and practical knowledge, both  and education of children have three main
general and specific, which serves them goals in relation to the development of the
in the process of career development in a human individual to adulthood: preparati-
particular occupational field and in social on for occupational status, personal growth
integration. School occupies a central place  (self-improvement), the formation of citi-
in the life of a child/adolescent and is one  zenship and the strengthening of a sense of
of the most important developmental tas-  belonging to the society of origin.

ks at the age we are considering. Through Attitude toward school: meanings, fa-
the didactic-pedagogical activities that te-  cets and psycho-pedagogical implications
achers carry out in their classes, as well as The definition of the general concept

through the nature of the teaching-learnin-  of attitude and its use in different contexts
g-assessment process, the school context varies considerably from one field of ap-
provides adolescents with a wide range plication to another. S. Rusnac [3] uses the
of cognitive, emotional and social experi- term “attitude” to refer to an internal state
ences that contribute to the maturation of  of a person that manifests itself in relations
self-identity and personality in all its struc- ~ with the environment and includes aspects
tures and dimensions [2]. The primary pur-  of cognitive, affective, and volitional pro-
pose of schooling is cognitive-intellectual — cesses that organise over time into ideas,
development, but the benefits of the edu-  beliefs, motives, and affective experiences
cation a child/adolescent receives in school  and explain the person’s behavior. Attitu-
are broader in scope through the opportu-  des, along with other situational and dispo-
nities it provides for the maintenance of sitional variables, must be integrated into
physical and mental health, emotional and  individual and relational personality dyna-
social development, the shaping of civic mics to better understand the mechanisms
engagement, and the formation of the sys- by which they influence and control a per-
tem of values, beliefs, and ideologies that  son’s conduct.
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In a general sense, attitudes toward
school and schooling can be viewed as a
complex psychological whole that encom-
passes students’ evaluations, emotions, and
action tendencies in relation to their own
school work, as well as in relation to school
as a social institution that has a specific
mission and is subject to certain internal
rules [4]. In a global assessment on a bipo-
lar continuum, attitudes toward school and
schooling may lie between the favourable
(positive) and unfavourable (negative) po-
les. Other researchers have defined attitude
toward school by focusing on the emotional
component, assuming that this domain in-
cludes interest in school work and the posi-
tive emotions a student feels toward school
[15]. The Programme of International Stu-
dent Achievement (PISA), an international
assessment programme developed by the
Organisation for Economic Cooperation
and Development (OECD), emphasises the
cognitive component of school attitudes. It
emphasises the perceptions and beliefs stu-
dents have about what they learn in school,
how school prepares them for adult life, the
importance of school to their own develop-
ment, the confidence school gives them in
their own ability to make decisions, the
role education plays in acquiring knowled-
ge useful for professional career, etc. [17].
In short, attitude toward school refers to the
perceptions and cognitions students have
about the benefits of education and their
own schooling.

S.-T. Cheng and A. C. Chan [8] con-
ceptualise attitude toward school and de-
fine it operationally through items that
target three components, namely: cogni-
tive (e.g., “I believe school can help me
become a mature person”), affective (e.g.,
“School life is boring and uninteresting”),
and behavioural (e.g., “I try hard to learn a
lot”). In the analysis of the dimension we
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are considering, positive cognitions refer
to the beliefs students have about the value
of education and school attendance and the
relevance of this field for individual devel-
opment and career planning in a particular
occupational field. At the affective level,
positive attitude toward school includes the
student’s enjoyment of school activities, a
sense of connection to the school in which
he/she learns, and a belief that education is
a worthwhile acquisition. Positive behav-
iors include a constant effort to learn and
participate in instructional activities in the
classroom/school and outside [8].

Both the conceptual framework on
which PISA is based and other authors [13,
14] consider the cognitive component of
attitude toward school to be more relevant
and predictive of the behaviours that stu-
dents of different ages engage in at school
and the achievement they attain. J. Lee [12]
states that attitudes toward school can be
inferred from the outcomes students achi-
eve on their way to school, the quality of
social interactions they have with their te-
achers and classmates, and the quality of
learning experiences in a particular subject
area or in extracurricular activities.

D. B. McCoach and D. Siegle [15]
included general attitude toward school,
attitude toward teachers, academic goals
valuation, learning motivation and sel-
f-regulation, and academic self-perception
among the factors associated with undera-
chievement in school among cognitively
and intellectually gifted adolescents. In the
well-known longitudinal study conducted
among American children and adolescents
in the city of Denver (USA) between 1988
and 1992, D. Huizinga [9] operationalized
attitude (attachment) toward school using
seven items to which respondents answe-
red on a five-point scale ranging from 1
— strongly disagree to 5 — strongly agree.
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The items were related to: a) “Doing ho-
mework is a waste of time”, “I try hard to
meet the demands of school”, “Education
is so important that it is worth getting over
the things in school that I do not like”, “In
general, I like school”, “I do not care what
my teachers think of me”, “Grades are very
important to me”, “I have always done my
homework”.

One concept that closely resembles a
favorable attitude toward school is positi-
ve school orientation. The authors used it
in a study to examine protective factors in
relation to problematic behaviors such as
early sexual activity, substance abuse, or
juvenile delinquency [8]. Positive school
orientation includes respect for achieve-
ment in school work, loyalty to the goals
of the learning process, and enjoyment of
school. Students who are positively orien-
ted in school life believe that their learning
efforts and personal achievements matter
for the success they will achieve as adults.

Numerous studies since the 1990s have
shown a positive relationship between the
favorable attitudes that students of different
ages have toward school (in general) or dif-
ferent areas of school life and their acade-
mic achievement/adjustment [7, 8, 14-16].
Positive attitudes toward school play a
protective role in relation to students’ in-
volvement in violent behavior [18], while
negative attitudes are a risk factor for the
manifestation of risk behaviors such as to-
bacco and alcohol use, theft, physical alter-
cations, or bullying [11, 17]. The findings
of a study based on 2009 data from PISA
also show that students under 15 years of
age who had repeated at least one grade
had more negative attitudes toward school
than students who had not repeated the gra-
de [10].

Purpose of this study and working hy-
potheses
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Given the above empirical evidence,
we consider the study of attitude toward
school to be an important approach to re-
configure the actions that can be taken to
improve the disinterest that some children/
adolescents show toward classroom lear-
ning activities, extracurricular activities,
individual learning sessions, and prepa-
ration for specific educational pathway
assessments. The quantitative study we
conducted aimed to identify factors related
to young school-age children’s attitude to-
ward school.

The working hypotheses were:

A. Gender of young school-age chil-
dren has a statistically significant effect on
the facets of attitude toward school.

B. Residence has a statistically signi-
ficant effect on the facets of attitude toward
school among young school-age children.

C. Family status of young school-age
children has a statistically significant ef-
fect on the facets of their attitude toward
school.

D. The school level of the students
has a statistically significant effect on their
attitude toward school.

Methodology

Participants and procedure. The ques-
tionnaire was administered to a sample of
157 primary school children. Fifty-seven
third grade and 100 fourth grade studen-
ts participated in the study. At the time of
data collection, the students were between
9 and 11 years old (M = 9.87; SD = 0.56).
Twenty-two of the participants lived in ru-
ral areas and the rest in urban areas. The
distribution of students by family status
was as follows: 134 students lived in intact
families (with both parents and, in most ca-
ses, additional siblings); 11 students came
from families that were temporarily disin-
tegrated because the parents went abroad to
work; 12 students came from families that
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were disorganized by the death of one pa-
rent or the divorce of the parents (and, in
some cases, by the departure of the other
parent abroad).

Students who participated in the study
were recruited using a non-random con-
venience sampling (all students who were
present at school on the days of enrollment
and who verbally agreed to answer the
questions were interviewed). The recruit-
ment pool was the population of students
enrolled in three secondary schools in
Bacau and Suceava counties, both in rural
and urban areas. The educational institu-
tions were: “Sfantul Voievod Stefan cel
Mare” Middle School in Onesti municipal-
ity (N = 38 students), respectively School
No. 1 Middle School in Gura Vaii, Bacau
county (N =22 students), and No. 2 Middle
School in Vicovu de Sus, Suceava county
(N = 97 students). Data collection started
in the second decade of January 2020, but
was interrupted due to the outbreak of the
pandemic crisis. This factor limited the
possibility of administering the question-
naire in physical form through direct con-
tact with the students. Originally, a much
larger recruitment pool of students was
envisioned. The final database was limited
to the number of protocols received, as
online administration of the questionnaire
was avoided because it was thought that it
would be more difficult to control the con-
text in which the questionnaire was to be
completed.

Participants completed the question-
naire during regular school hours. Ques-
tionnaire responses were anonymous to
promote children honesty. After analysing
omissions in the responses or atypical pro-
files (e.g., the same answer option for all
16 items operationalizing attitudes toward
school), only 157 protocols with valid res-
ponses were retained in the final database.
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The questionnaire administered for
data collection. The method used to collect
data from the school population was the
questionnaire-based survey. A comparati-
ve design was used for the study. Attitude
toward school was defined as a complex
psychological pattern that includes the eva-
luations, emotions, actions and behaviours
of students of different ages related to their
own school work, the institution in which
they learn, and school in general (as a so-
cial institution with a specific mission and
certain internal rules). In addition, there is
the interest in school work and the positi-
ve emotions a student feels toward school
[15], as well as the ideas students have
about the usefulness of their own education
[17]. In the present study, attitude toward
school was operationalized using:

v’ a first item that asked students to
indicate the importance they attach to regu-
lar school attendance and thorough educa-
tion in relation to their own future develop-
ment; to answer, students were provided
with a scale with four verbally anchored
levels: not at all important, slightly impor-
tant, important, very important, for this
indicator, the absolute and percentage fre-
quencies of the choices made by students
were calculated;

v' another item that asked students to
rank five activity areas according to how
often they engaged in those activities; ac-
tivities included meeting with friends and/
or classmates and entertainment, physical
education and sports activities, computer
(Internet) or cell phone activities, home-
work preparation, reading and homework,
and watching TV programs; students were
instructed to place number 1 next to the ac-
tivity in which they participated most of-
ten, number 2 next to the activity that fol-
lowed in descending order of frequency of
participation, and so on up to number 5, the
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activity in which they participated least of-
ten; if homework preparation, reading and
homework assignments occupy the first or
second position, it is assumed that students
tend to express a positive attitude toward
school;

v' a questionnaire with 16 close-
d-ended items (the answer options were
gradually distributed on a scale with four
verbal anchors: 1 — strongly disagree, 2 —
slightly disagree, 3 — agree, 4 — strongly
agree); the items were formulated to co-
ver four dimensions, namely: a) attitude
toward teacher, classes and lessons (e.g.,
“What my teacher thinks about me is very
important to me”, “Classes at school are in-
teresting” or “I am attentive and disciplined
at school”); b) attitude toward learning, ho-
mework and academic achievement (e.g.,
“I am diligent at school”, “I spend a lot of
time solving homework™ or “It is important
for me to succeed at school); c¢) satisfacti-
on with school (e.g., “I am happy to go to
the school where I learn” or “I am proud of
the school where I learn); the inclusion of
satisfaction with school was made on the
premise that the analysis of this indicator
is all the more important because we are
talking about the school disengagement,
which is characterized by the dissatisfacti-
on of some students and the emotional de-
tachment from important aspects of school
activity; such attitudes strongly affect the
achievements that an adolescent makes in
his/her educational path [1]; satisfaction
with school is also important because the
student and his/her family are the primary
beneficiaries of the educational services
provided by an educational institution; for
each of the facets of attitude toward school,
the total score was obtained by averaging
the scores for the corresponding items
(possible range: 1-4); in addition, for each
student who participated in the study, a to-
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tal score was calculated by averaging the
scores for all items (k = 16) that measured
attitude toward school (possible range:
1-4); high scores (> 4) for the facets were
considered indicators of a student’s positi-
ve attitude toward school.

The answers to four items from the first
section of the questionnaire were used to
narrow down the family status of the stu-
dents. Thus: a) children who reported li-
ving with both parents at home (regardless
of whether they had siblings and/or lived
with others) were included in the group of
students with intact families; b) children
who lived with only one parent (because
the other went abroad to work), as well as
children who lived with others — siblings
and/or sisters or grandparents (because
both parents were abroad), were included
in the group of students with temporarily
disintegrated families; c) children who li-
ved with only one parent (because the ot-
her parent was deceased or had moved out
through divorce) and children who lived
with others (because one parent was abroad
and the other parent was deceased or had
moved out through divorce) were included
in the group of students from disorganized
families.

The independent variables were: stu-
dents’ gender, residence, family status, and
school level. The dependent variables were
the scores for the facets of attitude toward
school: a) attitude toward teacher, classes
and lessons; b) attitude toward learning,
homework and academic achievement; c)
satisfaction with school. A fourth depen-
dent variable was the total score for all
items operationalizing the facets of attitude
toward school.

Results and discussion

Most students (N = 139) considered
school to be very important in terms of
later development. Another 13 students
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perceived school attendance and prepara-
tion to be fairly important to them. These
results depict a positive attitude toward
school expressed by most of the students
surveyed. Our findings can be explained
by the characteristics of the school popu-
lation housed in the educational institu-
tions from which the surveyed students
were recruited. Thus, the “Sfantul Voievod
Stefan cel Mare” Middle School in Onesti
is considered a high-performing educa-
tional institution that develops attractive
educational programs focused on the real
learning needs of the students as well as on
individual differences in general develop-
ment. In addition, the No. 2 Middle School
from Vicovu de Sus is characterized by
consistent logistical resources, as well as
well-qualified teachers and well-designed
formative programs that reflect the level
of economic and social development of the
community it serves. Another factor that
could explain the polarization of responses
regarding positive attitude toward school
is related to the socioeconomic character-
istics of the families of the students whose
responses were analyzed. In particular, we
refer to the students who attended the two
urban schools, i.e. “Sfantul Voievod Stefan
cel Mare” Middle School (Onesti) and the
No. 2 Middle School from Vicovu de Sus.
For each of the five activities listed,
we calculated the mean value of the ran-
ks that the students assigned according to
their importance. The responses confirmed
the importance of schooling to the students
surveyed. The hierarchy of activities ac-
cording to the ascending order of the mean
rank values showed the following picture:
v on the first place (mean rank =
1.92) was the activity related to preparing
lessons for school, reading and solving ho-
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mework;

v' on the next two places were the
physical education and sports (mean rank
= 2.55) and meeting with friends and/or
classmates and entertainment (mean rank =
2.71), respectively;

v on the last two places were com-
puter activities (mainly using the resources
of the Internet) or using cell phones (mean
rank = 3.61) or watching TV (mean rank =
4.15).

Students in the third and fourth grade
are at an age when the learning activity
for school can still occupy a predominant
place, especially if they benefit from the
constant support of parents and teachers, or
any other conditions necessary for maintai-
ning interest in the field of school activity
over time, of course, through the harmoni-
ous combination with other types of activi-
ties that are beneficial for the harmonious
development at all levels (e.g., socializa-
tion). Although it could be the interventi-
on of the socially desirable responses, we
must also consider certain peculiarities of
the young school children who were part of
the sample of this study. For example, most
of them came from two well-rated schools
in the network of educational institutions,
as well as from families with a socioeco-
nomic status that allowed them to invest in
their children’s education. All these factors
could justify the importance that the school
had in the ranking of activities according
to the frequency of their execution by the
children.

Regarding the possible ranges of varia-
tion for the ratings of the facets of attitude
toward school, the following two trends
were highlighted in the sample of young
school-age children who were surveyed in
the present study (Table 1):
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Table 1
Descriptive statistics for the facets of attitude toward school
Variables M SD Mini- Maxi-
mum mum
Attitude toward teacher, classes and lessons 3.78 0.39 1.00 4.00
Attitude toward learning, homework and academic| 3.58 0.51 1.00 4.00
achievement
Satisfaction with school 3.79 0.45 1.25 4.00
Attitude toward school (total score) 3.69 0.41 1.19 4.00

v" high mean scores for three facets
of attitude toward school, i.e. attitude to-
ward teacher, classes and lessons, attitude
toward learning, homework and academic
achievement and satisfaction with school;
the mean total score was also high, indica-
ting a favorable attitude toward school;

v"ahigher mean score for attitude to-
ward teacher, classes and lessons, compa-
red to the mean score for attitude toward le-
arning, homework, and academic achieve-
ment; this result can be correlated with the
fact that 26.1% of students indicated that
spending a lot of time on homework fit-
ted them little or not at all; thus, for young
students, school may be more important in
terms of the relationship with their teacher,

the attractiveness of the lessons and hours
taught in class, the sense of belonging to
the school, the opportunity to make con-
structive social relationships, etc., and less
in terms of persistence with homework.
The comparative data provided partial
support for the first working hypothesis.
Thus, two statistically significant diffe-
rences were found, respectively for the fa-
cet related to the attitude toward teacher,
classes and lessons, and the total score for
the attitude toward school (Table 2). For
attitude toward learning, homework, and
academic achievement, the difference bet-
ween girls and boys was statistically mar-
ginal. For all indicators of attitude toward
school, girls scored higher than boys.

Table 2
Gender comparisons for the facets of attitude toward school
Dependent variables Compared M SD t p
samples
Attitude toward teacher, classes and les- Boys 3.70 0.49 -2.39 | 0.018
sons Girls 3.85 0.24
Attitude toward learning, homework and Boys 3.50 0.58 -1.95 | 0.053
academic achievement Girls 3.66 0.42
Satisfaction with school Boys 3.72 0.55 -1.75 | 0.082
Girls 3.85 0.31
Attitude toward school (total score) Boys 3.62 0.50 -2.26 | 0.025
Girls 3.77 0.29
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The differences found can be explained
by some characteristics that distinguish girls
and boys in school activities. For example,
it is agreed that girls are more responsible,
persistent, and organized in solving school
tasks compared to boys, although they may
be more sensitive when the academic per-
formance they achieve is not appropriately
appreciated. The findings of this study sho-
uld not be used to conclude that boys are
less competitive, but rather that they behave
differently than girls with respect to school
competition and the importance of their own
academic performance.

The comparative data also partially

confirmed working hypothesis B (Table
3). Only one statistically marginal diffe-
rence was found between rural and ur-
ban students in terms of satisfaction with
school. Students attending urban schools
had a significantly higher mean score in
satisfaction with school. This result can be
explained by the different conditions that
urban schools offer to students. Although,
in Romania, much has been invested in
recent years in rural school infrastructure
and in the resources that these educational
institutions need to develop the pedago-
gical process well, not all schools benefit
from attractive conditions for students.

Table 3
Comparisons by students’ residence
Dependent variables Compared M SD t p
samples

Attitude toward teacher, classes and les- Rural 3.72 0.21 -0.68 | 0.497

sons Urban 3.78 0.41

Attitude toward learning, homework Rural 3.40 0.58 -1.73 | 0.084

and academic achievement Urban 361 0.50

Satisfaction with school Rural 3.61 0.51 -1.99 | 0.048
Urban 3.82 0.43

Attitude toward school (total score) Rural 3.55 0.30 0.72 0.094
Urban 3.72 0.43

The testing of working hypothesis C
was not possible because of the very large
disparity between the students who came
from intact families and those who came
from temporarily disintegrated or disorga-
nized families.

The working hypotheses D was also
partially confirmed. Thus, only one sta-
tistically significant difference was fo-
und depending on the school level of the
students surveyed, namely in relation to
satisfaction with school (Table 4). Com-
pared to the fourth graders, the third gra-
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ders were characterized by a higher level
of satisfaction with school. This result can
be interpreted by the demands that fourth
graders have to cope with. It could have
to do with the complexity of the curricu-
lum content they have to acquire, as well
as the higher demands from teachers and
pressure from parents. Moreover, it must
be taken into account the fact that at the
end of fourth grade students have to face a
very important national assessment for the
future of their own educational path.
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Table 4
Comparisons by school level
Dependent variables Compared samples M SD t p

Attitude toward teacher, classes and | Third grade students |3.83 | 0.23 |1.52 | 0.128

lessons Fourth grade students | 3.75 | 0.46

Attitude toward learning, homework | Third grade students | 3.54 | 0.38 - 10394

and academic achievement Fourth grade students | 3.61 | 0.58 0.85

Satisfaction with school Third grade students | 3.89 | 0.29 |2.61 | 0.010
Fourth grade students | 3.73 | 0.51

Attitude toward school (total score) Third grade students | 3.72 | 0.23 |0.68 | 0.494
Fourth grade students | 3.68 | 0.49

Practical implications and conclusi-
ons

The role of adjustment to the specific
tasks of the school must be analyzed by
referring to the achievements that young
people must have at the end of compulso-
ry education in order to meet the require-
ments of Romanian society, which knows
great changes in all areas. The constantly
evolving and changing labor market requ-
ires a workforce equipped with flexible
skills and knowledge that can be adapted
to a variety of learning and development
contexts. Education policy emphasizes
the need for the education and training
that younger generations receive through
programs implemented in the education
system to focus on a wide range of skills.
In the area of students’ personal develop-
ment, promoting motivation to learn and
a positive attitude toward school must be
among the priorities on the work agenda
of teachers, school counselors, and mana-
gers of educational institutions.

Attitude toward school has been ope-
rationalized by researchers through: the
emotional component — e.g., the interest
and positive emotions a student feels to-
ward school activity, the cognitive com-
ponent — e.g., sharing beliefs about the
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value of education and the role school
plays in development, and the behavioral
component — e.g., motivation and self-re-
gulation or compliance with school rules.
We believe that attitude toward school is a
key variable for the analysis of the factors
that account for the differences betwe-
en young school children in terms of the
quality of adjustment to school tasks and
the acquisition they make through the te-
aching and educational process in school.
Studies have shown a consistent relation-
ship between students’ positive attitude
toward school at different ages and indi-
cators of their adjustment to developmen-
tal challenges in general and school tasks
in particular (e.g., consistent engagement
throughout the school career or success on
national assessments such as the Ability
exam or the Baccalaureate).

The descriptive data summarized in
this article illustrate the tendency of yo-
ung school children to report a positive at-
titude toward school when it comes to the
following areas: relationships with their
own teachers, attitude toward classes and
lessons, attitude toward thorough prepa-
ration for school, solving homework and
academic achievement, and satisfaction
with school. The ranking of students’ dai-
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ly activities by frequency of performance
placed preparing lessons for school, rea-
ding, and homework in the top positions.
The comparative data provided partial
support for three of the hypotheses from
which the study started.

Generations of children and adoles-
cents who receive a sound education are
the future performers for a nation’s social,
economic, and cultural development. The-
refore, the analysis of the developmental
characteristics and vulnerabilities of the
school population is a reference objective
for researchers in the field of educational
sciences, government agencies and non-
governmental organizations involved in
the development and implementation of
public policies in education, and all cate-
gories of teachers. This article focuses on
an important dimension of the psycho-pe-
dagogical profile that a successful student
must have. Our interest was focused on
the motivation to prepare thoroughly for
school and the constant engagement in the
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Rezumat

Didactogenia constituie un indicator expresiv al dezadaptarii scolare. De in-
data ce-si face aparitia, ca urmare a greselilor de comunicare comise - voluntar sau
involuntar — de catre cadrele didactice, ea pune presiuni nedorite pe discipolii acestora,
dezorganizandu-le toatd activitatea §i toate tipurile de relatii. Intrucdt, prin energiile
pernicioase pe care le posedd, fenomenul avut in vedere dezorganizeaza procesul de
instruire, pundnd sub semnul indoielii buna desfasurare a acestuia, este de la sine in-
teles ca ingrijorarile care se impun intr-un asemenea caz trebuie sa vizeze — mai intdi
de toate si in mod special — capacitatea de invatare a scolarilor sau, mai exact, modul
si masura in care tipul vizat de capacitate este supus erodarii. Datele de care dispu-
nem — ne referim atdt la constatdarile pe care am reusit sa le extragem din literatura de
specialitate, cat si la propriile observatii legate de tinuta comportamentala inadecvata
a cadrelor didactice - arata ca, ad extremum, influenta nefastd pe care didactogenia, in
calitatea ei de factor patologizant, o exercita asupra capacitatii de a invdta isi gaseste
expresie in cel putin trei ipostaze de facturda fenomenologica: () aparitia retardului
scolar, (1) diminuarea capacitdatii de procesare a informatiilor si (I1l) dereglarea moti-
vatiei pentru invdtare.

Cuvinte-cheie: didactogenie, retard scolar, retrapaj, insucces scolar, obose-
ala, surmenaj, demotivare

Abstract
Didactogeny is an expressive indicator of school maladaptation. As soon as it
appears, as a result of communication mistakes committed - voluntarily or involuntari-
ly - by teachers, it puts undesirable pressure on their disciples, disorganizing all their
activity and all kinds of relationships. Since, the phenomenon in question disrupts the
training process by the pernicious energies which it possesses, calling into question its
proper conduct, it is evident that the worries which appear in such a case must concern
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- first of all and in particular - the learning capacity of the pupils or, more precisely, the
manner and extent to which the targeted type of capacity is subjected to erosion. The
data we have - we refer both to the findings that we have managed to extract from the
specialized literature and to our own observations related to the inappropriate beha-
vior of teachers - show that, ad extremum, the detrimental influence that didactogeny,
as as a pathological factor, has over the ability to learn is expressed in at least three
phenomenological situations: (1) the occurrence of school delays, (Il) decreased ability
to process information, and (I11) disrupted motivation to learn.

Kevwords: didactogeny, school delay, retake, school failure, fatigue, over-
work, demotivation.

Didactogenia, dupa cum s-a demon-
strat in repetate randuri!, constituic un
indicator expresiv al dezadaptarii scolare.
De indata ce-si face aparitia, ca urmare a
greselilor de comunicare comise - volun-
tar sau involuntar — de catre cadrele di-
dactice, ea pune presiuni nedorite pe dis-
cipolii acestora, dezorganizandu-le toata
activitatea si toate tipurile de relatii.

in fond, spun specialistii, tactul pe-
dagogic defectuos al cadrelor didactice,
limbajul vulgar si iresponsabil al acestora,
pot face ca intreaga activitate de preda-

re-invatare sa cada sub imperiul unei ire-
futabile stari patologice.

Scopul studiului realizat constd in
abordarea teoreticd a fenomenului si a
demonstra ca didactogenia reprezintd un
indubitabil factor de patologizare a capa-
citatii de invatare.

D. Popovici, bundoara, mentioneaza,
in una din lucrarile sale ca didactogeniile
se regdsesc cu plenitudine in ceea ce poar-
td numele de stare patologica. [1], Or,
copiii vin la scoald cu dorinta sa invete,
fiind impulsionati de diversi factori interni

! Vezi, in acest sens, Strichinaru, I. Didactogenia. In: S. Barsanescu (coord.). Dictionar de pedagogie con-
temporand. Bucuresti: Editura Enciclopedica, 1969, pp. 48-49; ITnatonos, K.K., Ingakrorexmns. in: KK.
[TnaronoB. KpaTkmit croBapp CHCTeMbl NCUXOMOTMYECKMX HOHATHMIL. MockBa: VspgarenbctBo Bpiciias
mkona, 1981, c. 35-40; Cuckier, J. Patologia de la didactogenia. In: Revista de Psicoanalisis, 1991, no. 47 (1),
pp- 140-145; Poenaru, R., Sava, E Didactogenia in scoald. Aspecte deontologice, psihologice si pedagogice.
Bucuresti: Editura Danubius, 1998, pp. 25-30; Popovici, D. Greseli in procesul de invatare — didactogenii.
In: D. Popovici. Didactica. Solutii noi la probleme controversate. Bucuresti: Editura Aramis, 2000, pp. 98-
100; Sava, E. Didactogenia — concept si evolutie. In: St. Boncu, C.Ceobanu (coord.). Psihosociologie scolara.
Tasi: Editura Polirom, 2013, pp. 210-211; Sleahtitchi, M. Despre amenintarea didactogend, in termeni con-
creti. In: L. Pogolsa, N. Bucun (coord.). Scoala moderna: provociri si oportunititi. Materialele Conferintei
Stiintifice Internationale ,,Scoala moderna: provociri si oportunititi” (Chisindu, 05-07 noiembrie 2015).
Chisinau: Institutul de Stiinte ale Educatiei (Tipografia Cavaioli), 2015, pp. 35-39; Sleahtitchi, M. Didactoge-
nia, fenomenul care desfigureazi invatamantul. In: Psihologie. Pedagogie speciald. Asistentd sociald: Revista
Facultatii de Psihologie si Psihopedagogie Speciald a Universitatii Pedagogice de Stat ,,Ion Creangd’, 2015,
nr. 3 (40), pp. 1-6 sau/si Sleahtitchi, M. Burnout versus didactogeny: the reality of a pathologized connec-
tion. In: Bulletin of Integrative Psychiatry , New Series, Year XXVIII, no.1(92), March 2022, pp. 105-114
[ISSN 2393-2694; ISSN-L 1453 - 7257] [Journal B+ and Indexed IDB by CNCSIS, Index Copernicus Inter-
national , DOA]J, Erih Plus, Gale Cengage, CEEOL, Crossref]. Disponibil: http://dev.buletindepsihiatrie.ro/
bpi-nr-1-2022/
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si externi. Se presupune, de la bun ince-
put, ca tuturor elevilor le este proprie o
anumita stare de normalitate, In sensul ca
interpretorii lor sunt apti pentru invatare.
In principiu, acestia pot solutiona prin
efort normal sarcinile cu care se confrunta
in scoala fard sa le fie afectatd nega-
tiv capacitatea de a prelucra si asimila
informatii [2].

Situarea elevilor in mediul scolar pre-
supune mai multe ipostaze, desigur core-
late. Ei sunt, deopotriva, receptori activi
de informatie, participanti la proces (si-
tuatie 1n care trebuie sd satisfacd anumi-
te norme ale scolii) si posesorii atitudinii
pozitive fatd de procesul la care participa.
Toate acestea sunt satisfacator indeplinite
atunci cand elevilor le este proprie starea
de normalitate. Odata cu aparitia didacto-
geniilor, aceasta stare dispare. in locul ei,
se impune o stare patologica, care deter-
mind schimbarea felului de a fi al elevilor.

Propriu-zis, starea patologica avuta in
vedere nu este altceva decat semnul reve-
lator al unui factor agravant care, potrivit
aceluiasi D. Popovici [3, 17, p. 106 ], ilus-
treaza existenta blocarilor pe dimensiunea
proceselor nemijlocit implicare in rezol-
varea sarcinilor scolare; prin felul in care
se manifestd, ea determind nelmpliniri,
deziluzii si numeroase exteriorizari de
factura morbida care, luate impreuna sau
in mod separat, nu se regdsesc, evident,
in ceea ce se cheama stare de normalitate
(cand elevii, dupa cum am mentionat deja,
sunt, deopotriva, receptori activi de infor-
matie, participanti responsabili la proces
si posesorii unor atitudini pozitive fata de
acest proces).

Intrucat didactogenia, prin energiile
pericioase pe care le poseda, patologizea-
za procesul de instruire, punand sub sem-
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nul indoielii buna desfasurare a acestuia,
este de la sine Inteles ca ingrijorarile care
se impun Intr-un asemenea caz trebuie sa
vizeze — mai intai de toate si Tn mod spe-
cial — capacitatea de invatare a scolarilor
sau, mai exact, modul si masura in care
tipul vizat de capacitate este supus eroda-
rii [4]. Or, fiind pusi In imposibilitatea de
a reactiona de o maniera adecvata la tot
felul de notiuni, definitii, reguli, teorii sau
studii de caz, cei carora le revine obliga-
tiunea de ,,a se pune pe carte” vor ,,bate
pasul pe loc”, nefiind in stare sa ajunga
la descoperirile si constatarile de rigoare.
Interpretorii acestora — verbali, armonici,
figurativi sau de altd naturd — vor inregis-
tra cote reduse de functionalitate cogniti-
va, faptul in cauza insemnand ca lucrurile
au inceput sa meargd prost, inscriindu-se
progresiv 1n parametrii definitorii ai anor-
malitatii [5].

Pe un asemenea fundal, lucrurile
evolueaza contrar regulilor existente. In-
tervine o realitate care poate fi asemuita
in foarte putind masurd cu un proces
de invatare centrat pe ,,angajarea unor
dimensiuni cognitive susceptibile sa
sustind modificari intentionale la nivel
de comportament” [6] sau cu un produs
al invatarii realizat in ,,spiritul si litera”
programelor scolare (deprinderi intelec-
tuale, strategii cognitive, informatii lo-
gice si atitudini cognitive) [7]. Ceea ce
se intdmpla cu adevarat la acest moment
poartd in semnele unei acute crize de ordin
educational, a unei tulburari de proportii
prin care eforturile orientate spre dobandi-
rea ,,cunostintelor, deprinderilor, strategii-
lor si atitudinilor cognitive” [8] devin — de
la o zi la alta - nesemnificative sau chiar
zerovalente, incetand sa fie expresia fidela
a unor activitati de Tnvatare care se produc



¥ Mihai SLEAHTITCHI

fie prin contiguitate [9), generalizare [8],
discriminare, insight [10] sau semnificatie
[11], fie prin rezolvarea problemelor [12]
sau stimularea comportamentelor creato-
are [13].

Datele de care dispunem — ne referim
atat la constatarile pe care am reusit sa le
extragem din literatura de specialitate [16,
14], cat si la propriile observatii legate de
tinuta comportamentald inadecvatd a ca-
drelor didactice - aratd ca, ad extremum,
influenta nefastd pe care didactogenia, in
calitatea ei de factor patologizant, o exer-
citd asupra capacitatii de a invata isi ga-
seste expresie 1n cel putin trei ipostaze de
factura fenomenologica.

Mai intai, comportamentul inadecvat
al animatorilor procesului de invatamant,
nerespectarea de catre ei a normelor de
comunicare didacticd reprezintd factorul
care poate conduce la aparitia retardu-
lui scolar, a unei stari care, precum este
bine stiut, semnifica rimanerea in urma la
invataturd sau — in alti termeni — pierderea
contactului cu ritmul firesc de insusire a
cunostintelor, priceperilor si deprinde-
rilor. Compromitdnd orice tentativd de
,obtinere a unui randament superior in
activitatea instructiv-educativa, la nivelul
cerintelor programelor si al finalitatilor
invatamantului”, acest tip de retard
conditioneaza, potrivit specialistilor [17,
p-106], neindeplinirea cerintelor obliga-
torii ale programului scolar si instaurarea

unei nepotriviri flagrante intre ,,exigente,
posibilitati sirezultate”. La faza incipienta,
el se caracterizeaza prin aparitia primelor
probleme legate de realizarea sarcinilor
scolare, prin iesirea la suprafatd a prime-
lor goluri in sistemul de cunostinte ale ele-
vilor, prin incetinirea vitezei de asimilare
a materialului predat in raport cu ceilalti
elevi, prin profilarea primelor simptome
ale dezinteresului fatd de invataturda sau/
si prin conturarea sentimentului de inu-
tilitate>. Dacad nu este sesizat la timp si,
respectiv, nu este cumva recuperat in
cadrul fazei incipiente, tipul de retard
la care ne referim isi dezvoltda energiile,
intrdnd, peste o vreme, intr-o noud faza,
cea a retrapajului propriu-zis. Acum, el se
va caracteriza prin acumularea de goluri
considerabile in sistemul de cunostinte
ale elevului sau evitarea oricarei incercari
de Indeplinire independenta a sarcinilor,
prin aparitia aversiunii fatd de Invatatura
sau negarea activitatii de invatare’. Daca
si de aceasta fenomenul avut in vedere
nu va fi supus unei administrari rigu-
roase, atunci el va intra 1n ultima sa faza,
cea a esecului scolar formal. Elevii vor
incepe sa faca dovada incapacitatii ,,de a
face fata cerintelor scolii, de a-si Insusi
competentele prevazute de programele de
studii, de a se adapta vietii scolare, de a
raspunde probelor de evaluare” [18]. In
plus, asta ar mai putea Insemna corigentd
sau repetentie, adicd doua sanctiuni dis-

2 La aceasta faza, spun specialistii, retardul scolar este, in fond, de scurta durata, ceea ce inseamna ca poate
fi usor recuperat daca e sesizat la timp. Fiind surprins in stadiul sau incipient, cand se produc primele ne-
ajunsuri 1n asimilarea materialului de studiu, tipul de retard avut in vedere poate fi administrat in termene
relativ restranse. Este de la sine nteles ca intr-un asemenea context se poate vorbi despre prevenirea feno-

menului.

’ La aceasta faza, precum s-a constatat de nenumarate ori, tipul de retard la care facem trimitere nu mai
poate fi prevenit, ci numai combatut. Evident, actiunile de inldturare a efectelor nefaste aparute vor antrena
un instrumentar psihopedagogic net superior (ca varietate si complexitate) celui utilizat la etapa anterioara.
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ciplinare severe susceptibile sa puna sub
semnul ineficientei nu doar dezvoltarea
personalitatii celui ce studiaza, ci si inte-
grarea sociala a acestuia.

In al doilea rand, neputinta cadrului
didactic de-a mentine o relatie afabild cu
discipolii sdi pune la grea incercare capa-
citatea de procesare a acestora. De foarte
multe ori, impactul este atat de mare, incat
capacitatea pe care o avem in vedere fie ca
este ,,fortata peste posibilitatile normale”,
fie cd este adusd — ceea ce e si mai rau — in
,.situatia de a nu putea functiona” [19]. In
definitiv, multi dintre acei carora le revine
obligatiunea de a nsusi, in mod sistema-
tic, cunostinte si aptitudini temeinice se
vad nevoiti sa constate, la un anumit mo-
ment, ca au obosit $i cad nu mai au puteri
pentru a fi pe potriva exigentelor scolare
existente. Odatd cu aceasta, in sangele si
urina lor, dacad e sa analizam lucrurile n
termenii lui J. Scherrer [18], apare o doza
suplimentara de adrenalind care serveste
drept cauza pentru cresterea tensiunii psi-
hosenzoriale si a celei intelectuale. Ten-
siunile avute in vedere, vom reaminti, se
afla in relatie directd cu activitatea siste-
melor neuronale care se afld in mezencefal
(trunchiul cerebral) si care influenteaza in
mod hotarator starea de activitate a orga-
nismului. Pe un asemenea fundal, inter-
vine, mai devreme sau mai tarziu, deze-
chilibrul homeostatic. Coordonarea dintre
diferitele functii si operatii ale creierului
este 1n foarte mare masura - sau chiar de-
finitiv - perturbatd. Acumularea de obo-
seli zilnice duce, cu timpul, la instalarea
starii de oboseald cronica sau, dupa cum
obisnuiesc sa spuna unii autori [19], a sta-
rii de surmenaj. Cand aceasta din urma
intervine, atunci, expresia lui P. Popes-
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cu-Neveanu [20], senzatia de slabiciune
se intensificd, ea resimtindu-se nu doar in
timpul lucrului, ci si Tnainte ca el sa fi In-
ceput din nou. Daca profesorii, din lipsa
de indeménare comunicationald, isi aduc
discipolii la starea de surmenaj, atunci lu-
crurile se pot agrava la maximum, luand
intorsaturi dintre cele mai neplacute. Or,
precum s-a spus $i s-a scris nu o singura
datd, trecand prin starea de surmenaj, in-
divizii — inclusiv scolarii de toate varstele
— devin pesimisti, nu se mai pot bucura de
nimic si sunt coplesiti de emotii negati-
ve, chiar daca nu ar avea un motiv real.
Concomitent, se observa cum scade simti-
tor atentia si capacitatea de concentrare a
acestora. Accesele de astenie si anxietate
devin tot mai frecvente. In plus — si acest
fapt este deosebit de ingrijorator - creste
semnificativ numarul celor care recurg la
fumat, la consumul de alcool, de droguri
sau de bauturi energizante. Tot acum, apa-
re riscul automedicatiei, multi apeland la
tot felul de medicamente ca sa poata face
fata ritmului de activitate [21].

In al treilea rdnd, atunci céand
reprezentantii  corpului  didactic  se
comportd de o manierd profesionala
inadecvata, punandu-i pe discipolii sai
in incapacitatea de a realiza satisfacator
sarcinile proprii procesului de predare
— Invatare, In mediul acestora din urma
se atestd o scadere semnificativa — daca
nu chiar dramatica — a motivatiei pentru
invatare. Tipul vizat de motivatie, vom
reaminti, reprezinta acele procese interne
care determind activarea, orientarea si
mentinerea comportamentelor axate pe do-
bandirea de noi cunostinte, priceperi si de-
prinderi. Fie cd sunt de expresie intrinseca
(cand cei ce invatd resimt interes si placere
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pentru activitatea in sine*) sau de expresie
extrinseca (cand activitatile de Invatare
sunt efectuate de dragul unui scop care nu
corespunde naturii acestora’), procesele la
care facem trimitere 1si pot demonstra vi-
vacitatea lor doar daca sunt acompaniate
in permanenta de anumite recompense. La
modul concret, este vorba despre recom-
pensele informationale/verbale (laude,
incurajari, feedback-uri pozitive cu pri-
vire la aptitudinile demonstrate, gesturi de
afectiune etc.) sau neasteptate (fapte sau/
si evenimente cu caracter de surpriza, lu-
cruri care provoacd o bucurie neasteptata),
in cazul motivatiei intrinseci, si, respectiv,
despre recompense ftangibile/materiale
(premii, cadouri, bani, diplome, distinctii,
mentiuni speciale, jetoane, buline etc.)
sau contingente/anticipate (promisiuni in-
dicand la posibile laude, surprize, premii,
cadouri, bonusuri etc.), in cazul motivatiei
extrinseci®. Fiind in deplin acord cu ne-
voile psihologice fundamentale — care se
prezinta, precum este stiut, 1n trei variante
distincte: nevoia de autonomie (conform

careia, pentru a exista o autodeterminare
autentica, individul trebuie sa-si apreci-
eze comportamentele ca fiind initiative
venite din interior, ca o manifestare a
vointei personale), nevoia de competentd
(care presupune ca autodeterminarea se va
infaptui in masura in care individul simte
ca poate realiza un anumit comportament,
ca este In stare sa facd un anumit lucru)
si nevoia de relationare (care se refera la
necesitatea resimtirii unui sprijin afectiv, a
participarii si Intelegerii sincere din partea
persoanelor semnificative), recompensele
avute 1n vedere sunt acele surse de ener-
gie psihomorald fard de care antrenarea
plenara a capacitatii de invatare este de
neinchipuit sau, In cel mai bun caz, putin
probabila.

Rezultatele mai multor investigatii
cu caracter experimental — cum ar fi, bu-
naoara, cele obtinute de E.L. Deci [24;
25], M.R. Lepper, D. Green si R.E. Nis-
bett [26] - aduc confirmarile necesare. Or,
daca e sa le luam 1n seama, putem insis-
ta pe ideea potrivit careia atunci cand un

4 In acest caz, motivatia se regiseste in interiorul activititii de invitare i, totodatd, in interiorul celui care
realizeazd un asemenea tip de activitate. Drept exemple relevante, ne pot servi jocul sau/si invatarea activa.
Or, dupd cum se intreaba mai multi specialisti — R.M. Ryan si E.L. Deci, bundoara [23] -, ce putem constata
urmarind dupd cum se joacd niste copii? Urmarind comportamentul copiilor, afirma ei, e greu sa nu con-
stati ¢d ei par a fi ,,ndscuti pentru a invita” si ,,a se dezvolta prin ceea ce fac”. In fond, tocmai in asemenea

autodeterminare”, o manifestare care denota ca oamenii, indiferent de varsta sau sex, rasa sau origine socia-
1a, ,,prefera sa realizeze cu precadere lucrurile pentru care resimt o motivatie intrinseca”.

5 Parafrazandu-1 pe cercetatorul roman D. Nastas [24], putem spune ca desi sunt elevi sau studenti care
merg la scoala considerand ca sunt motivati intrinsec, o buna parte din ei o fac, totusi, pentru alte ratiuni,
extrinsece activitatilor de invatare: din sentimentul de datorie, din dorinta de a excela social, pentru a avea
o cariera de succes, pentru a fi ,,cel mai bun”, pentru prestigiu sau chiar din obisnuinta.

¢ Pentru mai multe detalii cu referire la cele patru tipuri de recompense, vezi, spre exemplu, Deci, E.L.
Intrinsic Motivation. New York: Plenum, 1975; Deci, E.L., Ryan, R.M. Intrinsic Motivation and Self-deter-
mination in Human Behavior. New York: Plenum, 1985; Ryan, R.M., Deci, E.L. Promoting self-determined
school engagement: Motivation, learning and Well-being. In: K.R. Wentzel, A. Wigfield (eds.). Handbook
on motivation at School. New York: Routledge, 2009 sau/si Nastas, D. Resorturi motivationale ale invatarii.
in: St. Boncu, C. Ceobanu (coord.). Psihosociologie scolard (prefatd de C. Cucos). lasi: Editura Polirom,
2013, p. 115-131.

48



ElE

PSIHOLOGIE REVISTA STHNTIFICO-PRACTICA
volumul 40, nr. 1, 2022, ISSN E 2537-6276, ISSN P 1857-2502, http://key.upsc.md

b4

comportament al scolarului este motivat
intrinsec, ¢ de preferat sa evitam recom-
pensele tangibile si contingente, acordand
prioritate recompenselor informationalei
si celor neasteptate. Prin contrast, atunci
cand suntem siguri cd un scolar anume
este lipsit in totalitate de motivatie intrin-
secd, e de preferat sa folosim, in paralel
cu recompensele informationale si cele
neasteptate, si recompense cu caracter
tangibil sau contingent. Acestea din urma,
dupa cum mentioneaza specialistii [26],
vor fi puse in practica pentru ,,a-i atrage
atentia si interesul, in speranta ca, treptat,
prin cresterea competentei si descoperirea
noutatii, va dezvolta o motivatie instrin-
secad”.

Cum motivatia pentru Invatare si re-
compensele care o acompaniaza constitu-
ie un factor determinant al reusitei scola-
re, este evident ca in cazul cadrelor didac-
tice lipsite de scrupule si tact pedagogic
0 asemenea reusitd fie nu va avea sorti
de izbanda, fie va inregistra cote extrem
de modeste. Modul in care aceste cadrele
didactice organizeaza interactiunea si co-
municarea 1n conditiile salilor de instruire
— unul centrat pe nerespectarea normelor
specifice activitatilor pe care le ghideaza
— exercitd un neindoielnic impact nega-
tiv asupra dorintei de-a ,,face carte”, de-a
sti cat mai multe lucruri despre lume si
mecanismele care o pun in miscare, de-a
putea construi si realiza proiecte temera-
re de explorare si auto-afirmare. Minimi-
zand — sau chiar reducand la zero — rolul
recompensator motivationale (de la cele
informationale/verbale la cele neastepta-
te si de la cele tangibile/materiale la cele
contingente/anticipate), ele nu fac altceva
decat sa aduca o mare dezordine in pro-
cesul de predare-invatare, Indepatandu-I
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substantial de conditia unei ,,activitati de
insemnatate fundamentald pentru adapta-
rea la mediu si la legile dezvoltarii psiho-
comportamentale”.

In viziunea lui J. Reeve [27, pp. 15;
17], care consund perfect cu cele menti-
onate mai sus, existd cel putin trei indicii
dupa care ne putem da seama cum peda-
gogii didactogeni pericliteaza ideea de
motivatie pentru invatare.

Conform primului indiciu, ei manifes-
ta, de la o zi la alta, un fel de ,,blocare” in
propria viziune, interpretand faptele sau/si
fenomenele doar din perspectiva sa, fara
a lua in considerare perspectiva celor pe
care 1i instruiesc.

Cel de-al doilea indiciu scoate la lu-
mind obisnuinta de a Intrerupe discipolii
in timp ce 1si prezintd punctele de vedere,
isi exteriorizeaza emotiile sau actioneaza
intr-un anume fel.

In baza celui de-al treilea indiciu, se
arata ca pedagogul care nu-si respecta dis-
cipolii nu doar 1i Intrerupe intentionat pe
acestia, ci si le prescrie mereu cum ar tre-
bui sd gandeasca, ce ar trebui sa simta si
ce fel de linie comportamentala ar trebui
sa adopte.

Concluzionand, J. Reeve constata ca
mijloacele dominante prin care pedagogii
didactogeni isi exercitd influenta sunt in-
truziunea $i presiunea; or ei sunt cei care
Lintervin frecvent in gandurile, trairile si
comportamentele discipolilor si persista,
presandu-i sa adopte un anumit fel de gan-
dire, sa simta lucrurile intr-un anume fel si
sd aiba o anumita conduita precisa”.

In cele din urma, J. Reeve propune o
listd a greselilor didactice care, in viziu-
nea lui, blocheaza capacitatile cognitive
ale scolarilor, compromitand, la modul
cel mai serios, ideea de motivatie pentru
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invatare. Intr-o varianta comprimata, ace-
asta lista se prezintd in felul urmator [27,
pp- 27-28]:

e rigiditate mecanicistd pronuntatd
manifestatd pe tot sau aproape pe tot par-
cursul procesului de instruire;

e nu se oferd explicatii cu privire la
cerintele educationale formulate (discipo-
lilor nu 1i se explica de ce ar trebui sa faca
un anumit lucru si care este sensul si rati-
unea lui);

e utilizarea unui limbaj presant
(prevalarea expresiilor de genul ,.trebuie
sa” sau ,,nu trebuie sa”);

e nerabdare manifestatd in momen-
tul in care discipolul raspunde la o mate-
rie (se intervine — in mod brutal, adeseori
- pentru a grabi formularea raspunsului,
identificarea solutiei sau enuntarea con-
cluziei);

e refuzul de a tolera protestele
aparute in mediul discipolilor (,,gata cu
comentariile, apucati-va de lucru!” este
genul de abordare pe care 1l poti auzi frec-

vent In asemenea cazuri);

e monopolizarea materialelor de
studiu (pentru a nu admite ca discipolii sa
descopere singuri anumite aspecte rele-
vante legate de lumea inconjuratoare sau
de propria lor lume; aceste materiale nu
sunt distribuite, fiind tinute ,,la index”).

Impunandu-se prin incapacitatea de
a fi suficient de atenti, rdbdatori sau/si
respectuosi pe dimensiunea activitatilor
de instruire, toti acei carora li se potriveste
calificativul de pedagog didactogen
demonstreaza, asadar, cd sunt promoto-
rii consecventi ai unui stil de conduita
profesionald prin care, de o maniera
intentionatd sau mai putin intentionata,
importanta motivatiei pentru invatare este
pusa la indoiala sau chiar anihilata’.

In concluzie, putem aprecia ci, in
puterea energiilor pernicioase pe care le
poartd, greselile de comunicare comise -
voluntar sau involuntar — de catre cadrele
didactice pun presiuni psihocognitive ne-

7 Daca se ajunge la stadiul de anihilare, putem vorbi despre aparitia demotivatiei. Demotivatia, precum
s-a demonstrat nu o singura data, reda unul dintre factorii cei mai nocivi pentru orice organizatie (inclusiv,
pentru orice organizatie din sfera invatamantului si, respectiv, pentru orice persoana care isi face studiile in-
tr-o asemenea organizatie ). In cazul in care fenomenul avut in vedere devine realitate, se atesti o completa
lipsa de energie. Or, dupa cum afirma specialistii, anume acesta este semnul ca ,,ne indepartam de drumul
nostru, ca investim In ceva ce nu ne va ajuta sa crestem si s ne dezvoltdm”. Pentru confirmare si alte detalii,
vezi, spre exemplu, Gorham, J., Christophel, D. Students’ Perception of teacher behaviors as motivating
and demotivating factors in college classes. In: Communication Quarterly, 1992, no. 40, pp. 239-252; Gor-
ham, J., Millete, D.M. A Comparative analysis of teacher and student perceptions of sources of motivation
and demotivation in college classes. In: Communication Education, 1997, no. 46(4), pp. 245-261; Mayer,
M.C. Demotivation — its cause and cure. In: Personnel Journal, 1978, no. 57, pp. 260-266; Rahman, F.U.N.,
Jumani, B., Basit, A. Motivating and demotivating factors among learnes. In: International Journal of Aca-
demic Research, 2010, no. 2(1), pp. 206-212; Smith, M., Hepworth, M. An investigation of factors that
may demotivate secondary school students undertaking project work: implications for learning infromation
literacy. In: Journal of Librarianship and Information Science, 2007, no. 39(3), pp. 3-15; Annpeesa, T.,
[Opraiiknn, E. TToueMy omafaroT sOIOKH, MIM BHYTPEHHsis geMoTHBarms. in: XKypwan ,, Top-Manager”,
2002, Ne22, c. 14-21; Ay0, I'B. [lpuunHbl AEMOTHBAIIMH CTYCHTOB Ha YPOKAaX MHOCTPAHHOTO SI3bIKA B
BBICIIEH KOJTe. In: Teopust u mpakTHKa o0mecTBeHHOro pasutus, 2012, Nel2, ¢. 170-172; I'ataynnum,
P.I. MoTHBAaIHs — AEMOTHBALIS — peMOTHBaIMs. in: Bectruk Bamkupekoro Yausepcutera, 2012, T. 17,
Nel, c. 121-129 sau/si TTpoxuna E.O. OCHOBHBIE MPHYHHEI IEMOTHBAIMH TIEPCOHANA 1 €& TTOCIEACTBHS. In:
Mornonoit yuénsrii, 2015, Nel0, c. 768-771.
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dorite pe discipolii lor, erodandu-le semni-
ficativ capacitatea de invatare si facandu-i
astfel sa demonstreze, de la o zi la alta,
cd au pierdut contactul cu ritmul firesc

Referinte bibliografice si note

1. Popovici, D. Didactogenii posi-
bile. In: D. Popovici. Didactica. Solutii
noi la probleme controversate. Bucuresti:
Editura Aramis, 2000, pp. 104-105.

2. Ideea potrivit careia a spune ,,ca-
pacitate de invatare” inseamnd a avea in
vedere ca scolarii ,,sunt in tare sa atinga
obiectivele proprii procesului de invatare”
poate fi intalnita la mai multi cercetatori
din domeniul pedagogiei. Pentru confir-
mare, vezi, spre exemplu Popovici, D.
Didactica. Solutii noi la probleme contro-
versate. Bucuresti: Editura Aramis, 2000,
p. 105 sau/si Poenaru, R., Sava, F. Didac-
togenia In scoald. Aspecte deontologice ,
psihologice si pedagogice. Bucuresti: Edi-
tura Danubius, 1998, p. 37.

3. Capacitatea de a invata, potrivit
specialistilor, presupune o buna functiona-
re a interpretorilor (verbali, armonici sau/
si figurativi) cu care este dotat scolarul. in
mod evident, atunci cand invatarea se des-
fasoara conform principiilor si standardelor
existente in domeniu, se atestd dezvoltarea,
sporirea functionalitdtii acestor interpre-
tori. Cand, 1nsa, intervine alterareca norma-
litatii, interpretorii involueaza, Incetand sa
se mai dezvolte, faptul in cauzd Insemnand
ca scolarii ,,nu sunt in stare” sa faca fata
sarcinilor de invatare. Pentru confirmare
si alte detalii, vezi , spre exemplu, Popo-
vici, D. Didactica. Solutii noi la probleme
controversate. Bucuresti: Editura Aramis,
2000, pp. 104-105.

4. 1n literatura de specialitate, prin
mijlocirea acestei expresii este elucida-
ta, adeseori, specificitatea procesului de
invdtare, felul de a fi al acestuia. Pentru
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de insusire a cunostintelor, priceperilor
si deprinderilor, ca sunt obositi sau chiar
surmenati si cd Inregistreazd o scadere
expresiva a motivatiei pentru studii.

confirmare , vezi, spre exemplu, Cerghit,
L., Vlasceanu, L. (coord.). Curs de peda-
gogie. Bucuresti: Editura Universitatii din
Bucuresti, 1988, p. 111 sau/si Cristea, S.
Dictionar de pedagogie. Chisinau — Bu-
curesti: Grupul Editorial Litera Internati-
onal, 2000, p. 201.

5. Preludam, din nou, o expresie prin
care, in literatura de specialitate, este reda-
ta chintesenta produsului invatarii. Pentru
confirmare, vezi, spre exemplu, Cristea,
S. Dictionar de pedagogie. Chisinau — Bu-
curesti: Grupul Editorial Litera Internati-
onal, 2000, p. 201 sau/si Manolescu, M.
Procesul de invatamant ca relatie preda-
re-invatare-evaluare. Disponibil pe http://
www.cis01.central.ucv.ro/DPPD.

6. Si de aceastd datd, operam cu o
expresie preluata din studiile lui S. Cris-
tea. Ea vizeaza, dupa cum se poate obser-
va, scopul procesului de invatare. Pentru
confirmare, vezi Cristea, S. Dictionar de
pedagogie. Chisinau — Bucuresti: Grupul
Editorial Litera International, 2000, p.
201.

7. Legea invatarii prin contiguitate,
vom reaminti, spune ca ,,0 combinatie de
stimuli care insoteste o miscare, la aparitia
sa, tinde sa fie urmatd de acea miscare”.
Aceastd lege, prin modul in care este for-
mulata, anunta depasirea teoriei pavlovie-
ne a reflexelor conditionate; or, ea desem-
neaza, sintetic, faptul ca un anumit model
de stimuli (grupare de stimuli; stimulus
pattern) 1si obtine Intreaga putere aso-
ciativa (associative strenght) Tn momen-
tul primei asocieri cu un raspuns (ifs first
pairing with a response). Cu alte cuvinte,
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,.primul contact” al elevului cu o anumita
situatie poate declansa instantaneu o re-
actie susceptibild sa influenteze orice alte
reactii ulterioare. Invitarea, asadar, poate
fi completa intr-o singura experientd, pe
dimensiunea unui singur contact cu sti-
mulus pattern . Pentru confirmare si alte
detalii, vezi Guthrie, E.R. The Psycholo-
gy of Learning. New York: Harper, 1952,
pp. 25-30; Guthrie, E.R. Association by
contiguity. In: S. Koch (ed.). Psychology:
A study of a science. Vol.2. New York:
McGraw-Hill, 1959, pp. 158-195; Prenze-
1-Guthrie, P. Edwin Ray Guthrie: Pioneer
Learning Theorist. In: G.A. Kimble, C.A.
Boneau, M. Wertheimer (eds.). Portraits
of pioneers in psychology. Volume II.
Washington DC: American Psychological
Association, 1996, pp. 137-150 sau/si Ne-
gret-Dobridor, 1., Panisoara, 1.-O. Stiinta
invatarii. De la teorie la practica. lasi: Edi-
tura Polirom, 2005, pp. 31-43.

8. In cazul invatarii prin generali-
zare, vom reaminti, accentul se pune pe
stabilirea unor similitudini evidente intre
doua sau mai multe complexe de stimuli
in baza unor insusiri comune ale acestora.
Dupa cum obisnuia sd spund T.S. Ken-
dler, genul vizat de invdtare contribuie,
in mod evident, la instaurarea unor situatii
de invatare in care ,,stimulii similari pro-
duc acelasi raspuns ca stimulul original”.
Pentru confirmare si alte detalii, vezi, spre
exemplu, Gluck, M.A., Bower, G.H. Eva-
luating an adaptive network model of hu-
man learning. In: Journal of Memory and
Language, 1988, volume 27, pp. 166-195;
Miller, J., Slomczynski, K.M., Kohn, M.L.
Continuity of Learning-Generalization:
The Effect of Job on Men’s Intellective
Process in the United States and Poland.
In: American Journal of Sociology, 1985,
no 3, pp. 593-615; Kendler, T.S., Basden,
B.H., Bruckner, J.B. Dimensional dom-
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inance and continuity theory. In: Journal
of Experimental Psychology, 1970, vol.
83 (2, pt. 1), pp. 309-318; Kendler, H.H.,
Kendler, T.S. Vertical and horizontal pro-
cesses in problem solving. In: Psycholog-
ical Review, 1962, no. 69, pp. 1-16: Ken-
dler, T.S. Concept Formation. In: Annual
Review of Psychology, 1961, vol. 12, pp.
447-472 sau/si Cristea, S. Dictionar de
pedagogie. Chisinau — Bucuresti: Grupul
Editorial Litera International, 2000, p.
202.

9. Invatarea prin discriminare, dupi
cum s-a mentionat nu o singura data, este
cea acare ofera posibilitatea de a face dis-
tinctii fine sau chiar extrem de fine intre
diverse elemente ale lumii din jur (fiinte,
obiecte, stari etc.). T.S. Kendler, autorul
pe care l-am pomenit deja, tine sa mentio-
neze, inca pe la mijlocul anilor *60 — ince-
putul anilor *70, ca o asemenea organiza-
re a procesului de invatare presupune, in
mod prioritar, ,,reactualizarea unor notiuni
de baza care asigura diferentierea stimuli-
lor apropiati de cei originali, respectiv, a
stimulilor care nu produc acelasi raspuns
cu stimulul original”. Pentru confirmare
si alte detalii, vezi Amitay, S., Irwin, A.,
Moore, D.R. Descrimination learning in-
duced by training with identical stimuli.
In: Nature Neuroscience, 2006, no 9, pp.
1446-1448; Feeney, M. An Examination
of Discrimination Learning Patterns in
Rats as seen through the Extensions of a
Transpositional Paradigm. In: The Huron
University College Journal of Learning
and Motivation (London - Ontario), 2003,
no 40, pp. 75-100; Hanggi, E.B. Discri-
mination learning based on relative size
concepts in horses. In: Applied Animal
Behaviour Science, 2003, no. 83 (3), pp.
201-213; Goldstone, R.L. Perceptual le-
arning. In: Annual Review of Psychology,
1998, no 49, pp. 585-612; Kendler, T.S.
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The Development of discrimination le-
arning: A levels-of-functioning explana-
tion. In: H.W. Reese, L.P. Lipsitt (eds.).
Advances in child development and be-
havior. New York: Academic Press, 1979,
pp. 51-67; Kendler, T.S. Cross-sectional
research, longitudinal theory and a dis-
criminative transfer ontogeny. In: Human
Development, 1979, no. 22, pp. 235-254;
Kendler, T.S., Kendler, H.H. An ontoge-
ny of optional shift behaviour. In: Child
Development, 1970, no. 41, pp. 1-27 sau/
si Cristea, S. Dictionar de pedagogie. Chi-
sinau — Bucuresti: Grupul Editorial Litera
International, 2000, p. 202.

10. Este cazul sa amintim ca invata-
rea prin insight exclude orice explicatie
bazata pe noroc, unde ,,solutia ar rezulta
din repetarea elementelor care, la un mo-
ment dat, sunt puse laolalta din Intampla-
re”. Potrivit specialistilor — ne referim, cu
precadere, la E.R. Hilgard, G.H. Bower,
J.R. Anderson si L. Dubé —, insight-ul, ca
modalitate de intelegere a ideilor, feno-
menelor si faptelor, se caracerizeaza prin
existenta unui moment cognitiv specific:
difica favorabil campul existential per-
ceput. Or, prin acest tip de modificare,
,configuratia perceptivd poate capata o
semnificatie noud, o noua functie, un nou
sens”. Pentru confirmare si alte detalii,
vezi, spre exemplu, Cocorada, E. Introdu-
cere In teoriile invatarii / Prefatd de L.-M.
lacob. Iasi: Editura Polirom, 2010, pp. 59-
63; Anderson, J.R. Cognitive Psychology
and its implications. New York: Worth
Publishers, 2000, pp. 240-245; Dubé, L.
Psychologie d’apprentissage. Quebec:
Presses de 1’Université du Quebec, 1990,
pp. 187-192 sau/si Hilgard, E.R., Bower,
G.H. Teoriile invatarii. Bucuresti: Editura
Didactica si Pedagogica, 1974, pp. 218-
221.
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11. Din momentul in care isi face apa-
ritia n sursele de specialitate — este vorba
despre anul 1969 -, invatarea prin semni-
ficatie este vazuta in calitate de un model
pedagogic performant construit ,,pe baza
relatiilor dintre structura cognitiva, inten-
tiile de invatare, continuturile de achizi-
tionat si modalitatile de transmitere a cu-
nostintelor”. Esentialmente, tipul vizat de
invatare este conditionat de (i) semnifica-
tia logicd a noilor cunostinte rezultata din
asociativitatea lor, (i7) existenta unor idei
anterioare relevante la care sa se raporte-
ze materialul de invatat si (iii) prezenta in
constiinta celui ce invatd a intentiei de a
asocia logic ideile, de a raporta noile cu-
nostinte la cele vechi. Or, ,,prin raportarea
materialului nou, potential semnificativ, la
ideile relevante din structura cognitiva a
celui ce nvatd apare sensul”. Cand acest
lucru nu se intampla, invatarea devine
irelevantd, superficiald, mecanica. Pentru
confirmare si alte detalii, vezi Ausubel,
D.P., Robinson, F.G. School learning: An
introduction to educational psychology.
New York: Holt, Rinchart & Winston,
1969; Ausubel, D.P. In defence of advance
organizers: A reply to the critics. In: Re-
view of Educational Research, 1978, no.
48, pp. 251-257; Ausubel, D.P., Novak,
J.D., Hanesian, H. Educational psycho-
logy: A cognitive view. New York: Holt,
Rinehart & Winston, 1978; Ausubel, D.P.,
Robinson, F.G. Invitarea in scoald. O in-
troducere 1n psihologia pedagogica. Bu-
curesti: Editura Didacticd si Pedagogica,
1981 sau/si Cocorada, E. Introducere in
teoriile invatarii / Prefata de L.-M. Iacob.
lasi: Editura Polirom, 2010, pp. 153-160.

12. Invatarea prin rezolvarea pro-
blemelor, vom reaminti, exprima tipul de
activitate cognitiva care, dupa cum afirma
D.P. Ausubel, ,,angajeazd practic cunos-
tintele dobandite pentru «umplerea unui
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gol», facilitdnd aprofundarea informatiilor
si perfectionarea deprinderilor, dar si «in-
zestrarea elevilor cu noi informatii, price-
peri, deprinderi»”. Orice problema, indi-
ferent de forma, locul si momentul in care
isi face aparitia, reda o chestiune teoretica
sau practica ce urmeaza a fi rezolvata. Ea
apare atunci cand ,,subiectul intentioneaza
sa-si realizeze un scop sau sa reactioneze
la o situatie — stimul pentru care nu are un
raspuns adecvat in memorie”. In fond, re-
zolvarea de probleme constitue rezultan-
ta unor operatiuni de ordin cognitiv care
»transforma o stare de cunoastere in alta”.
Pentru mai multe informatii cu referire la
acest subiect, vezi Hung, W. Theory to re-
ality: A few issues in implementing prob-
lem-based learning. In: Educational Tech-
nology Research and Development, 2011,
no. 59 (4), pp. 529-552; Barrett, T. The
problem-based learning process as finding
and being in flow. In: Innovations in Edu-
cation and Teaching International, 2010,
no. 47 (2), pp. 165-174; Negret-Dobridor,
L., Panisoara, 1.-O. Stiinta invatarii: de la
teorie la practica. lasi: Editura Polirom,
2005, pp. 191-219; Dochy, F., Segers,
M., Bossche, P.V., Gijbels, D. Effects of
problem-based learning: a meta-analysis.
In: Learning and Instruction, 2003, no.
13, pp. 533-568; Norman, G., Schmidt, H.
The psychological basis of problem-based
learning: A review of the evidence. In:
Academic Medicine, 1992, no. 67, pp.
557-565; Sweller, J. Cognitive load dur-
ing problem solving: Effects on learn-
ing. In: Cognitive Science, 1988, no. 12
(2), pp. 257-285; Okon, W. Invatimantul
problematizat in scoala contemporana.
Bucuresti: Editura Didactica si Pedagog-
icd, 1978 sau/si Ausubel, D.P. Educational
Psychology. A Cognitive Veew. New
York: Holt, Rinehart & Winston, 1968.
13. Invdtarea comportamentelor cre-
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ative, vom reaminti, reda o forma com-
plexa de invatare care ,,realizeaza in fi-
nal comportamente individuale si colecti-
ve orientate preponderent spre cautarea,
aflarea noului, originalului i valorosului
ca elemente definitive ale creativitatii”.
Centrandu-se pe rezolvarea unui tip spe-
cial de probleme (= situatii-problema),
tipul vizat de invitare se caracterizeaza
prin aceea ca ,,solicita flexibilitatea gandi-
rii”, insistand pe ,,aplicarea cunostintelor
dobandite intr-o manierd noud, origina-
1a”, ,,indeplinirea unor sarcini recognos-
cibile” si ,,implicarea unor intuitii neas-
teptate”. Pentru confirmare si alte deta-
lii, vezi Guilford, J.P. Personality. New
York: McGraw-Hill, 1959; Guilford, J.P.
Factors that aid and hinder creativity. In:
Teachers College Record, 1962, no. 63,
pp. 380-392; Guilford, J.P. Intelligence,
creativity and their educational implica-
tions. Sand Diego, CA: Robert R. Kmapp,
1968; Ausubel, D.P. Educational Psycho-
logy: A Cognitive View. New York: Holt,
Rinehart & Winston, 1968; Mckinnon,
D.W. Creativity and transliminal expe-
rience. In: Journal of Creative Behavior,
1971, no. 5, pp. 227-241; Mckinnon, D.W.
IPAR’s contribution to the conceptualiza-
tion and study of creativity. In: [.A. Taylor
, J.LW. Getzels (eds.). Perspectives in cre-
ativity. Chicago, IL: Aldine, 1975, pp. 60-
89; Hilgard, E.R., Bower, G.H. Theories
of Learning. New Jersey: Prentice - Hall,
1975 sau/si Moraru, 1., Stiinta si filozofia
creatiei, Bucuresti: Editura Ddactica si
Pedagogica, 1995.

14. Din lipsa de spatiu, vom prezenta
doar o parte din lucrarile avute in vedere.
In ordinea aparitiei, acestea se prezinti in
felul urmator: Strachinaru, 1. Didactoge-
nia. In: St. Barsanescu (coord.). Dictionar
de pedagogie contemporana. Bucuresti:
Editura Enciclopedica Romana, 1969, pp.
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39-42; Poenaru, R. Didactogenia in scoa-
1a. Pentru prevenirea si combaterea didac-
togeniilor in invatimant. In: Revista de
pedagogie, 1980, nr. 9, pp. 51-53: Potolea,
D. Stilurile pedagogice; dimensiuni struc-
turale si incidente in procesele de invatare
la elevi. In: Revista de pedagogie, 1987,
nr. 12, pp. 43-51; Cukier, J. Patologia de la
didactogenia. In: Revista de Psicoanalisis,
1990, no. 47 (1), pp. 140-152; Sillamy, N.
Didactogenia. In: N. Sillamy. Dictionnaire
de la psychologie. Paris: Larousse, 1995,
p. 100 (in versiune romaneasca: Sillamy,
N. Didactogenie. In: N. Sillamy. Dictionar
de psihologie. Bucuresti: Editura Univers
Enciclopedic, 1996, p. 101); Modrea, M.
Didactogenia si conditia cadrului didac-
tic. In: Tribuna invatamantului, 1996, nr.
358, pp. 17-22; Poenaru, R., Sava, F. Di-
dactogenia in scoald. Aspecte deontologi-
ce, psihologice si pedagogice. Bucuresti:
Editura Danubius, 1998; Iancu, S. Psiho-
logia scolarului. De ce merg unii elevi ,,in-
cruntati” la scoala? lasi: Editura Polirom,
2000; Popovici, D. Greseli in procesul de
invatare — didactogenii. In: D. Popovici.
Didactica. Solutii noi la probleme contro-
versate. Bucuresti: Editura Aramis, 2000,
pp. 98-111; Tapacos, C.B. lllkonbHUK B
COBpPEMEHHOH 00pa3oBaTeNbHON Ccpeje.
CII6:  HU3marensctBO  ,,O0pazoBaHu-
e-Kynerypa”, 2001; Weber, K., Martin,
M.M., Patterson, B.R. Teacher behavior,
student interest and affective learning:
putting theory to practice. In: Journal of
Applied Communication Research, 2001,
no. 29 (1), pp. 71-90; Truta, E., Mardar,
S. Relatia profesor-elev: blocaje si deblo-
caje. Bucuresti: Editura Aramis, 2007, pp.
125-135; Sava, F. Didactogenia — concept
si evolutie. In: St. Boncu, C. Ceobanu (co-
ord.). Psihosociologie scolara (prefata de
C. Cucos). lasi: Editura Polirom, 2013,
pp- 208-221 sau/si Piscunov, N., Piscunov,
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A. Factorii declansatori ai didactogeniei si
impactul lor asupra elevilor. In: Perspec-
tivele si Problemele Integrarii in Spatiul
european al Cercetarii si Educatiei: Ma-
terialele Conferintei = Stiintifice Inter-
nationale ,,Perspectivele si Problemele
Integrarii In Spatiul european al Cercetarii
si Educatiei” (Cahul, Republica Moldova,
07 iunie 2018). Cahul: Universitatea de
Stat ,,Bogdan Petriceicu Hasdeu”, 2018
(Tipografia ,,Centrografic”), pp. 120-126.

15. Mitrofan, N. Rolul scolii si al fa-
miliei In cunoasterea si prevenirea unor
fenomene de dezadaptare scolara. In: Re-
vista de pedagogie, 1987, nr. 7, pp. 16-19
sau/si Popescu, V.V. Succesul si insucce-
sul scolar — precizari terminologice, for-
me de manifestare, cauze. In: Revista de
pedagogie, 1991, nr. 12, pp. 17-25.

16. Stefan., M. Pentru confirmare
si alte detalii cu referire la chintesenta
fenomenului de esec scolar, vezi Stefan,
M. Lexicon pedagogic. Bucuresti: Editura
Aramis, 2006, pp. 122-125.

17. Popovici, D. Didactica. Solutii
noi la probleme controversate. Bucuresti:
Editura Aramis, 2000, p. 106.

18. Scherrer, J. Problémes physiolo-
giques posés par la fatigue. In: Le Travail
Humain, 1962, vol.25, no.3/4, pp. 305-
308 sau/si Scherrer, J. La Fatigue. Paris:
Presses Universitaires de France, 1989,
pp. 27-28 (in varianta romaneasca: Scher-
rer, J. Oboseala (traducere — M. Boari).
Bucuresti: Editura Humanitas, 1993, pp.
32-33.

19. Turcu, F., Turcu, A. Oboseala. in:
F.Turcu, A. Turcu. Dictionar explicativ de
psihologie scolara. Bucuresti: Editura Efi-
cient, 2000, p. 352.

20. Popescu-Neveanu, P. Oboseca-
1a. In: P. Popescu-Neveanu. Dictionar de
psihologie / Referenti stiintifici: prof. dr.
doc. S. Teodorescu si dr. doc. V. Sdhleanu.
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Bucuresti: Editura Albatros, 1978, p. 491.

21. Andronic, C. Prevenirea surme-
najului intelectual. Bucurestiu: Editura
Militara, 2007; Michie, S., Cockcroft, A.
Overwork can kill. In: British Journal of
Medicine, 1996, no. 312, pp. 921-922;
Popescu-Neveanu, P. Surmenaj. in: P
Popescu-Neveanu. Dictionar de psiholo-
gie. Bucuresti: Editura Albatros, 1978,
p. 698 ; Schaffner, A.K. Exhaustion: A
History. New York: Columbia University
Press, 2016; Sillamy, N. Surmenaj. In: N.
Sillamy. Dictionar de psihologie. Tradu-
cere, avanprefatd si completari privind
psihologia roméaneasca de dr. L. Gavriliu.
Bucuresti: Editura Univers Enciclopedic,
1996, pp. 306-307; Rhoads, J.M. Overwork.
In: Journal of the American Medical Asso-
ciation, 1977, no. 237, pp. 2615-2618; Te-
odorescu, S. Surmenaj. In: U. Schiopu (co-
ord.). Dictionar enciclopedic de psihologie.
Bucuresti: Editura Babel, 1997, p. 674; Ko-
osixoB, B./l. IlepeyTomiienne ydamuxcs u
TyTH ero npeynpexaeHus. in: [Ipo6iemb
aHOMAJTBHBIX JIETCH U MOJPOCTKOB, MCHXO-
Koppekuusi mpobneMHbIX jaeteid. Kazaws,
1997, c. 12-29; KobGsikoB, B.J]. Yuenue 6e3
nepeyToMIeHHs. In: JIMpeKTop KO,
1997, Ne 5, c. 14-18; Maramen3MHHOBA,
M.M., Kopotkux, B.M., Ilonskosa, C. P.,
Ocoknna, M.M. IlpuzHaku yTomiieHHs U
MePEyTOMIICHHS, X TPHYUHBI M MPOQH-
nakTuka. in: Mosomoii yuénsrid, 2020, Ne
8 (298), c. 74-75 [URL:https://moluch.ru/

archive/298/67584/] sau/si 3oroBa, @.P.
[lepeyToMileHHE YYaIUXCSl M €TO TPemy-
HPESKICHUE B YCIOBHSX COBPEMEHHOM
mkoael. Kazane: M3garenscrBo Kazan-
ckoro locymapcTBeHHOro YHHBepcHTETa,
2004.

22. Ryan, R.M., Deci, E.L. Self-de-
termination theory and the facilitation of
intrinsic motivation, social development
and well-being. In: American Psycholo-
gist, 2000, no. 55, pp. 68-78.

23. Nastas, D. Resorturimotivationale
ale invatarii. In: St. Boncu, C. Ceobanu
(coord.). Psihosociologie scolard (prefata
de C. Cucos). lasi: Editura Polirom, 2013,
p. 119, p. 125.

24. Deci, E.L. The effects of external-
ly mediated rewards on intrinsic motiva-
tion. In: Journal of Personality and Social
Psychology, 1971, no. 18, pp. 105-115.

25. Deci, E.L. Intrinsic Motivation.
New York: Plenum, 1975.

26. Lepper, M.R., Greene, D., Nis-
bett, R.E. Under-mining children’ s intrin-
sic interest with extrinsic rewards: A test
of the ,,overjustification” hypothesis. In:
Journal of Personality and Social Psycho-
logy, 1973, no. 28, pp. 129-137.

27. Reeve, J. How do I motivate oth-
ers? The concept of motivating style. In:
JM.D. Gomez, E.G. Armas (eds.). Mo-
tivation y emotion: Investigaciones ac-
tuales. Laguna: Universidad de la Laguna,
2010, pp. 15-28; p. 30.

Nota: Studiul de fatd a fost realizat In cadrul Proiectului institutional de cerceta-
re-dezvoltare nr.20.80009.0807.31 ,,Aspecte psihosociale ale securitatii psihologice si
manifestarile ei in plan social la copii” [Prioritatea strategica I'V: Provocari societale]
(Universitatea Pedagogica de Stat ,, lon Creanga”, Chisinau, R. Moldova).

56

Primit la redactie: 12.05.2022



PSIHOLOGIE REVISTA STIINTIFICO-PRACTICA
() ©® volumul 40, nr. 1, 2022, ISSN E 2537-6276, ISSN P 1857-2502, http://key.upse.md N

IICUXOJOI'MYECKOE BMEIIATEJIBCTBO C IEJIBIO OIITUMUN3AIINN
LLIKOJIBHOM AJAIITALIMA HA HAYAJIbBHOM STAIIE OBYUYEHM

INTERVENTIA PSTHOLOGICA CA PROCES DE OPTIMIZARE A ADAPTARII
SCOLARE LA TREAPTA PRIMARA DE INVATAMANT

PSYCHOLOGICAL INTERVENTION AS OPTIMIZATION OF SCHOOL
ADAPTATION AT THE INITIAL STAGE OF LEARNING

CZU: 159.9937.015.3:373.3
DOI: 10.46728/pspj.2022.v40.i1.p57-62

Kanna PAKY
JIOKTOP XaOMJIMTAT TICUXOJIOTHH, TIpodeccop

T'ocynapctBeHHblld MonaaBcKuii YHUBEPCUTET
https://orcid.org/0000-0002-1775-6344

Pesrome

Cmamovsi nocesaujena 0030py IKCNEPUMEHMANbHBIX UCCTIE008AHUL, NOCES-
WEHHBIX Cmpamezusam NCUXOIOSUYECKO2O0 6MeUamenbCmed ¢ Yeiblo ONMUMU3AYUU co-
YUATbHO-RCUXON02UYecKoU adanmayuu K wikone. Ilpedcmagnenvl nooxodvl, cmpykmypa,
cooepoicanue pabomsl NCUXON02A 6 YKA3aHHOM Hanpaenenuu. OCHO8ol adanmayuu Ha
HAYaIbHOM dmane 00yueHUs SIGIAEMCsl XOpOuldsl NCUXOL02UHECKAsl 20MOBGHOCHb peDeHKa
K wikone. B cmamve mak sice evloenenst bazosvie pakmopbl, KOMopbie GUsAI0Mm Ha UKONb-
HYI0 a0anmayuio: MOmueayus, KOMMYHUKAYUS, NOCMPOeHUe NPOOYKMUBHBIX COYUATIbHBIX
ceéasell ¢ nedazo2amu U 0OHOKAACCHUKamMu. B dannom uccnedosanuu noovepkueaemcs,
Ymo yposerb aoanmayuu pebeHKa 8 WKoe euusem na e2o 6061edeHue 8 00pa308ameib-
HOe NPOCMPAHCMB0, e20 YCHEeWHOCHb 00YUeHUs U UKOTbHYIO YCneeaemMocb.

KarueBble cjI0Ba: ICHX0I0THYECKOe BMEIATEILCTBO, A1aNTalusd, KO-
JIa, 00pa3oBaTesIbHOE NPOCTPAHCTBO, NCUX0JIOrHYecKasi TOTOBHOCTh K IIKOJIBHO-
My 00y4eHHI0, KOPppPEeKIHUsl.

Rezumat

Articolul prezintd revizuirea teoretica a studiilor experimentale dedicate stra-
tegiilor de interventie psihologicd, orientate spre optimizarea adaptarii psihosociale a
copilului in scoala. Sunt prezentate abordarile, structura si continutul activitatii psiho-
logului in aceasta directie. Sunt evidentiati factorii de baza care influenteaza adaptarea
scolara: motivatia, comunicarea, construirea de legaturi sociale productive cu profeso-
rii §i colegii de clasa. Fundamentul adaptarii la treapta primard o reprezinta pregdtirea
psihologica a copilului pentru scoala. Studiul prezentat in lucrare, evidentiaza faptul
ca nivelul de adaptare a copilului in scoala influenteaza direct implicarea acestuia in
procesul educational, succesul sau scolar si reusita academica.

Cuvinte - cheie: interventie psihologica, adaptare, scoald, spatiu educatio-
nal, pregatire psihologica catre scolara, corectie.
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Abstract

The present article is devoted to a review of experimental researches on psy-
chological intervention strategies to optimize a child's socio-psychosocial adaptation to
school. The basic factors that influence school adaptation are noted: motivation, com-
munication, building social relations with teachers and classmates. The approaches,
structure and content of the psychologist’s work are presented. The basis of adaptation
at the initial stage of education represents the good psychological readiness of the child
for school. The present study highlights the fact that the level of child's adaptati-
on at school influences his involvement in the educational space, his educational

success and school performance.

Keywords: psychological intervention, adaptation, school, educational
space, psychological readiness for school, correction.

CoBpeMeHHOE 00pa3oBaTeIbHOE TIPO-
CTPAaHCTBO U OOy4YECHHE B IIKOJE COIPO-
BOXKIIAIOTCSI PAZIOM OcoOeHHOCcTel. OHU
00YCJIOBJICHBI TEM, YTO JAHHBIHA MPOIECC
SIBJISIETCSI, C OJHOM CTOPOHBI, CTPOrO pe-
[JIAaMEHTUPOBAHHBIM, a C JPYrou, couera-
eT B ce0e MHOTO YepT <OKUBOTOY», aKTHB-
HOTO U BCECTOPOHHEI0 B3aWMOJICHCTBHSI
BCEX BKIIFOYECHHBIX B HETO CTOPOH: HIKOJIb-
HUKOB, II€AaroroB, ICHUXOJIOTOB U pOAN-
Tener. B maHHOM KOHTEKCTE OMHOH M3
TPAAUIMOHHO aKTyaJIbHbIX HpO6_HeMaTI/IK
SABIISICTCA COITMAJIbBHO-TICUXOJIOTNYCCKaA
amanTanusi pedeHka K 00y4eHUIO K IIKO-
JIe Ha pasHeIX ero dtamax [3, 9, 10, 15].
HOJI‘IepKHeM, 4YTO OHa HE OrpaHHuYMBa-
€TCA TOJBKO COJIEPKATEIbHOU CTOPOHOM
B YCIICIIHOCTH HpI/IO6peTeHI/I$[ YUCHHUKOM
3HAHUW, YMEHUN U HABBIKOB, HO U SIBJISIET-
Cqd OYC€Hb HIMPOKHMM W KOMIIJICKCHBIM (1)6-
HOMeHOM. Hanpumep, BakHBIM pakTopoM
IUIst peOCHKa SBIISIECTCS MOCTPOCHUE IPO-
JAYKTUBHBIX COLOHAJIBHBIX CBS3EH C rneaa-
roraMy M OJHOKJIACCHHKAMH, a TaKXkKe CO-
[UANBHBIN cTaTyCc peOeHKa B HIKOJIBHOM
KOJUIGKTHBE OYECHb 3HAYMTEJICH I €ro
JIMYHOCTHOTO B3POCJICHHUS. YKa3aHHBIC
(haKTOpHl HETOCPEACTBECHHO BIIUSIOT Ha
CaMOYyBCTBHEC IIKOJIbHUKA, U CBA3aHHBIC
C OTHUM INIEPECIKNBAHUSA.

Bwmecte ¢ TeM, 0c000 BBIICIMM U 3HA-
YCHUC WHIAUWBUAYAJIbHO—TICUXOJIOTUYeC-
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CKUX XapaKTepUCTUK JIMYHOCTH pedeHKa
JUISL YCTIEITHOW ajanTanud K 1mkoie [11].
Hapsny c mo3HaBaTelbHBIM Pa3BHTHEM,
YYEHHUKY HEOOXOJMMO HOPMATHBHO BO3-
pacTHOe pa3BUTHE SMOIUOHAILHO-BOJIE-
BBIX TIporieccoB. Cpemm MHOTOOOpas3us
(GaxTOpoB, HAWBAXHEWIIUM  CUHTACT-
¢ chopMupoBaHHas ydeOHash MOTHBa-
UsI, KOTopasi 00ecleunBaeT YCIEUTHYIo
HIKOJILHY IO COIUANTBHO-TICUXO0JIOTHYe-
CKyto amanTarmio [8].

Oco0yr0 aKTyalnbHOCTh I TI€Na-
TOTMYeCKO TICHXOJIOTHH TpUOoOpeTaer
npoOieMaruka KOPPEeKIMH HebIaromno-
JYyYHOW afanTanuu pebeHKa K IIIKOJe.
DTO CBI3aHO, MPEXIE BCEro, ¢ TeM, YTO
Jie3ajanTanus BIedeT 3a co00i HHU3KYIO
yCIIEBAEMOCTh YYCHHKAa W OTCTaBaHUE
€ro B YCBOCHUU 3HAHWUH, YMEHUU U HABBI-
KOB, a TaKXe MMPOoOJIeMbl B OBIAJICHHU UM
y4eOHOM nesTenbHOCTH. [laHHas TeMaTH-
Ka UIMPOKO HU3y4aeTcsl CIeNUaUCTaMU
JUTSL TPOPa0OTKH BO3HUKAKOIINX MPoOIeM
1 pa3pabOTKH MOIXO0B [T KX PELICHUSI.
VYkazaHHOW TeMe TOCBANICHBI PabOTHI
banamosoii E.}O., I'puropeeBoii M.B.,
JlutBunenko H.A., [Tmxenbko U.H. Vibs-
HOBOW u 1p. [2, 4, 5,6, 12].

OnTuMainbHas IIKOJbHAs aJamTaius
NP TIOCTYIUIEHUH peOeHKa B KOy UTpa-
€T OTPOMHYIO POJIb B JIajIbHEHIIEM yueo-
HOM TIporiecce. A OT TOoro, Kak 3T0 OyAeT
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MPOUCXOJUTh, OyAeT HEeNoCpPeICTBEHHO
3aBHCETh ¥ YCIEUIHOCTh €ro OOy4deHHS
B HauajbHOM mmikoje. IIpakTuueckuil ac-
MeKT HalpaBiieHUs] paboThI IICUXOJIOTA C
HENOATOTOBJIEHHBIMH MTEPBOKJIACCHUKAMHU
MO3BOJISIET OCYIIECTBIATh NCHXOJIOTHYE-
CKO€ BMEIIATeIbCTBO, KOTOPOE CIIOCO0-
CTBYET CBOEBPEMEHHOI KOPPEKIIUH C HC-
MOJTb30BAaHUEM CEH3WTHBHOTO IEpPHOAa
M JaIbHEHUINEN ONTUMAIBLHON IITKOIbHOM
aJIanTay y9eHUKa.

[Ipexxae uem mepelTH K 0030py HC-
CJIEIOBAaHNN U OIPEENIECHUIO0 TEOpEeTHYe-
CKHX OCHOB (CTpareruu, CTpyKTypbl U CO-
nepkanusi) 3pPEeKTUBHOIO MCUXOI0rHYe-
CKOTO BMEIIATeIhCTBA C yKa3aHHOW Kare-
ropuei 1eTei, CauTaeM 1meaecooopa3HbIM
MPOaHAIN3UPOBATh YPOBHEBHIN XapakKTep
paccMaTpuBaeMor MPOOIEMATHKH, B KO-
TOPOM MOXKHO BBIJENIUTH CIEAYIOLINE
MOJXOBI M TEMATHKY:

1. OOmme TEOPETHUYECKUE W IIPH-
KJIQZAHblE TPOOIEMBI TICHXOJIOTHYECKO-
rO BMEIIATEeNbCTBA C LENBI0 YCIEIIHOM
agantanuy peOeHKa B HAYAIBHON IITKOJIE.

2. llomxomsl K pa3BUTHIO M JHa-
THOCTHKE TCHXOJIOTHYECKOW TOTOBHOCTH
pebeHka Ha dJTame €ro MOCTYIUICHUS B
KONy, KaKk 0a30BbIiA (haKTOp AJISl OITH-

MaJbHOW  COLMAIBLHO-IICUXOIOTHUECKOH
aJlanTanuy.
3. Koukpernsle mnporpammsl (op-

MHUPOBaHUS U BMENIATEIHCTBA TICHXOJIOTa
C IeNBI0 KOPPEKIHH OCHOBHBIX KOMIIO-
HEHTOB  aJanTallii  [EePBOKJIACCHHUKA
(HanpuMep, MOTHBAIIMOHHOE 1 KOMMYHH-
KaTUBHOE pa3BUTHE peOCHKA U T.1.).

B npopomkeHur 0OTMETHM, 4TO Hapsi-
Iy C TICHXOJUArHOCTHYECKOW W Tpodu-
JAKTUYECKOW HaINpaBiIeHUSIMH paboTHI,
HE MaJIio BaKHBIM SIBJISIETCSI TICUXOJIOTHYe-
CKO€ BMEMIATENbCTBO C LEIHI0 ONTUMH3A-
MU aJanTalyuy IIKOJbHUKA. YKa3aHHbIE
BbIIe (OpMBI pabOTHI B ITOBCEIHEBHOM
MPAaKTHKE IICHXOJIOTra CYIIECTBYIOT B He-
paspsiBHOM efauHCTBe. OHAKO OTMETHUM,
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YTO OHM HMMEKIT CBOE CICIU(pHUIECKOES
COJlepXKaHNe W METOAUYecKyto obecre-
4yeHHOCTh. [IcuxonmarHocTuka BBIABISET
0COOCHHOCTH TICUXHYECKOTO PAa3BHUTHS
pebenka, cHOPMUPOBAHHOCTH OIIpe/ie-
JICHHBIX TICUXOJOTHYECKHX HOBOOOpazo-
BaHMI, COOTBETCTBUSI YPOBHSI Pa3BHUTHS
3HAHWW, YMEHUI U HaBBIKOB, JIMYHOCT-
HBIX W MEXKIUYHOCTHBIX O0pa30BaHUIA
BO3pPACTHBIM CTaHJAApTaM W OPHEHTH-
pam. Tak, Dmpkonun J[.b. oTrmeuan, drto
HeoOXOoAMMa CHelnHajbHasl TUarHOCTHKA,
HanpaBJIeHHas HE Ha OTOOp AeTel, a Ha Ha-
OIroeHue 3a XOZ0M UX Pa3BUTHSA C [ENBIO
JANbHEHIIeH KOPPEKIIUN 00OHApPYKEHHBIX
orctaBanuii [ 14]. [IcuxoamarnocTuka ais
IIKOJIBHOTO TICHXOJIOTA HE SIBIIAETCS CaMo-
1IeNbI0, T.K. OHA IOAYWHEHA Bceraa Oosee
BaXHOHM 3afjade — pa3paboTKe M OcyIie-
CTBJIICHUIO TICHXOJIOTMYECKOTO BMeIla-
TEIbCTBA B HANPABICHUU ONTHUMH3AINH
OTCTaBaHUil WK MpoOeIoB MKOIbHUKA. B
IEJIOM, THAarHOCTHUKO-KOPPEKIIMOHHAS Jie-
ATEIHHOCTH IICUXO0JIOTa B HAYaIbHOH KO-
JIe SIBIISICTCS CJIOKHOU, 00bEMHOM, B3aNM-
HO JTOTIOTHSIEMOU paboTON U, HE IO BCEM
BOTIPOCaM, JOCTAaTOYHO pa3pabOTaHHOU C
y4eTOM COBPEMEHHBIX IIEpEMEH B 00pazo-
BaHuH. BMmecTe ¢ Tem, oHa OazupyeTcs Ha
MPUHLMITHAIGHOM TIOJIOKEHUH, MPEIo-
xenHoMm [lyoposunoii 1.B. ABrop orme-
yaja, 4To [0 CaMOM CyTH AUAarHOCTUKa
M TICUXOJIOTMYECKOE BMENIATENbCTBO SIB-
JISIOTCS €IMHBIM HAIPaBJICHUEM JESITEIb-
HOCTH CHEIHaIKNCTa B oOpa3oBanu [1, 7,
13]. s mepcneKTHBHOTO YPOBHS perie-
HUS TpoOIeM BaKHA IICHXOJOTHYECKAs
npoduiakTuka. YkazaHHbie popMbl pado-
ThI IPETIONAratoT aKTHBHOE BO3/IEHCTBHE
NICUXOJIoTa Ha mpolecc (OpMUPOBAHUS
JUYHOCTH ¥ UHANBHIYaJbHOCTH peOeHKa,
a TakXXe IMOMOIIb YJaluMcs 10 MPeoIo-
JICHUIO TPYZHOCTEH B 00pa3oBaTEIbHOM
MPOCTPAHCTBE: B YUYCHUH U TIOBEACHUU.
Hccnenopareny, KOTOpbIE 3aHUMAa-
I0TCST pa3pabOTKON TPOOIIEMAaTUKH TICH-
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XOJIOTMYECKOTO0 BMEIIATEILCTBA U OITH-
MH3alHUM aJalTalyy, BBLIEIIIOT OCHOB-
HBIC TIPUHIIUIBI Pa3BUBAIOIICH PabOTHI B
nMaHHOM HarpasneHu# [ 1, 7, 9]. O6o0mmB
MX, MOXKHO BBIJICITUTH CICAYIOIINE: HHIH-
BUAYAIBHBIA TOAXOJ K IIKOJBHHUKY; CO-
3MaHue OoOpoXKenarebHOW aTtMochepbl
HAa 3aHATUSIX; PA3BUTHE U MOONIPEHHUE HH-
Tepeca peOCHKA K COACPIKAHUIO 3aIaHuH,
MOJJIEPKAHUE €r0 CTPEMIICHUS K YCIIEeXY;
MPUBIEKATETLHOCTh JJI IIKOJIbHUKA C
TOYKH 3peHHs (HOPMBI TPOBEACHUS 3aHS-
THH; 00s3aTeIbHOCTh JTala CaMOCTOS-
TEJILHOTO OLIEHUBAHMS IIKOIHHUKA CBOETO
pe3ynbraTta u Apyrue u fp.

ConepxaHue U CTPYKTypa TICHXO-
JIOTHYECKOTO BMEIIATENLCTBA, a TaKKe
BbIOOp (hOpM TIPOBEICHUS 3aAHATHUI OIpe-
eAeTcsl IICUXOJO0TOM Ha OCHOBaHHU
MAHHOM IUArHOCTHKHA U B COOTBETCTBHUU
C HMCXOJHBIMHU IEJSIMU 1O MPEOOTICHUIO

oTcTaBaHuil peOeHka. BaxHo, B JaHHOM
KOHTEKCTE, YYUTHIBaTh BO3PACTHBIC M WH-
JMBUTyaJbHBIE OCOOCHHOCTH Ka)JO0TO
y4JacTHHKA 3aHATHH.

Hamm wuccrnenoBarensckue — 3amadu
ObUTH OTpaHUYEHBI PaMKaMH BBISBICHHS
HPUEMOB M METO/IOB OKa3aHMs d(PPEKTUB-
HOI ¥ KOHKPETHOH ITOMOIIH MEePBOKIACC-
HUKaM C HH3KAM YPOBHEM aJalTalyuy.
B HayuHO-mIpuKIagHOW JHTEparype Cy-
IIECTBYIOT Pa3HbIE MOJXOIBI 10 yKa3aH-
HOW TeMaThke. JDTO MHOrooOpasue o0y-
CIIOBJIEHO, TPEXIE BCEro, HECXOKUMH
TEOPETHYECKUMH IIOJXO/laMH aBTOPOB B
0003HaYeHNH M TOHUMAHHH IIKOJIBHOU
aJlanTanyy Kak ()eHOMEHa ¥ MEXaHH3MOB
€€ CTaHOBJICHHS.

AHanM3 CTPYKTYpBl M COICp)KaHHS
BapHaHTOB CTPATETHH 110 (POPMUPOBAHHIO
KOMITOHEHTOB QJIaNTAlliU TPEJCTAaBUM B
BUJIC MOJICJIH B TaOMIHIIE.

Taoauna 1.

Crparterum, CTPyKTYpa M cojiep:kaHue ICHX0J10THYeCKOI0 BMelaTe/IbCTBa
AJI ONTHMMU3ALUH IIKOJIBHON afanTauum

Ne Kpurepuu ®opma, CTPYKTYpa H Cofep:KaHne
n/n
Bpemsi npoBeneHus 3aHATHI

1. B pamxax moaroroBku pebeHka k mkone | PaGoTa B HampaBIeHHMH pPa3BUTHS KOMIIOHEHTOB
MICUXOJIOTHYECKOI TOTOBHOCTH KaK BaXKHOTO (hakTopa
JUIS yCHEITHOH afanTaluy K LIKOJIe

2. Ha navaneHOM 3Tane oOyueHus Amanoruusslit popmar, kak 1 JIs IPEAbIAYIIEro KpH-
TepHst, HO C JOOABJICHNEM 3aJaHui JUTsl aJanTaun

ITo TMNY OopraHu3auuM 3aHATHI
1. WuuBuayansHbie [Ncuxomor wim nieaaror + pedeHOK
2. I'pynmoBsie: BapuaHThI INcuxonor nnu negaror + peGeHOK U CBEPCTHHK

IMcuxomor wim mnemaror + peOEHOK U rpyIma
OJTHOKJTACCHUKOB (6-8 CBEPCTHUKOB)

[Ncuxomor wim nexaror + xirace (15-20 nereit)

Ilo ¢popmam npoBegeHUs 3aHATHIH

C uCIoap30BaHUEM urp

A) Ilo mpaBuIaM ¢ MOTUBOM BBIUTPBIIIA

b) CroxeTHO-posieBble UTPbI

B) IlonBuxHBIE UTPHI U T.J.
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d)opMpr}omI/Ie U pa3sBUBAKOMINC 3aHATUA

KommutekcHpiii  moaxon B COBOKYITHOCTH  BCEX
OCHOBHBIX KOMIIOHCHTOB

3aHATHS C HUCIIOJIB30BAaHUEM DJJIEMEHTOB
TPEHHUHTA OOIIEHHS U PA3BUTHUSI KOMMYHH-
KaTHBHBIX HaBBIKOB

Creran3upoBaHHbIe 3aHATHS, KOTOPbIE MOTYT OIO-
cpenoBarh JM00yI0 (HOPMHUPYIOIIYIO U PAa3BUBAIOIIYIO
paboty ncuxosiora ¢ y4aruMucs

Temaruueckue 3aHATUA: MYy3bIKAJIbHBIC,
JINTEPATYPHBIE, KOHCTPYMPOBAHHUE, PUCO-
BaHUE, JICTIKA U T.J.

JlomonauTenbHBIE  (hOPMATHl  pa3BUBAIOLICH OMO-
CpeoBaHHOM paboTHI Ul BIUSIHUS HA T€ Cepbl, B
HaIpaBJICHUH KOTOPHIX HEOOXOMMO IIeJICHATIPABIICH-
HOE BO3JCHCTBHE

Ilo HanpasJie

HHOCTH 3aHATHIH

®opMHpPOBAHHE KOMIIOHEHTOB IIKOJIBHOM
aJlanTaluuu

Tpu OCHOBHBIX KOMIIOHEHTa KaK ITO3HABaTEIbHOE,
MOTHBALIMOHHOE SMOLIMOHAJILHOE pa3BuTHE. Bmecre
C TEM Ba)KHBIMU SIBIISTFOTCS U KOMMYHHKaTHBHOE, JTNY-
HOCTHOE, BOJICBOE Pa3BUTHUE U T.1I.

dopmupoBaHre KOMIIOHEHTOB ICHXOJIOTH-
YEeCKOM TOTOBHOCTH KaK 0a30BOro (axkropa
IIKOJIbHOM afanTalliu

PazBuTHE cIOCOOHOCTEH U CBOMCTB, KOTOPBIC MO3BO-
JISIOT 00€CIeYnTh BKIIOYCHHOCTh peOeHKa B 00pa30-
BATEJILHOE MPOCTPAHCTBO M BBINOIHEHHUS UM y4eO-
HOM nesitenibHOCTH. [IpuHsATHE colmanbHOM MO3UIUU
[IKOJBHUKA.

Pa3BuTHe y4eOHOH NeATeIbHOCTH

Pa3Butue 3HaHUN, YMEHHI U HaBBIKOB U INCHUXUYE-
CKHX TPOLECCOB MX oOecreunBaronmx. PDopmupo-
BaHHUE DJIEMEHTOB y4eOHOU JesTeIbHOCTH (CHoco0-
HOCTB JICHCTBOBATH MO 00pa3ily, yMEHHE CIyIIaTh K
BBITIONHATH WHCTPYKIMH, YMEHHE OLICHUBATDH BBIMONI-
HEHHE 3aJJaHUH U T.]1.)

PasBuTHE APYTUX BUAOB NEATEIBHOCTH

HrpoBasi nesATeNbHOCTD, PUCOBAHHIE, KOHCTPYHPOBA-
HUE, MOJICTUPOBAHHE U T.1.

IIo conep:xanuio 3aHATHI

Pa3BuTHe no3HaBaTenbHOM chepbl

3anaﬂym Ha pa3BUTHUC BOCIPUATUSA, BHUMAHMUI,
namsTH, MBIIJICHUSA, pEYH, BOO6pa)K€HI/I$I uTnAO.

Pa3BuTHE MOTHBAIIMOHHO - MOTPEGHOCT-
HOU cepsl.

dopMupoBaHue IO3HABATEIbHBIX MHOTPEOHOCTEH,
y4eOHOI MOTHBALH.

Pa3ButHe MEXJIMYHOCTHBIX B3aHMOOTHO-
IIEHHUH, OOIEHUSI U Pedn

dopmMupoBaHHE  KOMMYHHMKAaTHUBHBIX  HaBBIKOB,

CJI0BApHOIO 3amaca, FpaMOTHOM pedn

Pa3BuTHE MTMYHOCTHBIX KAYECTB

DopMHPOBAHUE YBEPEHHOCTH, a[EKBaTHASI CaMOOLICH-
Ka, TPYI0io0ue, OOIIMTEIBHOCTD U T.1.

Pa3Butne motopuku

DopmHupoBaHue JIBUT'aTEJIbHOMN
IUIACTUYHOCTH, PUTMUYHOCTH U T.[.

KOOpAMHALINHY,

B 3akmouenne 0030pa 3asBICHHON
TEMaTHKH OTMETHM, YTO CBOEBPEMEHHas
NICUXOJIOTUYECKasl TIOMOILb TI0 ONTUMAJIb-
HOH aJjanTalyy K IIKoIe peOeHKa, SBISET-
Csl 3QJIOTOM €ro JajbHEHIINX YCIIEXOB.
OTM OOBSICHACTCS WHTEHCHUBHAs Npopa-
00TKa MPOOIEMATHKU TICUXOJIOTHYECKOTO
BMEIIATEIbCTBA, €r0 CTPYKTYPBI, COAEpKa-
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HUS CHELU(DHUKN B 3aBUCUMOCTH OT MHOTHX
¢axropoB. JlaHHas AEATENBHOCTH HOCUT
KOMIUIEKCHBIM XapakTep W KOHKPETHBIN
¢dopmar. IIporpammsl ICHXOIOTHYECKOTO
BMELIATEIbCTBA ONPEIEISIFOTCS LENbI0 U
3aJa4aMM B KaXXIIOM OTIEJIBHOM CiIydae.
Oco00 momdepkHeM, 4TO Ha 3TOM JTarlle,
KaK ¥ B IOCIEICTBUH, BaKHA MOAJCPKKA
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Pesrome
CospemeHnHbie yueHbie OMMeYarom 6 meKyuux Uccie008aHusx, 4mo ncuxuye-
CKoe 300p08be YHAUUXCS YXYOULAemcst 8 CCe0CmEUL HACUNUs 8 chepe 00pa308aHusl.
Tossnsaomes Hogvle 8UObI HACUNUS CPEOU VUAWUXCS, PA3TUUHble hopmbl nedazozute-
CKO20 U NCUXOCOYUATIBHO20 HACUNUS, HAHOCAuuUe 8ped 300posbvio. TIpogeccuonanvhvie
Ooegopmayuu u nepeymomieHue OmpuyamenbHO CKa3bl8aomest Ha npoheccuoHaitbHou
oesmenvHocmu yuumernetl. IMOYUOHATbHOE UCTOWjeHUE nedazoed NOpoNcoaem Heade-
K8aMHOe NOBEOeHUe, CHUNCAEN KPEeamugHOCHb.
B cmamuve ananusupyemcs énusinue wKonbHOU Cpeodbl U Nedazo2uieckoeo npoyecca Ha
neuxuieckoe u Quzuyeckoe 300posbe YuacmHuKo8 00pazoeamenvHo2o npoyecca. /lamn
0030p COBPEMEHHBIX UCCIe008aHUL, NPOBOOUMBIX 68 HaAUuLell cmpane u 3a pybedcom, 0o
onacHocmu HebIA2ONPUSMHO20 WKOIbHO20 KIUMAMA, Ne0az02uiecko20 HaACUulus, Ou-
0aKmMo2eHuU, noCLey4edOH020 cmpeccd, BUKMUMUAYUS VHAWUXCS, CYUYUOATbHBIX ClU-
myayuii u paxmopos, cnocooCmsyouux ux 603HUKHOBEHUIO.

KualoueBble ¢J10Ba: MIKOJIBHBIA KIUMAT, OyJUINHT, BAKTAMM3AIUs, Me1aro-
rH4ecKoe HACH/IMe, AUAAKTOreHHs MOCTANAAKTHYCCKHH cTpece, MeIarornieckas
Aedopmanus, NpopeccHOHATLHOE BbITOPAHUE.

Rezumat
Oamenii de stiintd indica in cercetarile actuale deteriorarea sanatatii mentale
a elevilor ca urmare a violentei in mediul educational. Se evidentiaza noi forme de
violenta in randul elevilor, diverse forme de violenta pedagogica, psiho-sociala care
dauneaza sanatatii elevilor. Deformarile profesionale si surmenajul pedagogilor, au un
impact negativ asupra activitatilor profesionale al celor din urma. Epuizarea emotio-
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nala genereaza comportamentul inadecvat al cadrelor didactice, scade creativitatea.
Articolul analizeaza influenta mediului scolar si a procesului pedagogic asupra sa-
natatii mentale si fizice a participantilor la procesul educational. Se face o trecere in
revista a studiilor moderne din tara si de peste hotare despre pericolul climatului scolar
nefavorabil, violenta pedagogica, didactogenia, stresul post-didactic, victimizarea, si-
tuatiile suicidare §i factorii care contribuie la aparitia acestora.

Cuvinte-cheie: climat scolar, bullying, victimizare, violenta pedagogica, di-
dactogenia stres postdidactic, deformare pedagogica, ardere profesionala.

Abstract

Contemporary scholars note in current researches that students’ mental health
is deteriorating as a result of educational violence. There are new forms of violence
among students, various forms of pedagogical and psychosocial violence that are har-
mful for studets’ health. Professional deformations, overwork have a negative impact on
teachers’ professional activity. Teacher’s emotional exhaustion generates inappropriate
behavior, reduces creativity.
The article analyzes the influence of the school environment and the pedagogical process
on the mental and physical health of the participants in the educational process. A review
of modern research from our country and from abroad on the dangers of an unfavorable
school climate, pedagogical violence, didactogeny, post-school stress, victimization of
students, suicidal situations and factors contributing to their occurrence is given.

Key words: school climate, bullying, victimization, pedagogical violence,
didactogeny, post didactic stress.

IlcuxorpaBmMupyromue (bakTOphl, HeCIy4yalHbIM MOOOYHBIM HPOLYKTOM
TaKWe KaK HeaJeKBaTHBIM IUKONbHBIH  0Opa30BaHUs, MCIOJIb3YEeMbIM Ha CHCTe-
KJIMMaT, TEJaroruiyeckoe Hacujiue, AW- MaTHYECKOM OCHOBE. DTO MOXKET Mpo-
JAKTOTCHMs,  HOCTAWAAKTOTCHHYECKUH  SIBUTHCSA KAaK HACHJILCTBEHHAs PEeakuus y
CHUHIPOM, Oy/UIMHT M BUKHMM3ALUS BHO-  YYalIUXCS M yYUTEJEeH, B ONpENeIeHHBIX
CAT CBOH BKJaJ B (OpMHUpOBaHHUE ICUXU-  Y4YEOHBIX 3aBEICHUAX, HaIpaBlICHHAS
YEeCKOro U (PU3NYECKOTO 3[0POBbS yyacT-  MPOTHB APYTHX YYallUXCS WIN YUUTEINs
HUKOB oOpaszoBarenpHOro mporecca [1, [17,c.261].

c.236; 3, ¢.363; 4, c.5; 5, ¢.532; 10, c.56; Hoctmxenne o0pa3oBaTeNbHBIX pe-
c.146; 12, c.5]. 3yJIBTaTOB IEJaroraMM 4YacTo CBS3aHO

VXynimaeT ICUXHYECKOE 3[0pOBbE C INPEeHEeOpe)keHHEM K IOTPeOHOCTAM
yUYAIIUXCSl IMEAArorn4eckoe HAacWiIMe B JIMYHOCTH ULIKOJBHHKA, €r0 YHIKCHHEM,
obpazosarenpHO# cpene. Ilo mamueiM E.  mpunyxnenuem, ockoponenuem. [lemgaro-
Matusov, P. Sullivan, cymecTtByioT pa3- THYeCcKOe HACHIIME KaK BIACTHOE OTHOIIIe-
JU4YHBIE (POPMBI TICHXO-COLMANIBHOTO IIe-  HHE YYUTENsl K PEOCHKY COIPOBOXKAACTCS
JAroruyeckoro HACWINS, HPUHOCAIINE  ICHXOJOIMYECKUM, SMOLMOHAIBHBIM Ha-
Bpel 370pOBbI0, (U3MUECKUX, COLUANb- CHJIIHMEM, arpecCHel CO CTOPOHBI IIearora.
HBIX, SMOLMOHAIBHBIX U IICHUXOJIOTHYe- CuHAPOM MENarornyeckoro HacHiIus
ckux Ooneill WM yrpo3sl Takux Oonel, CIocoOCTBYET BOSHHKHOBEHHUIO OTKIIOHE-
KOTOpPBIE SIBISIETCS JINOO CPEACTBOM, IMOO  HHUW B 370pPOBbe AeTel. Bo3HMKHOBeHWE
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CHH/IpOMA TIE€AATOTHYECKOTO  HACHIIHA
CBSI3aHO C JIMYHOCTHBIMH OCOOEHHOCTS-
MU negarora. HemoctaTouHbll ypoBEHb
CaMOCO3HaHUsI W HepaszBHUTas pediexcus
YUHTENs], TIPUBOAST K IOCTIDKEHHIO MM
MeIarOTHYeCKUX Pe3yNbTaToB 4epe3 HC-
MOJTb30BaHNE HACWIINSA B ITEJarorHIeCKOM
mporiecce. S-KOHIENIys megarora omnpe-
JIENSIeT €ro IJNYHOCTHYIO COIHAbHYIO
ycTaHOBKy (attitude), koTopas cBs3aHa C
MPOSIBIICHUSIMU OMOIMI B JIESTENHHOCTH
U ux peryiasuued. Huskuil ypoBeHs sMma-
THW BIHUAET HA KOMMYHUKAI[UH YYHTEIS
B Tporiecce AestenbHocTH. [lemarormue-
ckoe obmeHne nehopMUpyeTcs HEPBHO-
[ICUXUYECKOH HEYCTOMYMBOCTBIO IIEAAro-
ra, ero KOH(QIMKTHOCTHIO B OTHOIIEHHUSX
¢ yqamumucs. JInaHOCTHAS TPEBOXKHOCTD
BBI3bIBA€T KOH(DIMKTHBIE OTHOIICHHS B
MearorMueckor JIeATeNIbHOCTH W TIpH-
BOJIUT K 3aIATHBIM PEAKIIHSIM, COTIPOBO-
KTAIOMUMCSI MCTIIOJIH30BAHUEM HACHIIHSA
[12, c.146]. Ot HeratuBHBIC (AKTOPHI
B JIEATEIBHOCTH TEearoroB 4acTo CBs3a-
HEI ¢ podeCcCHOHANBHON nedhopMaIineH.
[Ipodeccnonanbras aedopManus II0-
HUMAaeTcsl KaK KOTHUTHBHOE MCKa)KEHUE,
TICUXOJIOTHYECKas JEe30pUEHTANNS JINY-
HOCTH, (hOpMUPYIOIIAsCS U3-32 TTOCTOSH-
HOTO TIPUCYTCTBUS JaBJICHHUS BHEITHUX H
BHYTPEHHUX MEIarornyecKoi AeqaTeIbHO-
CTH ¥ IPUBOJIAIIAS K JOPMHUPOBAHUIO CIIe-
nudugecKu-nmpodheCCHOHANBHOIO  THIIA
nuuHoctu. B marepuane ®@okunoit M.B.
n YymakoBoil C.A. omMcaH INCUXOJIOTH-
YecKui Mpoduis Tegarora, CKIOHHOTO
K CHCTEMAaTUYECKOMY TMEeIarorndecKoMy
HacWInio. ABTOpaMH TOKa3aHO, YTO Tie-
JTATOTHYECKOE HACHIINE BBICTYIIAET BapH-
QHTOM TICHXOJIOTUYECKOTO HACWIIHS, TPH
KOTOpDOM aBTOp HACWIIBCTBEHHBIX [IEH-
CTBUH TEPEHOCHUT OTBETCTBEHHOCTH 3a
HACWIIbCTBEHHBIE JECWCTBUS HAa MHHMEIE
WIA peanbHble HEIOCTaTKH J>KePTB Ha-
CHJIHS W OTPaBAbIBACT HACHIHCTBEHHEIE
IEHCTBHUS BHEIIHMMH TNpHIuHamMu [13,
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c.47]. IlposBisiercs medopmartis JTMIHO-
CTH B aKIEHTyallid Ka4eCTB JIUYHOCTH C
OHOBPEMEHHOM Jerpanarueii mpodec-
CHOHAJIbHO-BO)KHBIX KaueCTB, BOBJIICUCH-
HBIX B JeATenbHOCTh. [Ipomcxomgut wus-
MEHEHHE B MPEACTABICHHUSX TI€JaroroB o
po¢heCcCCHOHATBHO-BAXKHBIX KadeCcTBax.
CocpenoToYeHHOCTh Ha MPEeIMETHBIX 3a-
Jladax MPUBOAWT K THIIEPTPOPHUPOBAHHOM
OIIEHKE BaXHOCTH M 3HAYMMOCTH O0Y-
YeHWs] 3HAHWSAM W WTHOPHPOBAHWU JIHY-
HOCTHO-PA3BHUBAIONIUX 3a/1ad B JESTEIb-
HOCTH. AKCEOJIIOTUYECKHI CIBHUT BIIEYET
3a €000l TPOU3BOIHHO-CYOBEKTUBHYIO
WHTEPIPETANI0 HOPMAaTHBHOTO MOBE/Ie-
Hus. Jledopmarus mpodeccrHoHaTbHBIX
¢byHKIMKA 1 HOpM ¢uKcHpyeTcs B (heHo-
MeHax penyknuu (YrporieHus) npodec-
CHOHAJIFHBIX OO0SI3aHHOCTEH, HWHBEPCHUH
CyOBEeKTUBHOTO CMbICHa Mpodeccuu, B
OClTabfieHNH KOHTPOJNS 3a peau3alu-
eil TpodeCCHOHATBHOTO TOBEICHHS, B
YIPaBIEHYECKOU 3PO3UH, TOBEICHUYECKOM
purngHoctu.  umeprpodupoBaHHOCTD
OIIEHOYHOW (D)YHKIIMY B JIEATEILHOCTH Tie-
Jlarora TposIBISIETCS B TOM, YTO II€Aaror
KaK CyOBEeKT JEATEIbHOCTH MPHUCBANBACT
ce0e mpaBo Ha JIFOOBIE OIICHKH B ACSATEIb-
HOCTH, YTO TPUBOIUT K MPodhecCHoHaIb-
HOMY nmHU3MY. [legaror cMoTpuT u ore-
HUBAeT yUYE€HHUKa CKBO3b KOOPIMHATHYIO
CETKy CBOMX MpPO(hecCHOHANBHBIX Mpe.-
CTaBJIICHWH, OCHOBAaHHBIX Ha MPHOpHUTE-
T€ MpEeAMETHBIX 3HaHui. Takoil moaxon
BO B3aMMOJCHCTBUH TMOPOXKAAET TPYIHO
MpeoioyieBaeMble Oapbepbl, BUKTUMU3U-
PYeT 3TH OTHOUICHHS C YYAIIUMUCS.

Y memarora TpOSIBISIETCS  IIOTIIO-
MIEHHOCTh  JESTEeIbHOCTHIO, TIIOCTOSH-
Hasi TOTPeOHOCTP B €€ BHIOIHEHUH,
KaK eJIMHCTBEHHO BO3MOXKHOTO CHOC00a
caMopeanu3alyy, MPOSBISIOMIAsACS B
(heHOMEHAaX «TPYIOTONM3May; TMpodec-
CHOHAJIbHOTO  «OTPYyOJeHHS»  JUYHO-
CTH; aBTOPUTApU3ME; YIIOCHHsS BIACTBHIO.
W3meHeHns caMOCO3HaHWS JUYHOCTH,
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¢ukcupyemple B 1ehOpMHUPOBAHHBIX
«Sl-o6paze» u «Sl-xkoHUHENIMN» CyOBEK-
Ta gestensHOCTH. CTEneHb paccoryaco-
BaHHOCTU Mexnay S — peanbHbM U S —
WeabHBIM BIUSIOT Ha SMOIMOHAIBHOE
COCTOSIHHE JIMYHOCTH, I[TOBEIEHYECKHE
TEHJCHIINU Tefarora. Takoe paccoriaco-
BaHUE XapaKTepU3yeT CaMOOIEHKY, Yepes
KOTOPYIO  OCYIIECTBISIETCSI  PETYISIIHS
OTHOIIIEHUH C ydYalmquMHCs B TIpoIlecce
IearoTnueckol  mesrenbHOCTH. Head-
(heKTUBHOCTh MPUHUMAEMEBIX PEIICHUH B
MearOTMYeCKAX CUTYAIMsIX MPUBOIUT K
HeA(D(DEKTUBHOCTH MPOGeCCHOHATHHOTO
B3aUMOJEHCTBUA. VIMEHHO HEnmpoayk-
TUBHOCTH B3aUMOJEHCTBHS C YIAITUMHUCS
BeIeT K KOH(MIMKTaM W BpakIeOHOCTH B
OTHOIIIEHUSIX W CIHOCOOCTBYeT BO3HHK-
HOBeHHIO (heHOMeHa 00pa30BaTeIHLHOTO
Hacwms. [Ipu3HakamMu HeOIaromomyqus
B 00pa30BaTEIIEHOM KITMMaTe MOXKHO CUH-
TaTh MOHOJIOTHYHOCTH U HEOOCYXTaeMoe
JIOMAHUPOBaHHE TIeIarora, MPOsBIISIONIHU-
ecsl B 4YyBCTBE CBOEH aOCONIOTHO MpaBo-
THI, JAEMOHCTpAIlUN aBTOPUTAPHOCTH U
arpeccuu. Ilpn 3TOM y4eHHWK BOCHpPHHU-
MaeTcs Kak OOBEeKT Il MaHHUITYISIUH,
KaK CII0CO0 TOCTYDKEHHs LeJel memaro-
ra, HECBA3aHHBIX C JIMYHOCTHIO Yydarle-
rocs. XecTkasg CTpYKTypHpOBaHHOCTh H
(hopMaM30BaHHOCTh B3aWMOOTHOIICHHHA
B CHCTEME «CYOBEKT-0OBEKT» O0OHapy-
KUBAETCA B OTHOIIEHHUH K YUEHHKY Kak
K 00BeKTy MpodecCHOHAIBHON JesTelnb-
HocTH. Ilemaror wacto pyKoBOACTByeTCS
CTEPEOTUTIaMH, CIOKUBITUMIUCS y HETO
B TIporecce nesTenbHOCTH. OTCyTCTBHE
SMIIATUMHBIX OTHOLLIEHUN IPUBOAUT K HE-
BO3MOXXHOCTH B OTHOIICHHAX YYEHHK-Y-
YUTENh MPOSBIATH COUYBCTBHE, COTEpe-
xuBaHWe. B mpodeccuoHaIbHOM B3au-
MOJICHICTBHH TIPOSBISieTCS Oe3pa3imdue,
paBHOAyIIHE K CYOBEKTHBHOMY OIIBITY
YYaIIuXCs, 9TO MPETSITCTBYeT COTPYIHH-
YEeCTBY C yYaIIUMHUCS, peaH3aliy JIHY-
HOCTHO-OPHEHTHPOBAHHOTO TOIXO/la B
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00pazoBaHU.

PazButne y memarora mpodeccuo-
HAJTBHBIX COCTOSHHAN (U3UIECKOTO, IMO-
[IMOHAJTFHOTO W YMCTBEHHOTO HCTOIIE-
HUS, TIPOSIBISIIOIINECS B CHHAPOME IICH-
XUYECKOTO BBITOPAHHS»; CHHIPOME XpO-
Hrdgeckor ycramoctu (CXVY); cummrome
«TEepeXWBaHUS  MCUXOTPABMHPYIOIIUX
00CTOSATENBCTBY; SMOIMOHAIBHON PUTHI-
HOCTH; «3aCTPEBaHUI» B CBOEM Tpodec-
CHOHAJILbHOM Pa3BUTHH U B TICHXOJIOTHYE-
CKOM TIPECHIIIEHNH MPO(PEeCCHOHAIBHOM
JesiTeNnbHOCThI0.. DopMUpoBaHHE HEafe-
KBATHOW DPETYJIATHBHON CHUCTEMBI CTaOH-
JU3aIUH JTMYHOCTH, BKIIIOYAroImen GpeHo-
MEHBI TICUXOJIOTHYECKON 3aIlUTHI; CaMo-
oOMaHa; TOBENCHUYECKHX aehopMaItnii;
YMEHHS B3[VISIHYTh Ha CUTYAIHIO C IPYTOi
no3unuy. [IpobneMsl megarora 0COOCHHO
MIPOSIBIIAIOTCA B AMOITMOHAIBHON cdepe.
OTO OTpakaeTcsi B AMOIMOHAJILHON OT-
CTPaHEHHOCTHU OT YYalllUXCs, B OMOPE Ha
npoecCHOHANBHBIE CTEPEOTHIIBI; YIIPO-
IIEHHOM BOCHIPUATHU TEJarorudecKoi
CUTYyallll, CHIDKEHUH TOJIEPAaHTHOCTH K
dbpycrparum.

IIpodeccronanpaple  aedopMaIuu
HETaTUBHO BIHAIOT Ha TMpodecCHOHaIb-
HYIO JesTenbHOCTh memarora. lIpodec-
CHOHAJIbHYI0 Je(OpMAIHI0 OMUCHIBAIH
B CBOMX paboTax TakWe ICHUXOJOTH Kak
E.N. Poroe, A.K. Mapkora, 2.®. 3eep,
C.I1. be3nocor, P.M., I'panoBckas, C.A.
HpyxwuioB. MccnenoBarenu BbIAEISAIOT:

-npoeCCHOHANBHYI0  AeQOpMaIInio
JUYHOCTH,

-npoeCCHOHANBHYI0  AeQOpMaIInio
JIeSITeIbHOCTH,

-poeCCHOHANBHYI0  AeQOpMaIInio
TPYIOBOTO TTOBEICHUSI.

Jns o0o3HadeHN HETaTHBHBIX U3Me-
HEHUH B TPOdeCCHOHATHHOW AeATEINb-
HOCTH WCTOJIB3YIOT TaKXKe TEPMUH «IIPO-
¢deccuonanpuple  gectpykmum»  (O.D.
3eep, C.A. JlpyxwunoB). [IposBisercs me-
(dopmanus neSTENFHOCTH B CIEAYIOIIEM:
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B JIEATENILHOCTH TIE€Jarora yCHIMBAETCS
MPUBEPKEHHOCTh HHCTPYKIUSAM, DPealu-
3yeMas C TIOMOIIBI0 Takux (popMm moBe-
JIeHUs KaK: opMaiu3M, MeJaHTUIHOCTb,
KECTKasl periiaMeHTaIs JeATeTbHOCTH,
V3IUIIHAS YBEPEHHOCTh B HEIOTPEIIH-
MOCTH HCIOJB3yeMBIX MeTonoB. [lemaror
HE CTPEMHTCS K WCHOIH30BAHHUIO HOBBIX
crroco6oB 1 GopM paboTHI, B €ro pabore
MPOSIBIISIETCSA HU3Kasi podecCHoHaTbHAS
MOOMIIHLHOCTb.

Oco0eHHOCTH WM3MEHEHHS U aedop-
MaIyl JHYHOCTH TIefarora OJIOKHUpYeT
CTAaHOBJICHHE WHINBUIYaIbHOTO CTHIIA
JIESTEIbHOCTH TIearora, MOTHBAIHIO K
ero mpo(ecCHOHaTFHOMY Pa3BUTHIO.

B Takux OTHONIEHHUSAX C METAaroroM y
JleTel BO3HMKAeT He TOJIHKO HETaTWBHOE
MICUXWYECKOE COCTOSHUE, HO U HEBPOTH-
YecKue MPOsBICHUS B (hopMe TUIaKTore-
HUU.

JunakroreHuro, Mo HameMmMy MHe-
HUIO, HEOOXOIMMO paccMaTpuBaTh Kak
MICUXOCAaMOTHYECKH (eHOMEH, T.K. Kpo-
M€ HEpPBHOM, B MATOJIOTUYECKUN MpoIIece
BOBJICKAIOTCA W JPyTHUE€ CHCTEMBI Opra-
HuU3Ma yueHuwKa. [IpoBereHHBIE paHee
HaMU HCCJIEeI0OBAHNS TTO3BOJIIIIN T0Ka3aTh
pOTb AMIAKTOTEHHBIX (DaKTOPOB B BO3-
HUKHOBEHHE CHHIPOMA TEeJarOrHIeCcKOTO
HACWIIMS, 0OOCHOBAaTh JAaHHBINA TEPMHUH H
MPEUIOKUATE €T0 KIIACCU(PUKAIIHIO.

Cunopom neoazozuueckozo HacuIus
— BO3HHKHOBEHHE KOMIUIEKCA OMKIOHe-
HUIl 6 COCMOAHUU 300P06bs IKOIIEHUKOB
O] BIVMSTHUEM HeaJeKBaTHBIX IIeJaroru-
YECKMX METOAOB, ACHCTBUH W y4eOHBIX
Mporpamm.

CHHIpPOM TIE€Jaroruv4ecKoro HaCHIHS
MBI pa3/iemiiv Ha:

1. CuazmpoM JeruTUMHOTO (y3aKo-
HEHHOTO0) MeAarorniecKoro HacrIusl.

2. CuHIpOM aJIMUHHCTPATUBHOTO IIe-
JTATOTUYECKOTO HACHITHSL.

3. CHHIIpOM aBTOPUTAPHOIO I€/Iaro-
THYECKOTO HACHUTHSI.
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J1s TMarHOCTHKYN CHHIPOM aBTOPH-
TapHOTO MENaroTHYecKOr0 HACHIIUS MBI
WCTIOJBh30BAIM  pa3paboOTaHHYI0 HaMHU
aHKETY, BKITFOUAIOMIYIO PSIJT BOIIPOCOB, OT-
pakaromX B3aMMOOTHOIIICHUE YIUTETeH
W ydJaluxcs MpH MPOBeeHUN 00pa3oBa-
TeTLHOTO Tporecca [6, ¢.106; 7 c.3].

Cpenn paboT 10 BIMSHUIO TIEIAro-
THYECKOTO TpoIlecca Ha COCTOSHHUE 3710-
POBBsI IKOIBHUKOB, 0CO00€ MECTO 3aHU-
MalOT WCCIEeNOBAHHUS Pa3IHYHBIX (QOpM
MUIaKTOTeHUH. BiusHIEe HeaneKkBaTHOTO
MeTarOTMYeCKOr0 TPOIIecca U «KECTKO-
ro» TIOBEICHHUS YUHTENS, B Pa3IHIHBIX
KPUTHUECKUX CHUTYaIUsIX, HEPEIKO IpH-
BOJIUT K BO3HHUKHOBEHHUIO JTUIaKTOTCHHUH
[7, ¢.19; 8, c.115; 14, c.151]. B ocHoBe
Mo0BIX (OpPM MHIAKTOTCHUI Bcerma Jie-
JKUT KOHQUIUKT, B PE3yIbTaTe KOTOPOTO
YYEHUK TOIy4aeT TMCHXUYECKYI0 TPaBMy
0 BHHE TIeJIarora, KOTopas MOXeT TpaHC-
dbopMupoOBaTECSI B HEBPO3 M TpelyeT
CPOYHOM KOHCYNBTAIMH Y KIMHUYECKOTO
TICUXOJIOTa WJIH JICYCHUS Y TICHXOTepareB-
Ta [2, c.4].

ITo manaBIM Mpodeccopa MupomHu-
yeHKo A.A., IWJAKTOTeHUs KaK TePMUH
penko ymoTpelisercss B JIEKCHKOHE Tie-
JIaTOTHYECKOTO coolimecTBa U mpodec-
CHUOHAJIBHOU AeaTeNbHOCTH yuuTeneid. Ho
OHa peajbHO MPUCYTCTBYET U Pa3IUIHbIC
MPOSIBIICHUST TIENarOTUYeCKOT0 HACHIIHS
CYIIECTBYIOT Ha BCEX YPOBHIX 00pa3oBa-
Husl. IX 00beM U IMHAMUKY B COBpEMEH-
HBIX YCIIOBHUSX HEBO3MOXKHO OIICHHTb, T.K.
B CHCTeMe 00pa30BaHMA WX MaJlo KTO IIbI-
Taercs u3mMeputh [11, ¢.162].

Bepapimes N.C. 1o TskecTH U Tede-
HUIO TUAAKTOTEHUH TIOAPA3IeNs Ha JIeT-
KHe, CPeTHETSDKENbIe U TshKeTble (POpMBL.
[lo pmuTensHOCTH TE€YEHHA HA: OCTPYIO
— C KOPOTKHM 3IIH30/I0M, TIOJOCTPYIO — C
MOBTOPEHUEM DSIU30/la NUIAKTOTCHUU |
XPOHHYECKYI0 — CHUCTEMAaTHYECKYIO IH-
JIakToreHuro [2, c.4, 9].

[lo HatremMy MHEHUIO, CIIeTyeT BBECTH
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MOHATHE «HOCHOUOAKMUYECKoe cmpec-
cosoe paccmpoiicmeo» (IIICP), mox xo-
TOPBIM CIIEIyeT MOHWMAaTh TICHXHUYECKOe
COCTOSIHHE, BO3HHKAOIIEEe B pe3ysbrare
€IVHUYHOTO WM HEOIHOKPAaTHO MOBTO-
pATOIIUXCST COOBITHH, OKA3bIBAIOIINX He-
raTUBHOE BO3/ICCTBUE HA IICUXWUKY WH]U-
BHJA B pe3yabTare TUAAKTHYECKOU («Iie-
JTATOTUYIECKOI») NEATETLHOCTH POTUTEIS,
YUHTEINS, KOJJIEKTHBA, B KOTOPOM YeJIOBEK
BEIHYKJIEH HAXOJUTHCS WIIN B pe3ysbraTe
aKTUBHOTO YKIIOHEHHs OT He€ («memaro-
THYecKast XaJlaTHOCTBY).

Bymmmar  gBnsercs mpobmemoit  BO
MHOTHX MIKOJIaX IO BCEMY MHUPY. JTO
paccMaTrpuBaeTcs Kak HeXxelaTeIbHoe SB-
JieHne B 00pa30BaHWUMU, U BO MHOTHX CIIy-
JasX CHIDKEHHE YpPOBHS H3/EBATEIbCTB
SBIISIETCS IIeNTbI0 HAIlMOHATBLHOW U MeECT-
HOM TIOMUTHKHA B 00JIaCTH 00pa3oBaHU.
I'maBHast crparerns B TpeAOTBPALICHHH
OyJUIMHTa B COBPEMEHHOW POCCHICKOM
IIKOJIE  JOJDKHA — BKITIOYATh—YyCHIICHHUE
B3aFIMOTIOMOIIIA CPEIH JIeTeH, IOoBepHe
B KJIacce, MPOABIDKEHHE OOIIEeCTBEHHOW
KOMITETEHTHOCTH, TIOBBITICHNE (QYyHKITHU-
OHHMPOBAHHUS HABBIKOB TOJIEPAHTHOCTH Y
arpeccopoB M 3aIlldTa OT OMacHOCTeH [1,
¢.236;11]. BynumHT ¥ BUKTUMHU3AIUS Cpe-
IIA IeTell W MOJPOCTKOB, Ha HAIl B3I,
HE TOJIBKO Mpo0dJiieMa JIETCKOTO BO3pacTa.
DTH )KEeCTKO HETaTUBHBIE B3aMMOOTHOIIIE-
HUSL MEXAY NETHMH IPOBOIUPYIOTCS aT-
Moc¢epoit B 00pa3oBaTeI-HOM YUpexK/Ie-
HUH, Ha KOTOPYIO BIHSAIOT TIEJArOTH CBOU
OTHOIIIEHUEM K yYalluMCA, CTenn(uKon
B3aMIMOJICHCTBUS, OCHOBAHHOM Ha IMOJaB-
JIEHUH U 00pa30BaTeTbHOM HACHIIHH.

[Ipodunaktrka OyIMHTa M BUKTH-
MU3AIH CPeAH JeTel M TMOIPOCTKOB MO-
KET CIYXKUTh MPOMUIAKTHKON TKEIBIX
MOCTIE/ICTBUNA TPABIHX ISl UX TICHXHUYECKO-
T0, PU3NIECKOTO U COMMATHLHOTO 01aromo-
nmyuns B Oymymem [10, c.146; 11, ¢.162].

Edward C. Fletcher Jr et al. mokaza-
U B3aHMOCBSI3b MEXAY THIIOM IIKOJIBI
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Y BHUKTHUMH3AIMEW YYaIlUXCsA, a TaKxKe
OyJUIMHTE B ATHX IIKOJaX. ABTOpPHI CpaB-
HWJIA W3]I€BATEILCTB HAJ INKOJIbHUKAMHU
B TpPeX TOPOJCKUX MIKONAX Pa3TUIHOTO
mpoWiIst: CIeNUaTn3UPOBAHHOM, «IIIKO-
JIOM B IIKOJIe» W B OOJIBIITION TOPOICKOM
001eo0pazoBaTeIbHON  CpemHEH  IITKO-
ne. OHU BBISIBHIIH, YTO, IO CPABHEHHIO C
WX CBEPCTHHKAMH M3 00111e00pa3oBaTeIb-
HOIl cpelHeW MIKOJbI, Yy4alluecs JBYyX
mpo(heCCHOHANBHBIX IIKOJ 3HAYUTEIHHO
peke CTaHOBATCS KEePTBAMH W HAOIIOMA-
0T 3a H3eBaTenbcTBaMu [15, ¢.114].

B unccnenosanuu, npoBeneHHOM Eric
Peist, Susan D. McMahon, Jacqueline O.
Davis, and Christopher B. Keys, ydacr-
BoBanu 403 yuuTens U3 HaLMOHAIBHO-
o0 Ompoca, TMOCBSIMIEHHOTO HACHIIHIO,
HaNpaBICHHOTO MPOTHB yuHTenei. OHH
BEISIBIUIA, YTO Ha TEKy4eCTh KaJpOB B
IIKOJIaX BIIMSET MHOXXECTBO (DaKTOPOB, B
T.4. U BIASHUE HACWJIV, HATIPABICHHOTO
npoTuB yunrenei [18, ¢.553].

WzneBarenscTBa MO-TIPEKHEMY  BBI-
3BIBAIOT OECITOKOWCTBO B IIIKOJIAX, BKITIO-
Yasi BOIPOC O TOM, MOYEMY HEKOTOpEIE
JIeTH 3amyTruBatoT apyrux. OnHa U3 Bep-
cuii auddepeHMaE  poyie  3aIryTH-
BaHWs (HApUMep, XyJIWTaH, )KepPTBa, XY-
JUTaH-)XePTBa) 3aKJIFOYaeTCs B TOM, YTO
HEKOTOpBIE JIETH MOPAIFHO HE BOBJICUCHBI
WA MOTYT Pa3beINHUTh CBOE MOPAITBHOE
nonnManne u moseneHue. Rachel Stein
and Shane Jimmerson B HacTOsIIEM HC-
CIIEZIOBAHUN HM3YYaJl TUIBI 3aIlyTHBaHUS
Y TIPUHIAITE MOPAJbHOTO OTKa3a OT HETO.
PesynbTars! 1mokasam, 9To 3ayTHBaHUE U
Mpecie0BaHNe Pa3InIalOTCs B 3aBUCHMO-
CTH OT CTETleHH BoBJIe4eHHOCTH. OHU BHI-
SIBIJIM, YTO MOPAIbHOE OTUYKJeHHE OBLIO
CBSI3aHO CO CTETMEHBI0 YUACTUS yUaIUXCS
B M3/IEBaTeIbCTBAX. Y4Ualrecs U3 Kiacca
«XyIUTaH-XEePTBa» HMEI CaMbli BBICO-
KU ypOBEHb MOPAaJbHOM HENPUBSI3aHHO-
CTH, 32 HIMH CJIeJIOBAJIH YISHUKH U3 KJ1ac-
ca JKepTBBI, KJIacca COIUATFHOM JKEPTBBI U
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KJlacca ayTcaiaepos [22, ¢.485].

WzneBarenpcTBa - MIMPOKO Ppacmpo-
cTpaHeHHas robanbHas mpobiaema ¢ ce-
PBE3HBIMH TTOCIEACTBUAME JJISI TTOCTpa-
nmasmmx. Sarah Halliday, Tess Gregory,
Amanda Taylor et al. uccnemoBamu mo-
CIEICTBHUS M3/IEBAaTENIbCTB B paHHEM
IIKOJIEHOM BO3PAacTe Ha MCUXOJIOTHIECKOe
COCTOSIHHE M aKaJIeMUYEeCKyl0 ycIieBae-
MOCTh B TOJIPOCTKOBOM Tepurofe. bbuto
00HapyXE€HO, YTO KEPTBBHI HCIBITHIBAIH
OTpHUIIATENbHBIE TICHXOCOIHAIEHBIE pe-
3yABTATHI, BKIIOYAsl YCUIIEHUE JETIPECCHH
U TPEBOXKHOCTH, YCWICHHE HETPHUITHS
CBEpPCTHUKOB, 0o0jee HHU3KYIO ycIieBae-
MOCTb B HIKOJIE. Y JEBYIIEK Yale BO3HH-
KaJli CHUMIITOMBI JEeTPECCHH, TPEBOTH H
CYHIIUJABHBIE MBICIH, TIO CPAaBHEHHIO C
roHOMmamu [16, ¢.351].

Kak TpaauiimoHHBIE UIKONBHBIE W3-
JIeBaTeIbCTBA, TaK M KHOEp-M3/IeBaTelb-
CTBa CpeI TOAPOCTKOB CTAaHd MEXIY-
HapOIHOW MPOOIEMON BO MHOTHX CTpa-
Hax mupa. Ruhui Zhao & Xuening Yao
NnpoBenu aHkeTupoBaHue 1814 crapiie-
KJIACCHHKOB Ha BBISBIICHHE OYIUIMHTa H
BUKTHMHU3alMU. Pe3ynpTarel aHanmsa 1mo-
Ka3alld, YTO JIENPECCHUBHBIE CHUMIITOMBI
WUTPAA TOCPETHUYECKYIO POIb MEXKIY
ompeneNeHHpIMI  (hopMaMll BUKTUMH3a-
MU, CBA3aHHON C W3JEBATENbCTBAMH H
cynuuaanbHeiMu uaesMu. Kpome Toro,
BUKTUMU3AIMS W CHMIITOMEI JIETIPECCHUH,
BBI3BIBAIOIINE CYHIUIAIBGHBIE  MBICIH
ObUTH CHJIPHEE Y JeBOYEK, YeM y MaJIBIH-
KoB [23].

Paul R. Smokowski et al. mpose-
JI UCCIICIOBAHM IO OIeHKe 3 EeKTHB-
HOCTH IIKOJBHBIX CYIOB JUISl TIOIPOCTKOB
B 24 ciyd4aifHO BBIOpAaHHBIX CPEIHHX H
CTapIIuX IIKOJ. ABTOpPHI TOKa3alld, 4TO
IIKOJIBHBIE CY[BI B 3HAYUTEIFHOW CTele-
HU TIOJIOKUTENFHO BIMSIOT Ha COKparle-
HUE YHCIa Jpy3ed-IpaBOHApYLIUTENIEH
Cpeau CTapIIeKIIACCHUKOB. YNCIO KepTB
M3IeBaTENbCTB COKpaTmioch Ha 47%, 1o
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CpaBHEHHMIO ¢ 22% B ILIKOJIAX C OTCYTCTBU-
€M IIKOJBHBIX cynoB [21, ¢.566].

B wuccrnenoBanmsix Natasha Pushch
ObLTa BBISIBIICHAa B3aHMOCBSI3b MEXIY JKe-
CTOKMM OOpallleHHeM B JEeTCTBE W Oyay-
e BUKTHMHU3ALMCH, BIMSHHAE ITOJOKH-
TEIBHBIX (PaKTOPOB, CIIOCOOHBIX 3aAIIUTHTD
ot Hee. bputo 00HapyXEeHO, YTO IEMEHTHI
HEeONaronpusITHOTO JETCKOTO OIBITa, He
CBSI3aHHBIE C HACIIIMEM, B 3HAYUTEIHHOM
CTETIeH! TPOTHO3HUPYIOT JKECTOKYIO BHK-
TUMH3AIHNIO B IIIKOJE, KaK JJIsl MaJb9HKOB,
TaK W s neBodek [19, ¢.597].

B HayuHoOIi uTEepaType UMEIOTCS 1aH-
HBI€, YTO BUKTHUMHU3ALINS YIUTEICH B IIIKO-
JIe TMUPOKO PACIIPOCTPAHEHA U OKa3bIBAET
naryOHOe HeTaTHBHOE BO3/IEICTBHE Ha IT0-
cTpagaBmmx yunrenei. Byungguk Moon
& John McCluskey npoBenu uccnemosa-
HUE C WCIOJIh30BAHHEM pENpPE3eHTaTHB-
HO¥ BEIOOpKH 13 1628 yunreneii, kotopoe
MOKA3aJI0 BRICOKYIO PaclpoOCTPAaHEHHOCTh
HACHIIUS ¥ arPECCUH, HAIPaBICHHOU TIPo-
TUB yuutenei [17, c.1].

Darcy A. Santor, Chris Bruckert &,
Kyle McBride mpoBenu wncciaemoBaHus,
W3ydalolie YpOBeHb, YACTOTY U BIUSHHE
JIOMOTATENLCTB M HACWIIHA, C KOTOPBIMH
Mearorn HadajJbHOW IIKONBI CTaJKHBa-
IOTCSI CO CTOPOHBI YUYEHHKOB, POJUTENEH,
KOJUIET W aJMHUHHCTPATOpOB. Pe3ynbrars
MOKa3aJIx, YTO TEeJarory 9acTo MoaBepra-
JUCHh HACHIIHIO M IOMOTaTeIhCTBaM, KOTO-
pBI€ BIUSUIA Ha COCTOSTHUE UX (PU3NIECKO-
TO ¥ TICUXHYECKOT0 370poBhs [20, ¢.261].

Y4UuThIBas CIOXKHUBIIEECS ITOIOKEHHIE
B 00pa30BaTeNbHBIX YUIPEXKISHHUIX, HEOO-
XOIUMO OOBENUHATH YCHJIHS DKCIIEPTOB:
TICUXOJIOTOB,  COIIMOJIOTOB, IIE/Iaroros,
Bpaueil, CIEeNHaInCTOB MO OTCIIEKHBA-
HUIO WHpOpMAKM W TMPUHATHIO TPOodH-
JAKTHYECKHe Mep MO0 JaHHOW mpolieme,
OCHOBaHHBIE Ha pe3yJIbTarax HayYHbBIX
WCCIIEZIOBaHUI, OKCIIEPTHBIX aHaJHN30B
CIIy4aeB, N3y4YEeHUHU TOJIOKHUTEIHHOTO 3a-
pyOESKHOTO OTIBITA.
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Pesrome

B cmamve npedcmasnenvt pe3yivmamol UCCIe008AHUSL A2PECCUBHO20 NOGede-
HUSL Y Oemell ¢ HapYWeHUaMU 3peHUsl 8 OOUKOTbHOM 803pacme, a Maxdice onpeoeneHsl
0COOEHHOCTNU NPOSGLEHUSL A2PeCCUll U APKO GbIPANCEHHbIE He2ATNUGHbLE dIMOYUOHATb-
Hvle cocmosnus. Llenvio uccnedoganus ObII0 U3yUeHue U NPOGUOEHUE CPAGHUMENb-
HO20 AHAIU3A 0COOEHHOCEl NPOABIIEHUS A2PecCuu y Oemetl ¢ HAPYUWeHUsMU 3PeHUs U
Odemell He UMeIOWUX Npodiem co 3peHueM.
B sxcnepumenmanvrom ucciedosanuu npunsnu yuacmue 30 Manvyukog 6 ospacme S iem
¢ HapyuleHusIMU 3peHust (CpeOHUll 603pacm no pynne cocmasisem 5 iem u 5 mecsayes).
Jlns cpasHumenvHoeo ananu3a nomYy4eHHbIX OaHHLIX ObLIU ucciedosansvl 30 Manbuukos
Mo2o Jice 803PACMA, HE UMEIOUUX OZPAHUYEHHBIX BO3MONCHOCTEN 300P08bsl (CpeOHuUll
6o3pacm no epynne cocmagnsiem 5 nem u 4 mecsaya). B mMemoouueckuil KOMNIeKe OuLIu
UBVUEHUs PeaKyuil Ha cumyayuy Gpycmpayuu y MAaipbuuko8 ¢ HApyueHUsIMU 3penus 5
Jlem, u3yYeHusi YeHHOCHbBIX OPUEHMAYULl OOUKOIbHUKOS, U3YHEHUS. A2PeCCUBHO20 NOBe-
OeHUsI MATBYUKOS CTNAPULE20 OOUIKOTLHO20 803DACTA C HAPYUEHUAMU 3PEHUS.
B uccnedosanuu yennocmuuix opuenmayuii u camooyenxu ovlia 6vi0enenHa meHOeHyus
boJlee 8bIPANCEHHOU CUTbL Y CAAO0BUIAUUX Demell.

KualoueBble c10Ba: 1eTH ¢ HApyIIeHHUSIMU 3PeHHs, arpeccusl, MeKJInY-
HOCTHBIE OTHOIIEHUSI, IEHHOCTHBIC OPHEHTAIMU U CAMOOIEHKA, CONMAIN3AIUSI.

Rezumat
Articolul prezinta rezultatele studiului asupra comportamentului agresiv la co-
piii cu deficiente de vedere la varsta prescolard, precum si determind trasdaturile ma-
nifestarii agresivitatii si al starilor emotionale negative pronuntate. Scopul studiului
a fost cercetarea si compararea caracteristicilor manifestarii agresivitatii la copiii cu
deficiente de vedere cu cele ale copiilor fara probleme de vedere.
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Studiul pilot a implicat 30 de bdieti in varsta de 5 ani cu deficiente de vedere (varsta me-
die pe grup fiind de 5 ani si 5 luni). Pentru o analiza comparativa a datelor obtinute, au
fost examinati 30 de bdiefi de aceeasi varsta care nu prezintd deficiente de vedere (varsta
medie pe grup fiind de 5 ani si 4 luni). In complexul metodologic de studiere a reactiilor
la situatiile de frustrare au intrat studierea orientarilor valorice ale prescolarilor si stu-
dierea comportamentului agresiv al bdietilor cu deficiente de vedere cu varsta de 5 ani.
In studiul orientdrilor valorice si al stimei de sine s-a evidentiat o tendintd a manifes-
tarii fortei mai pronuntatd la copiii cu deficiente de vedere.

Cuvinte - cheie: copii cu deficiente de vedere, agresivitate, relatii interper-
sonale, orientari valorice si stima de sine, socializare.

Abstract

The article presents the results of a study of aggressive behavior in children
with visual impairments at preschool age. It determines the features of the manifestation
of aggression and pronounced negative emotional states. The aim of the study was to
investigate and compare the characteristics of aggression in visually impaired children
and children with no visual impairment.
The pilot study involved 30 boys aged 5 years (the average age of 5 years and 5 months)
with visual impairments. For a comparative analysis of the data obtained, we exami-
ned 30 boys of the same age (the average age of 5 years and 4 months) who have not
had visual impairments. In the methodological complex of studying the reactions to
frustration situations, studying the value orientations of preschoolers and studying the
aggressive behavior of visually impaired boys aged 5. .
In the study of value orientations and self-esteem, a tendency for more pronounced
strength in visually impaired children was identified.

Keywords: visually impaired children, aggression, interpersonal relation-
ships, value orientations and self-esteem, socialization.

AKTYyaJbHOCTB TeMbl. [Ipo0iiema co-  [2], HeaIeKBaTHOCTh MOBEICHUS 3psiie-
LUAIU3AlHN JCTeH C HAPYIICHUSIMU 3pe- TO W CJICNOr0 MO OTHOIICHUIO K OJHHM
HUS B HACTOAIIEE BPEMS CTOUT OCTPO. Pe- ¥ TeMm ke OKpYX alomUMU UX 00bEeKTaMm
3yJABTaThl OTEUECTBEHHBIX W 3apyOeKHBIX  JIETEPMHUHHUPOBAHO HE COCTOSHHUEM 3pe-
WCCIIEZIOBAaHUI TIO3BOJISIIOT B KAa4eCTBE HHSA, a OCOOCHHOCTSIMH IPOTEKaHUS
KOMITOHEHTOB YCICITHOCTA COIMajH3a- TIPOIECCOB OTPAXKECHHsI OKPYKAIOIIETO
nuu peOeHKa paccMarpuBaTh KPUTEPHH BO BpeMs ITO3HABATEILHON JESITEIBHO-
IIEHHOCTHBIX OpHEHTAIui u camoolieHk, ctu. [lo muenuto JI.U. Connueroii [6],
CHW)KEHUE arpEeCCUBHOCTH, KOTOPBIC JAFOT ~ aKTUBHOCTh OTPaKCHUsSI BHEIIHEH Cpe-
JICTSIM BOBMOYKHOCTB OIICHUBATh pe3y/IbTa-  JIbl WHBAJIUJIOM 10 3PCHHUIO 3aBHCHT HE
Thl UX COOCTBEHHBIX JCHCTBUHN U aJalTH-  TOJBKO OT OTPaKaeMOro OOBEKTa, HO U
poBathcs B obOmiectse [1, 2, 6]. Mccneno-  oT camoro cyObekTa, OTPaKarolero 3Ty
BaHMS MEKJIMIHOCTHBIX OTHOIICHUH ciie-  aeiicTButenbHOCTh. 3.I1. Manesa [3, 4]
MBIX U CITA0OBUASIINX TIPEACTABICHBI B  Jieflajia BBIBOJ, YTO aKTHBHOCTH MOXKET
paborax A.l. JlurBaka, JL.LU. ConmHIEBOW CHHKAThCS W W3-3a OTPHUIIATEIBHBIX
u ap. Ilo uccnenmoBanmsam A.l. JlurBaka osmommii  (dpycTtpanumsi) BclencTBHe
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HEaJeKBaTHOM CaMOOIIEHKH CIIEIOTo,
TPYAHOCTEH, BOZHUKAIOIUX B IIpoLecce
aJjanTaluu K OKpYKaroleMy MUpY.

[lepBuunblii gedekT 3peHUs BeAeT
K HapylLIEHHIO SMOLMOHAJIBEHO-BOJIEBOM
cdepbl, TPOSBISIIOMIEMYCSI B arpeccHB-
HOCTH, HEYBEpPEHHOCTH, CKOBaHHOCTH,
CHIDKEHUHU TI03HABaTEJIbLHOIO HHTEpeca,
3aMKHYTOCTH, TPOSBJICHUH OECTIOMOIIIHO-
CTH B Pa3NUYHBIX BHUJIAX JEATEIHHOCTH,
COLIMATIbHBIX KOMMYHHKALUAX, CHHYKCHUH
pasnuuHBIX kemanui [4, 5]. OcobeHHo-
CTH SMOLIMOHAJILHOM U IMYHOCTHBIX chep
TpeOyIOT X ydeTa B 00pa30BaTeIbHOM
MPOLECCE W OPTaHM3ALNU TICHXOJIOTO-TIe-
JIaTOTUYECKOTO0 COMPOBOXKIEHUS JETEH C
HapyLICHUSIMH 3peHusl. 3HaHHE OCOOeH-
HOCTeH TCHUXO(M3MYECKOTO  Pa3BUTHUS
JleTeil ¢ HapyLIeHUsAMU 3pEHUs, yMEHHe
Mogo0pars COOTBETCTBYIOIIME UM METO-
JIUYeCKHe TIPUEMBI U CpeJICTBa O0ydeHus,
a TaKkXke COJepXKaHhe KOPPEKIIMOHHOM
paloThl Ha 3aHATUU MO3BOJIAT HE TOJBKO
JIOCTHUTHYTh YCBOCHHSI UMU COOTBETCTBY-
FOIUX 3HAHUN U YMEHUH, HO U TIOBBICUTH
YPOBEHb OOIIEHHSI CO CBEPCTHUKAMU WU
B3POCIIBIMH.

B pamkax npoBeneHHOrO HamMH HC-
CJIEIOBaHUsI MOKA3aHO MPOSBIECHUE SPKO
BBIP@XEHHBIX HETaTUBHBIX SMOLIMOHAIIb-
HBIX COCTOSIHUH y JI€TE€N C HApyILIEHUsIMU
3penus. [Ipu uccnenoBaHuM IEHHOCTHBIX
OpWEHTAINi ¥ CaMOOIICHKH Obljia BBISB-
JIeHa TEeHJEHIHS K TPOSIBICHUIO CHIIBI.
HeycrnemHocth B~ KOMMYHMKaTUBHOM
cdepe, B CBOIO OYepellb, BIMAET HA ypo-
BEHb COIMAJIIEHON aJanTallH JIOIIKOJb-
HUKA C HApYLIEHUAMH 3PEHUs, TAKHE IETH
CKJIOHHBI K IIPOSIBIIEHUIO arpeccHu B cpe-
Jie CBEPCTHUKOB. [[pnunHOI 3TOMY MOKET
CIIY’KMTb IIEHHOCTb CHUJIBI M MO3UI[OHU-
poBaHue ce0s, KaKk CHJILHOTO YeJIOBEKa, a
TaK)ke HE YCIEIIHOCTh B KOMMYHHKaTHB-
HOM NeITeILHOCTH.
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Henabio ucciaeroBanusi ObUIO H3Y-
YeHHEe M CPaBHUTENBbHBIA aHAIH3 0CO-
Oennocmell TIPOSIBJICHUSI arpeccHu y Je-
TEW ¢ HapyLICHUSIMU 3PEHUS.

B xadecrtBe rumore3bl ObIIO BBI-
JIBUHYTO TIPEATIONIOKEHHE O TOM, HTO
CYIIECTBYIOT pPa3iMu4yusi B TIPOSBICHUH
arpeccuyl y NeTeil ¢ HapymIeHHsIMH 3pe-
HUS U IEThbMU, HE UMEIOIINX OTpaHHYeH-
HBIX BO3MOXKHOCTEH 37I0POBBSL.

BriGopka u MeTomosiorusi mMc-
cjaeaoBaHus. B sKcnepuMeHTaIbHOM
UCClIeIOBaHUM NpuHsIKW ydactue 30
MaJIBiUKOB B Bo3pacte 5 jeT (m = 5 jer
5 Mecs1eB) ¢ HapyIIeHUs MU 3peHusd. s
CPaBHUTEIBHOTO aHAIN3a MOJYYEHHBIX
MAHHBIX MBI uccienoBaan 30 MalIBYUKOB
TOTO K€ Bo3pacta (m = 5 jeT 4 Mmecsa),
He MMEIOIINX HapylIeHus 3peHus. B me-
TOJMYECKUA KOMIUIEKC HM3y4YeHHs peax-
Ui Ha cCUTyaru Gpycrpannuu, n3ydeHus
[IEHHOCTHBIX OpPWUEHTAIMH JIOIIKOJIEHU-
KOB, W3y4Y€HHUS arpecCHBHOTO IMOBE/e-
HUSI MAJIBYUKOB CTapLIETO JOLIKOJIBHOTO
Bo3pacta Bouutn: 1. PpycTpaunoHHBINA
tecT C. Po3eHuBeiira (1eTCKUil BApHaHT).
2. Meronuka «KoMriekcHOE H3yUeHUE
CaMOOIEHKH W LEHHOCTHBIX OpHEHTa-
uuiiy W.I1. IllaxoBa. 3. I'paduueckas me-
tomuka «Kakryc» M.A. Ilandwunosa. 4.
MeToapl MaTEMaTHIECKOM CTATUCTHKH. (t-
kputepuit CThIoACHTA, KOPPEIAITHOHHBIN
MaTeMaTHKO-CTaTHCTUYeCKuil aHamn3 Y.
Crmpmena).

1. PesynbraThl HCCEA0BaHMUS.
®pycrpanuonnslii Tect C. Po3eHuseiira
(metckwmii BapuanT). OLieHKa TecTa M03BO-
JISIET CBECTH KaX/IbIil OTBET K HEKOTOPOMY
YHCITy CUMBOJIOB, KOTOPBIE COOTBETCTBY-
I0T TEOPETUUYECKON KoHIenuu. Kaxapii
OTBET OLIEHUBAETCS C ABYX TOUYEK 3PEHUSI.

IlepBoe: Ha BbIpaXXKEHHYIO UM HarlpaBs-
JICHHOCTh PEaKIINHU:
axcmpanynumuenwiil (E),



ElE

PSIHOLOGIE REVISTA STHNTIFICO-PRACTICA
volumul 40, nr. 1, 2022, ISSN E 2537-6276, ISSN P 1857-2502, http://key.upsc.md

b4

unmpanynumuensiii (1),
umnynumuenwiii (M).

Bropoe: tun peakuuu:

" npenamcmeeHHO-00MUHAHM-
noiti (O-D) (B 0TBETE MOIYEPKUBACTCS
MpemsTCTBHE, BbI3BaBIIee (pycrpa-
IIUI0 CyOBbEeKTa B pOpME KOMMEHTAPHS
O ero >ecTOKOCTH, B (opme, mpea-
CTaBISIONICH €ro Kak OJaronpusTHOE
WJIU 5K€ HE3HAUUTEIILHOE);
seo-3awumusiti  (E-D)  («S»
CYOBEKTa WrpaeT HanOOJBIIYIO POJIb B
OTBETE, U CYObEKT WJIM MOPHIIAET KOTO-
HUOY/Ib, WK K€ COITIaCeH OTBEYaTh, HJIH
OTpPUIIAET OTBETCTBEHHOCTH BOOOIIIE);

"  HeoOX0OUMOCMHO-YNOPCME)-
rouui (N-P) (oTBeT HampaBiieH Ha pas-
perieHue GppycTpUpyIoLIeii CUTyanuy,
U peakiys npuHuMaet ¢popmy Tpedo-
BaHUS TOMOIY KaKUX-THOO APyTrUx
JIUI AJ1s pa3pelleHus cuTyauuu, ¢pop-
My NpUHATUS Ha ceOs 00sS3aHHOCTH
ceNaTh HEOOXOAMMBIC HMCIIPABIICHUS
WIH K€ B pacuere Ha BpeMsi, 4TO HOp-
MaJIBHBIM X0 BEIed MPUHECET C CO-
00l UcTIpaBIEHU).

TlpencraBuM cpaBHUTENIbHBIM — aHa-
JU3  pe3yJAbTaTOB  PAcHpeleeHus —Xa-
PaKTEpHOCTH  YPOBHEH  IKCTPAalyHH-
THBHOH  HANpPABJIEHHOCTH  PpPeaKIuH
Yy KOHTPOJBHOW U SKCIIEPUMEHTAJIbHOM
rpynn ¢gpycrpauuonsoro tecta C. Posen-
uBeiira. HawuOonee XapakTepHbIM YpPOB-
HEM 3KCTPAIlyHUTHBHOW HANpPaBIEHHOCTH
peakiuu y JKcrnepuMeHTanbHOu (53%)
n KoHTponbHOU (40%) rpymm sBiseTcs
HU3KUHA ypOBEHb, MEHEEC XapaKTE€PHBIM
Uit 00erX TPy SBISETCS O4€Hb HU3KUI
(20% y sKCHIEpHUMEHTATBFHON TPYIIBI U
27% y KOHTPOJILHOM I'PYIIIbI) U HOPMaJb-
HbIH (17% y 3KCEpUMEHTAIBHOM TPYIIIBI
u 23% y KOHTPOJBHOM TPYINIbl) YPOBHU
9KCTPAITyHUTUBHON HAIpaBIEHHOCTH pe-
akiuu. [loguepkHem, YTO MEHBIIE BCEro
JUIsl IIPECTABUTENIEH KOHTPOJIBHOM I'PyII-
MBI XapakTepHbl O4eHb BbICOKMH (3% Yy
SKCTIIEPUMEHTAIILHOM U 7% y KOHTPOJIBHOM
TpymI) ¥ BBICOKHH (7% y KOHTPOJBHOM
rpymisl u 3% 3KCepUMEHTAILHON TPYTII)
YPOBHH 3KCTPAIlyHUTHBHOI HAIIPABICHHO-
cti peakuuu. lIpowmocTpupyem moiy-
YEeHHbIE JaHHbIC HA PUCYHKE 1.

60%

50%

40%

30%

B DKcrepuMeHTalbHas

20%
10%
0%

rpymnmna

® KoHTpobHas rpymnna

Puc. 1. Pacnipenenenne ypoBHeii 3KcTpanyHUTHBHOIT HanpaB/ieHHOCTH peakuuu (%)

JlaHHbIE, NpPUBEICHHBIE HA PUCYHKE
2 TIOKa3bIBAIOT pacIipelielicHue ypOBHEU
WHTPAITyHUTHBHOW HAINpPaBJIeHHOCTH pe-
aknuu. Tak, Hamboiee XapaKTepHBIMH
JUTSL NCTIBITYEMBIX KOHTPOJILHOW U JKCIIe-
PUMEHTAIFHOW TPYII SBISIOTCS OYEHb
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BbICOKUM (47% y SKCIEpUMEHTaIbHON
n 37% y KOHTPOJIBHOI), BEICOKHN y JKC-
nepuMeHTanbHON (27%) W HOpMAaNbHBIH
y kxoHTponbHOU (37%) ypoBHH, MeHee
XapakTepHbl I 3KCIEPHMEHTAIBHOM
TpyNnbsl  HOPMaJIbHBIA  ypoBeHb (23%)



¥ 3unannga [lerposna MAJIEBA

KOHTPOJBHOHN Tpymibl BeICOKUH (13%) u
HUBKHUA IS 9KCIIEPUMEHTAIBHON TpyI-
el (3%) OYeHb HU3KHIA JIs1 KOHTPOJIBHOM
rpymisl (10%) 1 MeHee Bcero XapakTepeH

IUIS. UCTIBITYEMBIX KOHTPOJIBHOW TPYIIIIBI
HU3KUI ypOBEHb MHTPAIYHUTHBHOW BBI-
PaKEHHOCTHU PEaKLHH.

50%

40%

30%
20%

B DKcrepuMeHTabHas
rpymmna

® KoHTpobHas rpymma

Puc. 2. Pacnipenesienne ypoBHel HHTPAIyHUTHBHON HanpaBiaeHHOCTH peakunu (%)

JlaHHbIC, TIPUBEJCHHBIC HA PHUCYHKE
3 HaDISIHO TOKA3bIBAIOT, YTO BBICOKUI
ypoBeHb (40%) UMITYHUTHBHON Harpas-
JICHHOCTH pEakKluH sIBIsieTCs Haubo-
Jiee XapaKTepHBIM JIISl  UCHBITYEMbIX
KOHTPOJILHOU TPYIITIBI, 4yTh MEHEE Xapak-
TEPHBIM SBIIIOTCS 04eHb BBICOKHA (30%)

n HuU3KkUH (23%) ypoBHM HampaBIeHHO-
CTH PEaKIuK, MEHEEe BCETO XapaKTepHBIM
JUTSE KOHTPOJILHOM TPYIIIBI SIBISIETCS] HOP-
MabHBIH (7%) ypOBeHb WMITyHHTHBHOM
HANpaBJIeHHOCTH peaknuu. Winmocrpa-
sl CPABHHUTENBHBIX JIAHHBIX IPEJCTaB-
JieHa Ha pUCYHKE 3.

40

B DKcTieprMeHTaIbHAs
rpymma

B KoHTpoIbHAS Ipyma

Puc. 3. Pacnipeaenenne ypoBHell HMIYHUTHBHOW HanpaBJjeHHOCTH peakuuu (%)

Ha pucynke 4 npencrtaBieHbl JaHHbIE
pacnperienieHus] YpOBHEH 110 CTEIIEHH pH-
TUAHOCTH B CTPECCOBBIX CUTYAIIUAX OKCIIC-
PHUMEHTAJILHOM 1 KOHTPOJIbHOM Tpym. Ta-
KHM 00pa3oM, MBI BUAMM 49TO 00JIee BCETO
sKcriepuMeHTanbHON (50%) W KOHTPOITB-
Ho# rpynnam (33%) mpucyi oueHb BbICO-

KU YpOBEHB, UyTh MEHEE MPHUCYIIN JKC-
MIEPUMEHTAIbHON TpyTIe BHICOKHH (23%)
n HI3KUH ypoBHH (17%), a KOHTPOJIHHOM
rpymme npucynm HopManbHBIH (30%) u
HU3Kkni ypoBHH (20%) cremeHu pUTHI-
HOCTH B CTPECCOBBIX CHUTYalUsIX, MCHBIIIE
BCETO MPUCYIIN SKCIIEPUMEHTAITLHON HOP-
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ManbHBIN (7%) W OYeHb HU3KUH YPOBHH
(3%) cremeHn pUTHIHOCTH B CTPECCOBBIX
CUTyalMsX, a JJIsI KOHTPOJIbHOW TPYIIIBI
MEHEe BCEro IPUCYI] BHICOKHI YPOBEHb
(17%) cTerneHu pUTHIHOCTH B CTPECCOBBIX
CUTyalusiX. AHAJIN3 MPAKTHYSCKUX U IKC-
MEPUMEHTAJIBHBIX JIAHHBIX WCCIICIOBAHUI

CBUJICTENILCTBYIOT O TOM, YTO y JETeH C
HaApYIICHUSIMH 3pPEHHUS OTMEYArOTCS BBI-
paKEHHbIE HETaTUBHBIC AMOIMOHATHHEIC
cocrosiHus. DaKTHUECKU HAIll Pe3yJIbra-
TBHI TIOJTBEPIKIAOT ATH TOJIOKEHUS, TIPH
3TOM YTOYHSIOT CHEUU(PUKY TMPOSBICHUS
arpeccum.

50%

40%

30%
20%
10%

B DKcriepuMeHTaNbHAsL
rpymnmna

0%

® KoHTpOnbHAs TpyIa

Puc.4. Pactipenenenue cTerneHd pUrHIHOCTH B CTPECCOBBIX cUTyanusx (%)

Ha pucynke 5 mnpencraBieHsl pe-
3yJBTaThl COOTHOIICHHS YPOBHEH 0OIIei
CTPECCOyCTOMYUBOCTU JeTel. Jlns skc-
MEPUMEHTAIBHON TPYMITBl OOJNbIIE BCETO
npucyImy HopManbHeli (37%) 1 4yTh Me-
Hee npucyIl Hu3kuii yposau (33%) oOrieit
CTPECCOYCTOMYMBOCTH, a ISl KOHTPOJIb-
HOW Hambonee TPUCYIIH HOPMAabHBIN
(30%) u Bbicoko# ypoBHH (30%) oOmICH
CTpeccOyCTOMYMBOCTH. Tak, MEHee NpH-

CYIIU 3KCTIEPUMEHTAJIbHON TPYIIe OYeHb
Bbicokuii (17%) u Beicokuit ypoBHU (13%)
o0mieit crpeccoycroitunBocT. HemHoro
MeHee MPUCYIL Il KOHTPOJIBbHOU IPYIIIBI
HU3KM ypoBeHb (23%) obiuelt cTpecco-
YCTOMUMBOCTU. MeHbIlIE BCEro NMPUCYIIH
KOHTPOJIBHOM TIpyINIE O4YEHb BBICOKUM
(10%) u ouenn Hu3KHUH (7%) ypoBHHU 00-
LIEN CTPECCOYCTOMUUBOCTH.
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35% 30 30
30% -
25% - 17
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Puc.5. Pacnipenenenune ypoBHeii o0mmeii crpeccoycroiifunBoctn nuausuaa (%)
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JlanHbIe, IpeACTaBICHHBIE HA PUCYH-
Ke 6, OTpaXarT COOTHOIICHHE ypPOBHEMH
OpHEHTaINH CyObheKTa Ha PalrOHAIBEHOE
pasperieHre BO3HUKIIMX mpooieM. [ls
SKCIIEPUMEHTAIBHON Tpynmbl  OoJblue
Bcero mpucymn odeHb HuU3KuH (70%)
YPOBEHb paIOHAIBHOTO IOBEJEHUS B
MPOOIEMHBIX CUTYAIIUSIX, & ISl KOHTPOJIb-
HOW Tpynmbl HanOoJiee XapaKTepHbI HU3-
kuii  (37%) ypoBeHb parFOHAIBHOTO
MOBEJIEHUS] B MPOOJEMHBIX CHTYaIUsX.
JInst 9KCTIEpUMEHTAIbHOM TPyl MEHee
npucymy Hu3Kkui (13%) 1 HOpMalTbHBIHA

(10%) ypoBHM palMOHAIHLHOTO TOBE/IE-
HHUA B TNPOOJIEMHBIX CHTyalUsX, a Juls
KOHTPOJIFHOM MeHee XapaKkTepeH HOp-
masbHBIH (33%) ypoBenb. Kaptuna mo-
JYYEeHHBIX JaHHBIX TI0 9THM MapaMeTpam
COXpaHseT CBOM MapaMeTpbl. MeHblle
BCETO JJIsl DKCTIEPUMEHTAIBHON TPYIIIBI
xapaktepeH Bblcokuil (7%) ypoBeHb, a
JUTST KOHTPOJIbHOM odeHb HU3KUH (30%)
YPOBEHb PAIMOHAJIBHOTO TIOBEIICHHS B
npoOJIeMHBIX cuTyanusx. [IpownmocTpu-
pyeM IOoTyYeHHBIC JaHHbIE Ha PUCYHKE 6.
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Puc.6. Pacnpenenenue ypoBHeii opueHTAlMH Cy0beKTa HA PAllHOHATBLHOE pa3pelieHne
BO3HUKIINX Npodiem (%)

B mpomomkeHnn mpoaHaIM3UpyeM
pacmpesiefieHre ypOBHEW CIOCOOHOCTH
K couuanbHOW amantanuu. Ha pucyHke
7 TmpencTaBleHBbl JaHHBIE COOTHOIICHHS
CIOCOOHOCTH K COLMATBHON aJarTaIiiy.
[lo HamwmM naHHBIM, A SKCIEPUMEH-
TaTbHOW TPYIIBI HamboJee XapakTepeH
HU3KHUHA YPOBEHb CIIOCOOHOCTH K COTIHAITh-
HOW amanTammu (63%), a 11T KOHTPOIb-
HOW T'pyTITEl HanOoJee XapakTePeH OYeHb
Hu3kwiA (63%) ypoBeHb CIOCOOHOCTH K
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COIMaIbHOM ajanTanuu. Tak, MeHee Xa-
paKTepeH I SKCIIepUMEHTAIBHON TPpyI-
MBI OYeHb HU3KHUH YPOBEHB CIIOCOOHOCTH
K commanpHOW amanrtaruu (37%), a mis
KOHTPOJBHON TPYMITBl HauMeHee Xapak-
TEPeH HU3KHH YPOBEHb CIOCOOHOCTH K
commanbHON amantanuu (37%). OmnHako
OTMETHUM, YTO OCTaIIbHbIE YPOBHHU HE BHI-
pakeHBl y obeux rpymir. Wmmoctparms
MONTyYEHHBIX JaHHBIX TIPE/ICTaBICHa Ha
pUCYHKe 7.
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Puc.7. PacnipesejieHue ypoBHeii cioco0HOCTH K conuabHoi agantauuu (%)

JInst mpoBepKH 3HAUUMOCTH Pa3IMUM
MONTy4eHHBIX PE3yJbTaToB OblIa Mpen-
MIPUHATA MX CTaTHCTHYecKas oOpaboTka
no t-xpureputo CThrofieHTa. AHalU3 pe-
3yJABTaTOB yCTAaHOBWJI 3HAYUMOCTH pa3-
JTUYANA B TIPOSIBIIGHWH arpecCHBHOTO IT0-
BEJICHHA y JIETEH ¢ HapyIICHUSIMHU 3PSHUS
B JIOIIKOJIBHOM BO3pacTe (3HaYMMOCTb
ypoBHs arpeccun (p = 0,000) u ummyHu-
THBHOW HAIIPaBICHHOCTH pEaKIui (3Ha-
guMocTh ypoBHs arpeccun (p = 0,000) u
MMITYHATUBHOW HAIpPaBICHHOCTH peak-
nuit (p = 0,004) mensme, gvem p = 0,005,
TakuM 00pazoM, TOKa3aTeNIl IO BEIOOP-
KaM OTJINYAIOTCS).

2. Meroaguka «KomiuiekcHoe u3y-
YyeHHe CaMOOIEHKH U IEeHHOCTHBIX
opuentaumii» W.II. IllaxoBa. B npoiiec-
C€ WCCIIEeOBaHUS ITOCPEICTBOM BBIUHC-
JeHusT KOoA((UIIMEHTOB MBI BBISICHUIIH,
KakiuM 00pa3oM OKCIIEepHMEHTalbHAS H
KOHTPOJIbHAS TPYIIBI MIPOPAHKUPOBAIH
KPUTEpUU IIEHHOCTHBIX OpHEHTalud W
KPUTEPUU CAMOOIICHKH.

DKcIiepruMeHTaIbHas TpyIa cpe-
N KpUTEpHEB IIEHHOCTHBIX OPHEHTAIUI
Ha TIEpPBOE MECTO IOCTaBHJIA KPHUTEPHA
«CunbHblit». Ha BTOpoe MecTo « YMHBIM.
N Ha Tperbe MecTO «XOpOIIO YUHUTCS.
KonTtposnpHas Tpymnma, B CBOIO O4Yepeb,
paccraBmiia KPUTEPHH [IEHHOCTHBIX OpH-
EHTaINK TaKUM 00pa3oM: TIepBOE MECTO —
«CUIIbHBINY», BTOPOE MECTO — « YMHBINY,
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TPEThE MECTO — «XOPOIIIO YUUTCS.

Ilo pesynprary Hamiero uccliiemoBa-
HUS I JeTed JOIIKOJIEHOTO BO3pacTta
C HApYHIICHWSIMH 3pEHHsI HaWOOIbIIeH
[IEHHOCTHIO SIBJISIETCSI KAaTErOphsl CHIIBI.
A TIEHHOCTH OOIIEHUS 3aHUMAET TPEATIO-
clIeTHee MECTO, OTeperxasi TOJIBKO KaTero-
PHIO «BECEIIBIN.

Pacnipenenenue LIEeHHOCTEeN B
KOHTPOJIBHON TpyIIie CJleayrolee: Tak
JKe, KaK ¥ 'y JOMIKOJIEHUKOB C HAapyIIIEHHUS-
MU 3pEHUSs, IEPBOE MECTO 3aHMMAET KaTe-
TOPHSI CHITBI, M3 YeTO MBI MOXKEM CJIeNaTh
BBIBOJI, YTO ATO SABISETCS HOPMATHBOM
JTAHHOTO BO3pacTa, Kak KpPUTEpUH Mpo-
TEKaHUs TOJ0-POJIEBOM MACHTU(UKALINH.
Ho nienHOCTB OOIIIEHNS Y TONITKOTHHHUKOB,
ne umeromux OB3, 3anuMaeT 6osiee BbI-
COKOE MECTO B HEepapXWd II€HHOCTHBIX
OpUEHTALIHM.

Kpurepnn camooneHkn SKCrepuMeH-
TaJIbHOMN TPy OBLTH TPOPAHKUPOBAH-
HBI TAKM 00pa3zoM: iepBoe Mecto — «O0-
HIUTEIBHBINY, BTOpoe MecTo — «CHITh-
HBII» U TPEThE MECTO — «3IOPOBEIY. Y
KOHTPOJBHON Tpymnmsl Jmaupyer — «O6-
HIUTEIHHBINY, Ha BTOpOM MecTe — « CHITh-
HbII», HA TPETHEM MECTE — « YMHBIN».

JIOIIKONBHYUKH ¢ HapyIIEHUSIMHA 3pe-
HUS OLIEHUBAIOT ce0sl, KaK OOITUTEIThHBIX.
B cBs3u ¢ 3TUM MBI MOXKEM TPEATIONO-
JKUTh, YTO HApyIIEHUE 3pEHUS HE BIUSCT
Ha YacTOTy B3aUMOJACHCTBHUI CO CBEpCT-
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HUKaMHU U OKpyxeHrneM. Ho oHO Bimsier
Ha KadeCcTBO OCYIIECTBISIEMOW KOMMY-
HUKAIH, CIIE0BaTEIbHO, JOUTKOIBHUKH
BBIHYKJIEHBI UCIIOJIB30BATh JIPYTHE CPEI-
CTBa B3aUMOJEHUCTBUSA, TOCTYITHBIC UM.

Pacnipenenenne KpuTEepHEB Camoo0-
[IEHKU JOMIKOJIFHUKOB, HE MMEIOIUX Ha-
pyILIeHHe 3peHus, CIeayromee: Ui 1aH-
HOW TPYIIBI, TaK)Ke KaKk W MPH HapyIie-
HUSAX 3PEHUs, XapaKTepHa OIIeHKa ceos,
Kak oOmmMTenbHBIX. M3 4ero Mbl MOXeM
cIenaTh BBIBOJ, YTO OTO SIBISIETCA BO3-
PacTHBIM HOPMAaTHBOM, TPOSIBIISTIOIITAMCSI
B CTPEMJICHUH K COIIMAJIM3AI[HH.

[IpuBonnM maHHBIE, KOTOPBIE 0TOOpa-
KAIOT pacIpe/elieHue ypOBHEH arpeccun
y TpPEACTaBUTENECH SKCIIEPUMEHTAIbHOU
U KOHTPOJBHOM rpynn. MeHblie Bcero
MPEICTABUTENSAIM  AKCIIEPUMEHTAITEHON
rpymibl npucytl Hu3kui (3%) u cpeHuii
(3%) ypoBens arpeccud, a JuIst KOHTPOIb-
HOW TpPyNIBI MEHBIIE BCETO MPHUCYII
O4YeHb BBICOKWH ypoBeHb arpeccun (3%)
1 HU3KWH ypoBeHb arpeccun (3%). s
10% mpencraBuTeneil dKCIIEPUMEHTAIb-
HOH Ipynnbl NPUCYLl CPEAHUI ypOBEHb
arpeccun, a ansa 20% mnpencraBuTenen
STOW K€ TPYIIIbl BBICOKUH, B TO BpeMs
Kak st 13% HCIBITyeMbIX KOHTPOIBHOM
TPYMITBl XapaKTepeH O4YeHb HU3KUH ypo-
BEHb arpeccuyl, Haudoyee XapaKTepHBIM
YPOBHEM JIJIsl OKCIIEPUMEHTAIBHON TPyI-
MBI SIBJISIETCSI OY€Hb BBICOKHH YpPOBEHb
arpeccun (63%), a I KOHTPOIBHOU
TpyMITEl HanOoJee XapakTepHBI CPEIHHMA
(37%) u BeICOKHT (43%) ypOoBHH arpec-
CHH.

IlocpenacTBaM cpaBHEHHS CpeIHUX
JAHHBIX MBI BBIACHWIHA, YTO pa3HUIA
MEXJIy TTOKa3aTells MU JKCIIEPUMEHTAIb-
HOH ¥ KOHTPOJIbHOM IPYII CYIIECTBYET B
MOKa3aTessiX ypOBHS arpeccuu, a TakKKe
MMITYHATUBHOW HAIpPaBICHHOCTH peak-
nuii (M). PazHoCTh TaHHBIX TOKa3aTelel
CTAaTHCTUYECKH 3HA4YMMa, YTO TOATBEp-
xKaaer t-kpurepuid CThbIOAEHTA, TaK Kak
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3HaYUMOCTH ypoBHs arpeccuu (p = 0,000)
Y UMIIYHUTUBHOW HAINpaBIEHHOCTH peaK-
muit (p = 0,004) mensme, gem p = 0,005,
TakuM 00pa3oM, ToKa3aTeld 0 BEIOOP-
KaM OTJINYarOTCS.

3aremM MBI IPOBEIH KOPPEISITUOHHBINA
MaTeMaTUKO-CTaTUCTUYeCKUd aHanu3 Y.
CnupMeHa, N03BOJISIIOILNN BBISIBUTH CTa-
TUCTUYECKYIO 3HAYUMOCTD (P-YPOBEHb).

B xone xopperismuoHHOTO aHanHu3a
Crnmpmena HaMu OBUTH TTOTy4YeHBI CIIETY-
IOIIME PE3YIBTaThI:

Ilo 3kcnmepuMeHTAJBLHOH TrpyIIe
YCTaHOBJICHA 3HAYMMasi KOpPesIIOHHAs
CBSI3b:

e Mexny LEHHOCTHOM OpHUEHTa-
et o myHKTy «CHIBHBINY U IIEHHOCT-
HOW oOpHeHTanued 1o MmyHKTy «O0mm-
tenpHBIY (CrupMeH: r = -0,538 mpu p =
0,002) naGmromaeTcsi oOpaTHas B3amMMO-
CBSI3b: YEeM BBINIE OPHEHTAINS CyObeKTa
Ha cuiy, TeM cjalbee BbIpa)keHa OpHEH-
Tanus Ha OOIICHUE, B HA000POT COOTBET-
CTBEHHO.

e Mexny LEHHOCTHOM OpHUEHTa-
LHUEH [0 MYHKTY «YMHBIH» U CaMOOLICH-
koii mo myHKTYy «Becenpii» (Crmpmen:
r = 0,470 mpu p = 0,009) Habmromaercs
TpsiMasi B3aHMOCBSI3b: YeM OOJIbIIIe CyOb-
eKT OIlEHMBAeT ceds, KaK BECEJoro, TeM
OompImie HaIleIeH OBITh YMHBIM, U HA000-
POT COOTBETCTBEHHO.

e Mexny LEHHOCTHOM OpHUEHTa-
HUEl IO KPUTEPHIO «XOPOILO YUUTCSI» U
CaMOOIICHKOH IT0 KPUTEPHIO «3TOPOBBII
(Crmmpmen: r = 0,502 mipu p = 0,004) nHa-
OmomaeTcsi TpsAMas B3aMMOCBA3B: JIO-
IIKOJIbHUKW, OIEHWBAMOIINE ce0sl, Kak
3]I0pOBBIE, IIEHHOCTHIO CYHTAIOT TIapa-
METp «XOPOIIO YUUTCS.

e  Mexay cCaMOOLEHKON 1O MyHKTY
«CHIBHBINY W CaMOOIICHKOW IT0 IyHKTY
«Kpacussrity (Crupmen: r = -0,563 mpu
p = 0,001) mabmromaercst oOparHas B3au-
MOCBSI3b: YeM BHIIIIE CyOBEKT OIEHUBACT
ce0s, KaKk KpacuBOT0, TEM HUXKE YPOBEHb
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CaMOOIICHKH T10 KaTeTOPUHU «CHIBHBIIN», U
Ha000POT COOTBETCTBEHHO.

e Mexny SKCTpanyHUTUBHOU
HanpasieHHOCThI0 peaknuu (E) un un-
TPaIyHUTHBHOW HAIpPaBICHHOCTBIO pe-
akuuu (I) (Crmpmen: r = -0,502 npu p =
0,005) mabmromaercst oOpaTHasl B3aWMO-
CBSI3b: YE€M BBIIIIC YYBCTBO BUHBI, KOTOPOE
JIOUIKOJILHUK MCIIBITHIBACT, U OTBETCTBEH-
HOCTh, KOTOPYIO OH Ha cebs Bo3maraer
MPU CTOJKHOBEHHH C HENPUSTHBIMU CH-
TyalusiMd, TeM HIDKE CTETNEeHb DKCIIpec-
CUBHOCTH U BHEIIHEW aKTHBHOCTH TPH
HEOKUJAHHOM CTOJIKHOBEHUH C HETIPHSIT-
HOM JUIsl HErO CUTYyalueH.

e Mexay YpOBHEM arpeccuud H
OpWEeHTalMel CyObeKTa Ha pPalMOHAIb-
HOE pa3pelIeHUE BOSHUKIIUX TPYAHOCTEN
(NP) (Crimpmen: r = -0,646 mpu p = 0,000)
HaOmomaeTcs oOpaTHasi B3aWMOCBS3b:
YeM BBIIIE OPHEHTAIMsI CyObeKTa Ha pa-
[UOHAILHOE Pa3pelieHne BO3HUKIIHX
TPYAHOCTEW, TEM HMXKE YPOBEHb arpec-
CHUH, ¥ HA0O0OOPOT COOTBETCTBEHHO.

e Mexay CaMOOLIEHKOH IO IyHK-
Ty «Beceiblil» U CTENEHbI0 COLUAIbHOM
ampantaiuu (GCR) (Coupmen: r = -0,561
mpu p = 0,001) nabGnromaercs oOpaTHas
B3aMMOCBSI3b: YE€M BBIIIE CTEIICHb COIH-
IBHOW aJIanTallii, TeM MEHee CyObeKT
OLIEHUBAaeT ce0s1, KaKk BECEJIO0TO0.

e Mex/y UMIYHUTUBHOW Harpas-
JICHHOCTBIO peakiuu (M) u oOrieli cTpec-
coycroitunBocThio nHauBH A (ED) (Crmp-
meH: r = 0,488 npu p = 0,006) HaOmrona-
ercsi: 4eM Ooliblle o0Iasi CTPeccoycTou-
YMBOCTh MHJIMBHUJIA, TEM OOJIbIIE CTECNCHb
a/IeKBaTHOCTH, C KOTOPOM CyObEKT OLIEHH-
BacT BO3HUKIIHNE HEIPUSITHOCTH.

e Mexay CTENEHBH)  PUTMJIHO-
CTH CyOBEKTa B CTPECCOBBIX CHTYAIHAX
(OD) m oOmeii cTpeccoyCTONIMBOCTHIO
naausuaa (E-D) (Crnmpmen: r = -0,550
mpu p = 0,002) mabmromaercs oOparHas
B3aMMOCBS3b: Y€M BBIIIE 00IIIas CTPecco-
YCTOWYHBOCTD, TEM MEHBIIIE MPOSIBIISICTCS
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PUTHUIHOCTH CyOBEKTa B CTPECCOBBIX CH-
Tyanusx.

e  Mexmy 00IIei CTpeccoyCTONIH-
BocThi0 uHANBHAA (E-D) 1 crenensio co-
nuansHoi amantanuu (GCR) (Crmpmen:
r = -0,487 mpu p = 0,006) Habmromaercs
oOparHasi B3aMMOCBS3b: Y€M BBIIIE CTe-
MeHb COIMAIIBHON aganTanuy WHAWBUIA,
TEM MEHbIIEe OO0IIas CTPeccoyCTONYH-
BOCTb MHIMBH/IA.

IIo KOHTPO/JBLHOM IpyIIe YCTaHOB-
JICHBI CIEIYIONINE 3HAUNMBbIE KOPPEISIH-
OHHBIE CBSI3U:

e Mexny YpPOBHEM arpeccuu H
[IEHHOCTHOW opueHTarmeit «OOIuTeNb-
ueri» (Crnupmen: r = -0,611 npu p =
0,000) nabmonaetcs: yem Oodble cyOb-
KT HACTpOEH Ha OOIIeHHE, TeM HIDKE
YPOBEHB arpeccumu.

e  Mexay UEHHOCTHOW OpUEHTallU-
et mo nmyHKTy «CHIBHBI» U CaMOOLIEH-
Koii mo myHKTYy «Becensii» (Crnmpmen:
r = -0,521 mpu p = 0,003) nabmromaercs
oOparHasi B3aMMOCBS3b: Ye€M BBIIIE CaMO-
OolleHKa o Kputeputo «Becenblity, TeM
HIKE CyOBEKT OPHEHTHPOBAH HA CHITY.

e Mexny LEHHOCTHOM OpHEHTa-
HUEH MO IMYHKTy «XOpOUIO YUYUTCS» U
LIECHHOCTHOM OpHUEHTAallUEd IO IyHKTY
«Kpacusprity (Cnimpmen: r = -0,526 mpu
p = 0,003) mabmromaercst obpaTHasi B3a-
MMOCBSI3b: YeM OO0Jbllie CyOBEKT OpHCH-
THpOBaH Ha LIeHHOCTh «Kpacusblii», TeM
MEHbBIIIE TIPOSIBIISIETCS OpHEHTAIlUs Ha
HIEHHOCTh «XOPOIIO YUUTHCA».

e  Mexay HEHHOCTHOW OpUEHTallU-
eil «XOopoLo y4YHUTCs» U UHTPAIlyHUTHB-
HOW HampaBIeHHOCTHIO peakuuu (Crmp-
MeH: 1 = -0,536 ipu p = 0,002) nabmroma-
ercsi oOpaTHast B3aMMOCBA3b: YEM BBIIIE
YyBCTBO BUHBI, KOTOPOE JTOIIKOJIBHHUK HC-
MBITHIBAET, U OTBETCTBEHHOCTb, KOTOPYIO
OH Ha ce0sl Bo3JIaraeT MpH CTOJIKHOBEHUH
C HETIPUSTHBIMH CUTYaIUsIMH, TEM MEHb-
Ie OH OpHEHTAIMs Ha IIEHHOCTh «XOpo-
10 YYUTCSI.
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e Mexay CaMOOLICHKOM IO ITyHKTY
«OOUMTENBHBII U CAMOOIIEHKOH 110 TTYHK-
Ty «3mopoBsrity (Crmpmed: r = -0,588 mpu
p = 0,001) HaGiromaercst oOparHast B3au-
MOCB$I3b: YeM OOJIbIlle CYOBEKT OIICHMBAET
ce0st KaK 37I0pOBOTO, TEM MEHEBIIIE OIICHIBA-
eT ce0s1, KaK OOIUTEIHHOTIO.

e  Mexay 3KCTpallyHUTUBHOM Ham-
paBinenHocThiO peaknun (E) n mHTparmy-
HATHUBHOH HAIIPaBICHHOCTHIO peakmuH (1)
(Crmupmen: r = -0,764 nipu p = 0,000) Ha-
OmomaeTcst oOpaTHas B3aUMOCBSI3b: UeM
BBIIIIE YyBCTBO BHUHBI, KOTOPOE CyOBEKT
WCTIBITHIBAET, ¥ OTBETCTBEHHOCTbH, KOTO-
pylo OH Ha ce0s BO3Jaraer Mpu CTOJK-
HOBEHHH C HENPHUATHBIMH CHUTYaIUSIMHU,
TEM MEHBIIE CTENEHb SKCIPECCHBHOCTH
Y BHEUIHEH AaKTHWBHOCTH 4YelIOBeKa MpH
HEOXXU/TaHHOM CTOJIKHOBEHUH C HETIPHUST-
HOH JJ1s1 HEro cUuTyauuei.

e Mexay SKCTpallyHUTUBHOM Harl-
paBieHHocThi0 peaknuu (E) m wmmyHn-
TUBHOU HamNpaBICHHOCThIO peakmuu (M)
(Crmpmen: r = -0,543 mipu p = 0,002) Ha-
OromaeTcst oOpaTHas B3aWMOCBS3b: YeM
BBIIIIE CTETIEHb aJIeKBAaTHOCTH, C KOTOPOM
CYOBEKT OIICHHUBAET BO3HUKIINE HEMPHST-
HOCTH, TeM HW)KE CTENEHb AKCIPECCHBHO-
CTH W BHEITHEeW aKTHBHOCTH YeJIOBEKa TIPH
HEO)KUJIAHHOM CTOJIKHOBEHUH C HEPHSIT-
HOU JIJIs1 HErO CUTYalHEH.

e  Mexay 3KCTpallyHUTUBHOM Ham-
paBieHHOCTBIO peaknuu (E) u cremensio
PUTHIHOCTH B CTPECCOBBIX CHTYaIHsX
(OD) (CrimpmeHn: r =-0,494 ipu p = 0,006)
HaOIIronaeTCst 00paTHast B3aUMOCBSI3h: UeM
BBIIIIE CTETICHh PUTHTHOCTH B CTPECCOBBIX
CUTyaIMsIX, TEM HWKE CTENeHb IKCIIPEC-
CHUBHOCTH W BHEIIHEW aKTHBHOCTH YeJo-
BEKa IMPHU HEOXXKUTAaHHOM CTOJIKHOBEHHH C
HEMPUSATHOM JJIs1 HETO CUTYALIUEH.

e Mexny SKCTPAITyHUTUBHOMN
HamnpaBJIeHHOCTRIO peakiuu (E) u obrmei
cTpeccoycToitunBocThio nHAMBHAA (E-D)
(Crmmpmen: r = -0,633 mpu p = 0,000) Ha-
OmomaeTcsl oOpaTHasT B3aHMOCBSI3b: UEM
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BBIIIIE YPOBEHb OOIIEH CTpeccoycToiun-
BOCTBIO WHJMBHIA, TE€M HIDKE CTETCHb
HKCTIPECCUBHOCTHU ¥ BHEIIHEH aKTUBHOCTH
CyOBeKTa MPHU HEOKHUAAHHOM CTOJIKHOBE-
HUU C HENPUATHOU JJIs1 HETO CUTYaLUEH.

e Mexny UMIIyHUTUBHON Hampas-
JIEHHOCTBIO PEAKINH W OOMIel CcTpecco-
ycroiunBocThio naAuBHAA (E-D) (Crmp-
MeH: 1 = 0,729 mpu p = 0,000) Habmroma-
eTcsi TpsMasi B3aWMOCBS3b: YEM BBIIIE
o01miast CTpeccoyCTOHYNBOCTh MHINBU/A,
TEM BBIIIIE CTENIEHb aIEKBATHOCTH, C KOTO-
pOYi TONIKOJIIFHUK OIIEHWBAET BO3HUKIIIHE
HENPUATHOCTH.

e MexXay CTeNeHbI0 PUTHIHOCTU
YeIIOBeKa B CTPECCOBBIX CHUTYaIMSIX W
o0mmell cTpeccoyCTOMYMBOCTHIO MHIIUBH-
na (E-D) (Compmen: r = -0,630 npu p =
0,000) HaGmromaeTcsi oOpaTHas B3amMMO-
CBSI3b: YEeM BHIIIE OOMIast CTPECCOYCTOM-
YUBOCTHh WH/WBH[A, TEM HIKE CTEIICHb
PUTHUIHOCTH B CTPECCOBBIX CHUTYAITHSIX.

° Mexmy oOrieil cTpeccoycToi-
gyuBocThio mHAUBHAA (E-D) m opuenra-
IUell JeloBeka Ha palfioHalIbHOE paspe-
IMIeHUEe BO3HHUKIHUX TpodieM (CrimpmeH:
r = -0,485 mpu p = 0,007) Habmromaercs
oOparHasi B3aUMOCBSI3b: Y€M BBIIIE OpH-
eHTaysl CcyObeKTa Ha palnroOHAIBHOE
paspelnieHre BO3HUKIINX TPOOJIeM, TeM
MEHBIIIE YPOBEHb OOIIEH CTPeccoyCTOH-
YUBOCTHIO WHIMBH/IA.

e Mexay OpUEHTaLMEH 4YeloBeKa
Ha palMoOHAaJbHOE pa3pelieHrne BO3HHK-
MUX TPOOJIeM W CTENEeHBIO COIHAIb-
HOM amanramuu wHAWBHAA (CrmpmeH:
-0,471 mpu p = 0,009) Habmomaercs
oOparHasi B3aMMOCBSI3b: Y€M BHIIIE CTe-
MeHb COIMAIIBHON aganTanuy WHAWBU/A,
TEM MEHee IOIIKOIbHUK OPHEHTHPOBAH
Ha palMoOHAaJIbHOE pa3pelieHrne BO3HHK-
ITUX TTPOOIIEM.

BeiBoasbl. IlogBoas utoru uccieno-
BaHUS BAXKHO MOAYEPKHYTh, YTO aHAIIN3
PE3YNBTAaTOB  arpecCHBHOTO TOBEICHHUS
y JeTel ¢ HapyUIeHHSIMH 3PEHUs B JIO-
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LIKOJIBHOM BO3pacre IOKasall Cleaylo-
e O0COOCHHOCTU. DKCHEPUMEHTAIILHO
YCTaHOBJIEHO, YTO JETSAM C HapyIIEHUSIMHU
3peHHs MPUCYI] OYEHb BBICOKUN YPOBEHb
PUTUIHOCTH B CTPECCOBBIX CHUTYaIMsIX,
HOpPMaJIbHBIH YPOBEHb 0OLIEH cTpecco-
YCTOMUMBOCTH, OYEHb HU3KHUHU YPOBEHb
palMOHATIBHOTO TOBEICHHUS B MPOOIeM-
HBIX  CHUTYyallUsX, HHU3KHH  ypOBEHb
CIOCOOHOCTH K COLMANBHOW aJarTalHu.
TakuM nerssM IpUCyll HU3KUU ypOBEHb
arpeccum.

OKCIIEpUMEHTaJIbHO  YCTAHOBIJIEHO,
YTO JeTH C HapyLICHHWsSMHU 3PEHHus cpe-
JI1 KpUTEpUEB LIEHHOCTHBIX OPHUEHTAIUi
Ha TepBOE€ MECTO ITOCTaBWJIa KPHUTEPHil
«CuIbHBINY», HA BTOPOE MECTO « YMHBIIDY,
Ha TpeThe MeCTO «Xoporio yuutcs». Cuna
SIBIISIETCS] HOPMAaTHBOM JIaHHOTO BO3pacTa
KaK KpUTepuil MpOTEeKaHUs MOJI0-POJIEBOM
uAeHTHQUKAUKA. YKa3aHHbIC JaHHBIC
CBUJIETETILCTBYIOT O TOM, YTO TaKHe JIETH
OILICHUBAIOT ceOsl Kak OOMIMTENbHBIX. B
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Rezumat

In articolul respectiv vom analiza conflictul intrapersonal care presupune o
neintelegere cu sine, dar si o anume atitudine de reflectie asupra sinelui. Domeniul
nostru de cercetare se incadreaza in problematica rezolvarii conflictului intrapersonal
in raport cu frecventa atitudinilor adoptate de studentii pedagogi. Anticipand expu-
nerea analiticd, in care, in special, venim cu un indemn pentru dezvoltarea atitudinii
nonconflictuale, trebuie sa precizam ca, in acest articol, vom remarca doar unele dintre
comunitatea academicd, fara a tagadui insa si valoarea celorlalte. Totodata, pledam
pentru introducerea in Planul de studii, la domeniul de formare profesionala initiala
., Stiinte ale educatiei”, a unui curs cu titlul ,, Conflictologie”.

Cuvinte-cheie: conflict intrapersonal, atitudine, atitudine conflictuala, ati-
tudine nonconflictuala, formare profesionala, integrare profesionala.

Abstract

In this article we will analyze the intrapersonal conflict that involves a misunderstan-
ding with oneself, but also a certain attitude of self-reflection. Our field of research is part of
the issue regarding resolving intrapersonal conflict in relation to the frequency of attitudes
adopted by pedagogical students. Anticipating the analytical presentation, which is especially
a call for the development of the non-conflict attitude, we must point out that in this article, we
will note only some of the many possibilities exposed by the academic community, considered
important in the constructive resolution of intrapersonal conflicts, but without denying also
the value of the others, advocating for the introduction in the Curriculum, the field of initial
vocational training Education Sciences of a course entitled ,, Conflictology”.

Keywords: intrapersonal conflict, attitude, conflicting attitude, non - con-
flicting attitude, professional training, professional integration.

Introducere in baza unor cercetari, care recomanda in-
Actualitatea temei puse In discutie im-  troducerea corectiilor la nivel de dezvol-
pune o abordare calitativ noud si o analizd  tare pozitivistd si, prin urmare, exprima
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si o viziune de perspectiva, si anume de
prevenire a deficientelor de integrare so-
cioprofesionald. Demersul nostru analitic
se incadreaza atat in problematica rezol-
varii conflictului intrapersonal 1n raport cu
frecventa atitudinilor adoptate de studen-
tii pedagogi, cat si la sistemul de formare
profesionald a personalului educational,
care, potrivit autorului Lazar Vlasceanu,
Htrebuie radical revazut”, deoarece ,,con-
fuzia valorilor coexista cu cacofonia poli-
ticd a haosului organizat” [19].

In acceptia autoarei Ana Stoica-Con-
stantin [15, p. 77 ], personalitatea tulbura-
ta de un conflict intern genereaza, invaria-
bil, unul sau mai multe conflicte externe,
fie prin exteriorizarea emotionald a trai-
rilor sale, fie prin atitudini care tradeaza
alterarea functiei adaptative. De exemplu,
studentul distorsioneaza semnificatia unor
situatii obiective — act pe care cei din jur
il percep, In mod firesc, drept neadecvat
relatiei pe care o au sau o percep cu per-
soana aflatd in conflict intrapersonal. Asa-
dar, conflictul intrapersonal este conflictul
individului cu sine, generat de atitudini,
motivatii, sentimente sau exigente contra-
dictorii. Fireste, sursele conflictului mai
pot include idei, ganduri, emotii, valori,
predispozitii sau obiective personale care
intrd in conflict unele cu altele. In plus, fi-
ecare fiintd umana se cunoaste si se judeca
pe sine (negativ sau pozitiv), 1si pune in-
trebari si 1si raspunde, astfel acest dialog
cu propriul for interior (comunicarea in-
trapersonald) devine o sursa de echilibru
psihic sau de dezechilibru. Prin urmare,
modul in care analizdm conflictul intra-
personal tine de atitudinea noastra fata
de noi insine 1n contextul respectiv. Este
evident cd orice confruntare noud cu ex-
perienta profesionald tinde sd reconfirme
si sa schimbe modul in care vom percepe
data viitoare situatia conflictuala [16, 17].

Potrivit autoarei Tatiana Callo [2, p. 5],
in educatie si in cunoastere, si, in general,

in cariera, sport, artd sau in orice alt do-
meniu al vietii, atitudinea justa este cheia
ce deschide calea catre dezvoltare si im-
plinire personala, catre succes si fericire.
In acceptiunea autoarei T. Callo, cuvantul
atitudine exprima un veritabil modus vi-
vendi, este modul in care alegem sa ne ra-
portdm la evenimentele din viata noastra,
acel filtru mental prin care ne reprezentam
viata, cu tot ce implica ea. Atitudinea mai
inseamna suma tuturor actiunilor si reacti-
ilor noastre interne, a solutiilor creative pe
care le identificam si le punem 1n practica.
Atitudinea este ,,combustibilul” interior
ce ne propulseaza catre obiectivele si sco-
purile noastre. Atitudinea mai inseamna
si concentrarea pe calitati, talente si posi-
bilitati, mai putin pe lipsurile si defectele
noastre. Prin urmare, daca ne intrebam ce
inseamna dezvoltarea atitudinii noncon-
flictuale, raspunsul ar fi urmatorul: in ac-
ceptiunea noastra, inseamna sa fii pregatit
sd accepti orice manifestare a celuilalt fara
sd-1 judeci, fara sa-1 pedepsesti, fara sa-1
urdsti sau sa-l agresezi. Aceasta atitudine
este dificil de atins, pentru ca presupune
o buna cunoastere a sinelui, dar si a celu-
ilalt, o acceptare neconditionata, cu toate
manifestarile pozitive sau negative. Asa-
dar, faptul ca suntem diferiti nu trebuie sa
reprezinte un pericol, de care sa ne ferim.
In special, atunci cand atitudinea noastra
despre sine este contradictorie si intra in
conflict cu specificul mediului, avem Ia
dispozitie trei optiuni: sa schimbam medi-
ul, sd ne schimbam imaginea de sine sau
sd parasim acel mediu. In viziunea noas-
trd, rezolvarea conflictului intrapersonal
trebuie sa se axeze pe dezvoltarea atitudi-
nii nonconflictuale.
Teorii si discutii

Conflictul intrapersonal este analizat
de unii autori ca o caracteristicd norma-
la a psihismului, conditie a dezvoltarii si
autodepasirii (Carl Rogers [13], Gordon
Allport [1], Erik Erikson [21]), iar de alti
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autori — ca o consecintd negativa a pertur-
barilor personalitatii (Karen Horney [6],
Abraham Maslow [8], Kurt Lewin [23],
Leon Festinger [22]). Cel mai des, con-
Sictul intrapersonal este studiat 1n psiha-
nalizd, care interpreteaza nevrozele ca un
conflict intre trebuintele de satisfactie si
trebuinta de securitate sau Intre pulsiunile
sinelui si apararile eului.

Autorul Paul Popescu-Neveanu defi-
neste conflictul intrapersonal drept o ci-

ocnire si o luptd intre atitudini, motive,
tendinte, interese opuse si de forta relativ
egale si greu de conciliat sau ireconcilia-
bile, ce se produce intr-un anumit moment
sau este persistent. Astfel, se naste o stare
de tensiune si framantari care pot capata o
forma dramatica [12, p. 133].

Autorul V. Pavelcu [11] aprecia con-
flictul intrapersonal ca pe o forma inte-
rioard de frustratie, Intrucat satisfacerea
unei tendinte se face in detrimentul alteia.

Tabelul 1. Tipologia conflictului intrapesonal (adaptat dupa V. Pavelcu [11])

Conflictul Apare in interiorul personalitatii si nu este observat de altii, daca nu este exte-

psihic riorizat. Este definit ca o stare a organismului supus la actiunea unor motivatii
incompatibile (de exemplu, se produce o lupta la nivel de bine — rau, placut
—neplacut, se simte un disconfort emotional).

Conflictul Se manifestd sub forma de indoiald (de exemplu, studentul nu spune nici da,

cognitiv nici nu, ezitd sa raspunda si trage de timp).

Conflictul Consta in dificultatea de a face o alegere de ordin moral (de exemplu, studen-

perceptiv tul se gandeste sa mintd sau sa nu minta).

Conflictul Este un dezechilibru la nivel emotional (de exemplu, studentul oscileaza intre

analitic tendintele educatiei formative prin impunerea regulamentelor si tendintele de
libertate).

Conflictele Sunt conflictele dintre constient si inconstient (de exemplu, studentul cade

sintetice prada diverselor ispite, 1i lipseste stdpanirea de sine si autocontrolul).

In acceptia mai multor specialisti (G.
Allport [1], E. Erikson [21], L. Festin-
ger [22], K. Horney [6], A. Maslow [8],
N. Margineanu [9], Patrascu [10]), exista
numeroase tipuri de conflicte intraperso-
nale: 1) conflicte motivationale; 2) con-
flicte cognitive; 3) conflicte afective; 4)
conflicte morale; 5) conflicte cauzate de
complexele de inferioritate si de superio-
ritate; 6) conflicte de adaptare; 7) conflicte
ale autoaprecierii neadecvate; 8) conflicte
nevrotice etc. Generalizand explicatiile
prezentate cu referintd la tipologia con-
flictelor intrapersonale, in continuare vom
analiza unele surse, in parte, pastrand insa
atat atentionarea ca, amenintand, injosind,
ofensand, nu facem altceva decat ,,contri-
buim la sporirea greutatii patologiei psihi-
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ce din lumea care ne Inconjoara”, cat si in-
demnul de a reflecta asupra consecintelor
unui conflict nerezolvat din cauza atitudi-
nilor generatoare de conflicte. In special,
ne vom referi la conflictele motivationale/
dintre scopuri — la baza declansarii carora
std contradictia dintre motive, atunci cand
acestea sunt incompatibile sau actualiza-
te concomitent. De exemplu, conflictele
dintre dorinte — analizate de psihologii
L. Festinger [22], K. Horney [6], K Lewin
[23]). In aceasta ordine de idei, potrivit au-
torului K. Lewin, conflictul intrapersonal
este o stare in care doud forte de aceeasi
intensitate actioneaza concomitent asupra
individului. Din aceasta perspectiva, exis-
ta trei tipuri de conflicte [apud 16, p. 53].
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Tabelul 2. Tipuri de conflicte motivationale/intre scopuri
(adaptare dupa K. Lewin)
Conflictul echi- | Apare atunci cand trebuie facuta alegerea intre | Rezolvarea constd in

valent (apropie-
re-apropiere)

doua sau mai multe obiecte la fel de atractive, dar
care se exclud reciproc. De exemplu, doua dorin-
te concomitente (vreau si una, si alta). Conditiile
aparitiei acestui conflict: motive incompatibile,
actualizate concomitent si de forte egale.

apropierea de un obiect
care devine dominant si
amanarea celuilalt.

Conflictul vital
(evitare-evitare)

Apare atunci cand trebuie de ales intre doua
obiecte la fel de atractive sau neatractive.

Rezolvarea este dupa ve-
chea zicala ,,alegerea intre
doua rele” sau ,, un rau mai
putin rau”.

Conflictul ambi-
valent (apropie-
re-evitare)

Apare la alegerea obiectului care este in egala
masura atragator si respingator. Conflictul apa-
re doar daca valenta pozitiva si valenta negativa
se afla in aceeasi directie. De exemplu, copilul
vrea si atingd un citel de care se teme. In acest
sens, existd urmatoarele principii ale conflicte-
lor de apropiere-evitare:

e gradientul de apropiere — tendinta de atingere
a scopului este cu atat mai mare, cu cat persoana
este mai aproape de acesta;

e gradientul de evitare — tendinta de evitare a obi-
ectului nedorit este cu atat mai mare, cu cat per-
soana este mai aproape de acesta;

e gradientul de evitare este mai puternic decat
gradientul de apropiere — la apropierea obiectu-
lui, tendinta de evitare creste mai puternic decat
tendinta de apropiere.

Rezolvarea este in functie
de intensitatea motivului,
care determind intensitatea
gradientelor (atat de evita-
re, cat si de apropiere).

Dupa cum deducem, este mai usor de
ales Intre doua motive atractive, decat intre
doua motive neatractive. Astfel, suntem
dispusi sa alegem un obiect atractiv, dar il
regretdm pe celdlalt. In aceastd ordine de
idei, autorul L. Festinger (1957) analizea-
74 disonanta cognitiva enuntand ideea ca
omul tinde spre armonizarea structurilor
psihice atitudinale, cognitive, afective etc.
Disonanta cognitiva se rezolva prin modi-
ficarea atat a cognitiilor (reprezentarilor)
despre fenomene, obiecte, comportamen-
tul propriu, cat si prin schimbarea atitudi-
nilor. De exemplu, cognitiile sunt procese
mentale cu dubla semnificatie: 1n realiza-
rea cunoasterii (procesul de cunoastere) si
ca efect al procesului: cunostintele, infor-
matiile. De asemenea, disonanta cogniti-
va poate aparea dupa adoptarea unei de-
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cizii, daca persoana nu este sigura de co-
rectitudinea acesteia: ,,am luat o decizie”,
in contradictie cu ,,nu sunt sigur ca este
o decizie corecta”. L. Festinger propune
urmatoarele cdi de reducere a disonantei
cognitive [22]:

» schimbarea atitudinii fatd de o
cognitie (reprezentarea trecutului);

» schimbarea unei cognitii;

» marirea componentelor conso-
nante din cadrul cognitiilor/unei cognitii;
modificarea conceptului de eu, adica revi-
zuirea sistemului de valori pentru inclu-
derea ambelor cognitii intr-un sistem mai
larg.

Potrivit autorilor R. Gass si J. Seiter
[4, p. 76], disonanta cognitiva poate fi, in
mare masura, de natura interna, ca atunci
cand o persoana se confrunta cu o dilema
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morald: de exemplu, atunci cand imagi-
nea de sine nu concorda cu atitudinile sau
comportamentele persoanei. In general,
cognitiile pot stabili trei tipuri de relatii:
de consonanta, de disonanta si de neutra-
litate, In functie de care trebuie sa rezol-
vam atat conflictele intrapersonale, cat si
conflictele interpersonale. Prin urmare,
modul nostru de a ne manifesta in timpul
relationarii oferd date despre starea noas-
trd psihicd de moment, despre personali-
tatea noastra, despre atitudinea fata de noi
ingine si fatd de cei de langa noi. Constient
sau inconstient, intentionat sau involun-
tar, transmitem mesaje despre atitudinile
noastre, iar pe baza acestora emitem jude-
cati, ludm decizii pentru noi si pentru altii.

Dupa autorul Vasile Pavelcu [11],
conflictul intrapersonal este, prin excelen-
ta, un factor al tensiunii afective. In acest
context, conflictul intrapersonal apare
cand in interiorul subiectului se produc
exigente interne contrare. In acest sens,
conflictul intrapersonal poate fi manifest,
adicd evident (de exemplu, Intre o dorinta
si 0 exigenta morald sau intre doua atitu-
dini contrare) sau poate fi latent, acesta din
urma se exprima intr-o maniera deformata
in conflictul manifest si poate fi exteriori-
zat, mai ales, prin formarea de simptome
si prin conduitd devianta [3, 12, 18].

Bineinteles, conflictele intrapersonale
sunt generate si de starile emotionale traite
intr-o relatie sau alta. De exemplu, suspici-
unea, ostilitatea, tensiunea si explozia emo-
tionala sunt forme de manifestare a conflic-
telor intrapersonale [3, 5, 17, 18, 19].

Cu certitudine, o modalitate de a in-
telege usor un conflict intrapersonal este
sd ne imaginam ca suntem implicati direct
intr-o situatie conflictuala, ceea ce ar pre-
supune sa ne analizdm atitudinea noastra
in raport cu ceea ce simtim. Astfel, primul
element pe care ar trebui sa-1 cunoastem
foarte bine este atitudinea noastra (con-
flictuala/nonconflictuald) fata de un obiect
sau fatd de un stimul contradictoriu. In
acest sens, primul pas trebuie sa fie intros-
pectia care reprezintd identificarea starii
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noastre interioare si a alternativei acesteia.
In opinia noastra, niste alternative logic
posibile sunt: 1) atitudinea nonconflictua-
la, adica echilibrul interior si 2) atitudinea
conflictuala, adica dezechilibrul interior.
In acest context, autorul A. Adler afirma
ca ,,starea noastra interioara de echilibru
sau de dezechilibru deriva din modul in
care componentele personalitatii noastre
(valori, convingeri, temperament, nivel de
inteligenta, mod de gandire, nivel de edu-
catie, caracter) interactioneaza cu elemen-
tele mediului in care ne aflam, deoarece o
atitudine este o tendintd de acceptare sau
de negare a unui element din mediu [apud
20].

Dincolo de afirmatiile facute, este
important sd cunoastem urmatoarele tra-
saturi caracteristice ale conflictelor intra-
personale:

»  Nu exista parti adverse implicate
in conflict — partile conflictului sunt dife-
rite trasaturi ale personalitatii;

» Se manifesta prin emotii negative
— de exemplu, frica, depresie, stres care,
deseori, se transformd In nevroza sau
chiar psihoza.

»  Uneori conflicte sunt greu de de-
pistat — au forma latenta sau compensa-
torie: de exemplu, persoana nsdsi nu-si
congtientizeaza starea de conflict intern
sau o exteriorizeazd in mod involuntar
printr-un comportament derutant (euforie
sau hiperactivitate).

Dupa cum observam, majoritatea cer-
cetatorilor mentionati definesc conflictul
intrapersonal ca o contradictie, o ciocni-
re a diferitelor componente ale persona-
litatii (atitudini, tendinte, roluri, motive,
scopuri, interese etc.), perceputd si traita
emotional ca o problema interna impor-
tantd ce necesita rezolvare constructiva,
ca o bariera ce trebuie depasitd. Asadar,
conflictul intrapersonal reflecta o legatura
contradictorie cu mediul social (rezonanta
emotionald, ruminatii). Pornind de la con-
siderentele expuse anterior, vom retine
indicatorii conflictului intrapersonal (vezi

fig. 1).
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Figura 1. Indicatorii conflictului intrapersonal

In opinia autorilor H. Gass si J. Sei-
ter [4, p. 74], atunci cand exista armo-
nie intre atitudinile, opiniile, valorile si
comportamentul nostru, viata este foarte
usoara. Totusi, atunci cand apar anumite
inconsecvente in modul in care gandim,
vorbim sau actiondm, tindem sa resimtim
un disconfort la nivel psihic. In special,
disconfortul psihic rezultat in urma unor
atitudini incompatibile nu se resimte la fel
in toate situatiile si depinde de centrali-
tatea atitudinilor implicate. In acceptia
autorilor citati, daca problema este una
minora (de exemplu, cineva prefera pun-
gile de plastic, dar stie ca pungile de har-
tie sunt mai bune pentru mediu), atunci
disconfortul psihic va fi mai redus. Daca
problema este importanta, la fel ca ati-
tudinile care implicd valori sau credinte
fundamentale, consecintele psihice pot fi

enorme (de exemplu, mama unei studente
este o adeptd a stilului sandtos de viata,
nu fumeaza, insa afla ca fiica ei tocmai
a Inceput sd fumeze). Dupa cum putem
deduce, exemplele descrise vor contribui
la intelegerea conflictului intrapersonal
constructiv/distructiv, fiind analizate in
raport cu propriile atitudini. De asemenea,
un semn distinctiv indispensabil al con-
flictului intrapersonal este reactia emoti-
onal-negativd si manifestarea atitudinii
conflictuale pe care o exteriorizeaza un
membru al grupului fatd de alt membru
din grupul respectiv, ceea ce deosebeste
un conflict de o situatie conflictuala (difi-
cultate, dezacord, competitie, concurenta
etc.). In plus, faptul ca un conflict poate
fi atat distructiv, cat si constructiv impune
de la sine problema intelegerii consecinte-
lor conflictului intrapersonal.

Tabelul 4. Consecintele conflictului intrapersonal

Consecintele constructive

Consecintele distructive

Structurile implicate in conflict se dezvoltd
constructiv si apare o tendintd de ameliorare,
0 armonizare a vietii personale.

Dezintegrarea personalitatii, transformarea
conflictului intr-o criza existentiala permanen-
ta, dezvoltarea unor reactii nevrotice.

imbogitirea vietii psihice — se dezvolta atitu-
dinea nonconflictuald, personalitatea cunoaste
noi trairi emotionale pozitive, se dezvolta con-
stiinta de sine.

Stagnarea dezvoltarii personalitatii si scaderea
eficientei activitatii — se dezvolta atitudinea con-
flictuala, personalitatea cunoaste noi trairi emoti-
onale negative, se dezvoltd neincrederea 1n sine.
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Trecerea la un nou nivel de functionare si inte-
grare prin dezvoltarea sentimentelor morale.

Personalitatea nu se adapteaza, nu progreseaza
si nu are incredere 1n fortele proprii.

Conflictul intrapersonal constructiv contribuie
la formarea unei autoaprecieri pozitive.

Conflictul intrapersonal distructiv intensifica
stabilizarea unui complex de inferioritate.

Individul se percepe pe sine ca personalitate
hotarata in stabilirea relatiilor interpersonale,
axat pe comportament si gandire pozitiva.

Se produce deteriorarea relatiilor interperso-
nale din cauza cresterii agresivitatii, irascibi-
litatii, anxietatii, nevrozelor.

In cazul celor mentionate, merita s cu-
getam, facand referintd la autorul George
Kohlrieser [7, p. 34], care ne atentioneaza:
,Un cadru mintal de tip ostatic 1i face pe
oameni sa aiba o atitudine conflictuala, sa
se simtd prizonierii propriului conflictul”.
Desigur, fiecare individ simte nevoia sa
intre 1n ,,dialog cu sine” pentru a-si expli-
ca anumite lucruri, situatii, relatii, inainte
de a le clarifica cu ajutorul celorlalti. Din
punctul de vedere al formarii si dezvoltarii
personalitatii, acest dialog cu sine consti-
tuie o practica terapeutica de tip intelectiv
si emotional: a pune o problema mai intai
in raport cu propria constiintd inseamna a
trece o purificare cognitiva, dar si o ana-
lizd a atitudinii. In acceptiunea autoarei
Tatiana Callo, atitudinea este pozitia in-
terna pe care o adoptam fata de o situatie
sociald sau fatd de o persoand si aceasta

pozitie este cea care determind modul in
care vom raspunde sau vom actiona [2, p.
21]. in contextul ultimei tendinte, credem
cd toti cei care sunt implicati in relatiile
cu oamenii trebuie sa invete sd rezolve
constructiv conflictele. Asadar, conflictele
intrapersonale pot aparea din numeroase
surse interne, iar cauzele obisnuite gene-
reaza atitudini diferite la indivizi diferiti.

Cercetari si rezultate

Cercetdrile efectuate in anul de studii
2019-2020, pe un lot experimental de 162
de studenti din anul III, UPS ,Ion Crean-
ga”, ne-au permis s constatam frecventa
atitudinilor adoptate de studentii pedago-
gi. In acest scop, studentilor li s-a propus
chestionarul ,,Ce atitudini adoptati cel mai
frecvent?”, elaborat de Fabrice Lacombe
[apud 21].

attidine de supnners agresivi

30
I —— |

atrtuding de supunere activi

atituding de supuners pasiva
atitudime

wtitichne noncothetaali

Figura 2. Distributia valorilor privind frecventa atitudinilor adoptate de studentii
pedagogi
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Rezultatele obtinute pe lotul testat sunt
urmatoarele: 15% — atitudine de domina-
tie agresiva (atac, malitiozitate, duritate,
lipsa de politete etc.); 17% — atitudine de
supunere activa (evitarea confruntarii, re-
tragere 1n sine); 26% — atitudine de supu-
nere pasivda (repliere, retragere in sine, ac-
ceptarea fara discerndmant, evitarea con-
flictului); 14% — atitudine de manipulare
(distragerea atentiei, confuzie, urmarirea
unui obiectiv ascuns etc.); 12% — atitudi-
ne de supunere agresiva (retragere, opozi-

0% 10% 20% 30%

40%

tie activa, cinism, luare in ras etc.); 16%
— atitudine nonconflictuala (gandire pozi-
tiva, afirmare a propriei persoane, influen-
ta deschisa, empatie, acceptarea celuilalt,
incredere in sine, claritate functionald).
De asemenea, astfel de argumente pot fi
suplimentate cu urmatoarea reprezentare
grafica a rezultatelor comparative privind
raportul procentual dintre atitudinile con-
flictuale (84%) si atitudinile nonconflic-
tuale (16%) (fig. 3).

50% 60% 70% 80% 90%

Figura 3. Reprezentarea grafica a rezultatelor comparative (atitudini conflictuale /
atitudini nonconflictuale)

Cele prezentate n Figura 3 ne direc-
tioneaza spre importanta dezvoltarii ati-
tudinii nonconflictuale, insistand asupra
eficientei activitdtilor formative orientate
spre cunoasterea principiilor de rezolvare
constructiva a conflictelor intrapersonale.
Desigur, mediul universitar etaleaza di-
procesul de integrare profesionald poate fi
extrem de solicitant si chiar stresant pen-
tru debutanti, mai ales, dacd se confrunta
pentru prima data cu o astfel de experienta.
Prin urmare, dezvoltarea atitudinii noncon-
flictuale la studentii pedagogi constituie o
preconditie si pentru integrarea profesio-
nala, favorizand procesul prin care acesta
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devine capabil sa se inteleaga si sa activeze
intr-un nou mediu sociocultural. Potrivit lui
Mihai Golu [5, p. 137], formula optima de
integrare este, desigur, cea care permite un
echilibru si un control reciproc intre parti,
prevenindu-se hipostazierea si dominanta
absolutd a uneia asupra celeilalte. In vizi-
unea noastra, prin dezvoltarea atitudinii
nonconflictuale, studentii accepta critica de
naturd constructiva, renuntd sa gandeasca
rigid si absolutist, castigdnd aprobarea si
recunostinta celorlalti.

Modalitati de rezolvare a conflictului
intrapersonal si dezvoltarea atitudinii non-
conflictuale

Cu certitudine, atunci cand vorbim
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de rezolvarea conflictelor intrapersonale,
trebuie sd ne amintim, nu in ultimul rand,
de atitudinea nonconflictuala, care se ma-
nifestd prin echilibrul interior. Conflictul
intrapersonal reprezinta efectul existentei
a douad atitudini fundamentale contradicto-
rii fatd de sine (conflictuala/nonconflictua-
18). In acord cu cele mentionate, sustinem
si ideea autoarei A. Stoica-Constantin ca
pot fi puse in discutie diferite atitudini fata
de conflict: ofensiva, defensiva, de accep-
tare, de confruntare, de compromis [18].

In acceptia noastrd, atitudinea non-
conflictuala este dificil de atins, pentru ca
presupune o buna cunoastere de sine, ac-
ceptarea propriei persoane, cu toate emo-
tiile si valorile sale. Asadar, este cert ca,
la rezolvarea constructiva a conflictului
intrapersonal pentru dezvoltarea atitudi-
nii nonconflictuale, sunt importante doua
elemente (realizarea unei alegeri corecte
si diminuarea atractivitatii fata de obiectul
care a provocat conflictul), pe care trebuie
sd le analizam cat mai atent (Figura 4).

T ————————————
N

Figura 4. Elemente-cheie in rezolvarea conflictului intrapersonal pentru dezvoltarea
atitudinii nonconflictuale

In literatura de specialitate, sunt pro-
puse si alte modalitdti de rezolvare a con-
flictului intrapersonal, noi le vom analiza
pe cele mentionate de autorii citati in acest
articol. De exemplu, potrivit autorului
Norbert Sillamy [14, p. 77], fiinta umana
dispune de numeroase modalitdti de a re-
zolva conflictele intrapersonale, cum sunt
refularea, deplasarea spre un scop substi-
tutiv, sublimarea etc. De asemenea, vom
remarca importanta celor mentionate, ci-
tandu-1 pe F. Glasl [apud 16, p. 55], care
stabileste diferenta dintre conflictele mij-
loacelor si cele ale scopurilor: 1) conflic-
tul mijloacelor creeaza probleme de natura
intelectuala si cautd posibilitatea de rezol-
vare a lor, dovedeste gradul si nivelul de
capacitate intelectuald; 2) conflictul scopu-
rilor conduce spre optarea pentru un scop,
antrenand structurile personalitatii, precum
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vointa, caracterul si afectivitatea persoa-
nei. In acest context, V. Pavelcu [14, p.
181] ne atentioneaza ca, chiar daca aceste
doua forme nu se pot manifesta izolat, iar
mijloacele, intr-un anumit context, devin
scopuri sau, invers, scopurile devin mijloa-
ce, deosebirea merita sa fie retinutd pentru
dezvoltarea atitudinii nonconflictuale. Im-
partasim convingerea, de altfel, acceptata
in circuitul stiintific, conform careia nu pu-
tem identifica o singurd forma unica de re-
zolvare a tuturor conflictelor, mentionand,
totodatd, importanta rezolvérii constiente a
conflictului intrapersonal pentru dezvolta-
rea atitudinii nonconflictuale.

Este cert cd un conflict interior este
transferat la nivel interpersonal, dar mai
ales atunci cand inlocuim obiectul conflic-
tului si alegem ca ,,tap ispésitor” pe cineva
drag din anturajul nostru. Urmarind aceas-
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ta directie, este important s retinem ca au-
torul Mielu Zlate distinge conflictul dintre
asteptarile si obisnuintele emotionale, pe
de o parte, si caracterul inedit al situatiilor
cu care ne confruntam, pe de altd parte,
care produce socul emotional [20, p. 180].
In consens cu cele relatate, sustinem ideea
ca orice schimbare profunda ar trebui sa
aiba ca punct de plecare dezvoltarea atitu-
dinii nonconflictuale. Dupa cum deducem
din cele expuse, este necesar sa acceptam
conflictul intrapersonal ca pe un fenomen
normal (constructiv), si nu patologic (dis-
tructiv). Bineinteles, dezvoltarea atitudi-
nii nonconflictuale ne poate incuraja spre
rezolvarea constructiva a tuturor conflic-
telor, spre continuarea activitatii sau a
relatiei, fiind considerata si un stimul al
autodezvoltarii. In aceasta ordine de idei,
G. Kohlrieser afirma ca, atunci cand abor-
dam un conflict si actiondm corect in re-
zolvarea lui, se produce un efect pozitiv,
imbunatatindu-se atat rezultatul final, cat
si relatia pe termen lung. In continuare,
dupa cum precizeazd George Kohlrieser
[7, p. 171], printre efectele negative ale
evitarii unui conflict se numara manifesta-
rea atitudinii refractare (conflictuale) fata
de schimbul de informatii, aparitia perfor-
mantelor scazute, a stresului, scaderea ni-
velului stimei de sine si crearea unor rela-
tii distructive. Asadar, astfel de argumen-
te pot fi suplimentate cu un indemn spre
intelegerea profunda a tuturor conflictelor
(intrapersonale/interpersonale, intragru-
pale/intergrupale), inclusiv a strategiilor
de transformare a conflictelor distructive
in conflicte constructive. Diverse ca ma-
nifestare si continut, toate aceste tipuri de
conflict au in comun prezenta tensiunii
launtrice si trairea ei ca disconfort psihic,
de care personalitatea cautd si se elibe-
reze. In acest sens, majoritatea autorilor
citati afirma ca rezolvarea conflictului in-
trapersonal se poate realiza intr-o maniera
normal-adaptativa sau intr-una dezadap-
tativ-patologica (stari nevrotice). Astfel,
conflictul intrapersonal se rezolva, daca
subiectul reugeste sa-si schimbe atitudinea

fata de situatia obiectiva si sa gaseasca noi
forme de actiune.

Atunci cand vorbim de rezolvarea
conflictelor intrapersonale si dezvoltarea
atitudinii nonconflictuale, trebuie sa ne
amintim, nu in ultimul rand, si de conflic-
tul cognitiv, care se manifestd printr-o de
disonanta cognitiva (concept introdus de
Leon Festinger, in 1957, [22, p. 32]. Dupa
cum stim, disonanta cognitiva apare atunci
cand ideile si convingerile unui individ
sunt contrazise de o noud informatie primi-
ta de catre acesta, fapt ce ii provoaca o stare
de disconfort psihic, ce genereaza imediat
tendinta de reducere a acestei discrepante
cognitive, dar si cu implicatii afective si de
restabilire a echilibrului interior. In litera-
tura de specialitate, sunt propuse diverse
modalitati de iesire din acest impas; noi le
vom analiza pe cele mentionate de majori-
tatea autorilor. Pentru exemplificare, luam
scenariul clasic al parintelui care afla de la
colegul copilului sau despre absentele si
notele negative primite in ultimul timp si
analizam atitudinile acestuia:

e acceptare totala (adaptarea pro-
priilor convingeri la noua informatie pri-
mitd) — de exemplu, reactie de genul: ,,Sa-
mi faca el mie una ca asta!”;

e minimalizare (acceptare/respin-
gere partiald a posibilitatii ca informatia
primita sa fie corectd) — de exemplu, o re-
actie de genul: ,,Poate a inteles gresit, ei
se cearta des in ultima vreme, desi sunt
vecini”;

e respingerea totala a informatiei
noi — de exemplu, o reactie de genul: ,,Nu
este adevarat, copilul meu nu ma poate
minti!”;

e respingerea sursei noii informatii
— de exemplu, ca reactie, parintele interzi-
ce legatura cu prietenul in cauza.

In continuare, trebuie si mentionam
ca, in rezolvarea conflictelor intraperso-
nale si in dezvoltarea atitudinii noncon-
fictuale, e imperativ sa analizam si stre-
sul, care este rezultat al neconcordantei
caracteristicilor personale (psihice, dar nu
numai) ale unui individ cu cele ale mediu-
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lui (caz profesional) in care acesta isi des-
fasoara o parte dintre activitati. In acest
caz, majoritatea autorilor citati mentione-
aza ca cele doua situatii posibile de redu-
cere a gradului de stres sunt: 1) adaptarea
cerintelor la posibilitatile individului; 2)
adaptarea individului la cerintele mediu-
lui. Intr-o situatie concreta, balanta incli-
na in favoarea uneia sau alteia, existand
si situatii in care se poate incerca o com-
binatie a lor. Pana la un anumit nivel de
intensitate, stresul poate motiva, mobiliza
resurse si stimula cresterea performantet,
dincolo de acesta aparand insad doar efec-
te negative, al caror spectru de diversitate
incepe cu planul psihologic si se incheie
cu cel fiziologic. Pe langa cercetarile ana-
lizate pana acum, in cele ce urmeaza vom
incerca sd patrundem in ideea de ce este
necesar sa atragem o deosebita atentie si
tipului de personalitate in rezolvarea con-
flictelor intrapersonale. In sensul celor
relevate in acest articol, este cert sa intele-

gem ca personalitatea este in sine contra-
dictorie si supusd in permanenta conflic-
telor intrapersonale (constructive/distruc-
tive), amplificandu-se in functie de valo-
rizarea, interpretarea sau problematizarea
atitudinii ~ (conflictuale/nonconflictuale).
In acest context, trebuie reamintit faptul
ca nu intdlnim o singurd perspectiva care
sd ne indice rezolvarea constructiva a con-
flictelor intrapersonale, de aceea, iIn con-
tinuare, vom expune optiunea propusa de
Karen Horney [6, p.182], si anume: con-
flictele pot fi rezolvate numai schimband
in personalitate acele conditii care le-au
dat fiintd. In viziunea noastra, trebuie sa
se insiste si asupra eficientei activitatilor
educationale orientate in directia dezvol-
tarii atitudinii nonconflictuale. Sintetizand
abordarea autoarei Karen Horney [6], ¢
firesc sa retinem faptul ca fiecare tip de
personalitate este deosebit, fiind determi-
nat de diverse caracteristici si atitudini, pe
care le prezentam in Tabelul 5.

Tabelul 5. Tipuri de personalitate, caracteristici si atitudini
(adaptat dupa Karen Horney)

s se bazeze pe ei. Numai in felul
acesta se poate simti in siguranta.

Tipuri de Caracteristici Atitudini
personalitate
Tipul comple- | Acceptd propria neputintd, in po- | Manifesta atitudine de neputinta. Se ata-
zent fida instrainarii si temerilor, cauta | seaza de personalitatea cea mai puterni-
(dependent) sa castige afectiunea celorlalti si|ca, conformandu-i-se, dobandeste senti-

mentul apartenentei si sprijinului, care
il fac sa se simta mai putin slab si izolat.

Tipul agresiv

Accepta si ia drept reala ostilitatea
din jurul sau, se decide, constient
sau inconstient, si lupte. In mod
implicit, se indoieste de sentimen-
tele si intentiile semenilor fatd de
el. Este un rebel prin definitie.

Demonstreaza atitudinea de ostilitate. Este
impotriva relatiei, predominand ostilitatea
si agresivitatea. Este orientat si domine,
avand nevoie de succes, de recunoastere
sociald. Este perfectionist si detine un spi-
rit competitiv cu tendinte agresive.

Tipul detasat

Accepta sa se indeparteze de oa-
meni, nu doreste nici sa apartina
grupului, nici sé lupte, ci sa se tind
deoparte. Simte ca nu are multe in
comun cu ei, ¢i ei nu-l inteleg. Isi
construieste o lume a sa, cu natu-
ra, cartile si cu visurile sale.

Manifesta atitudine de rigiditate si izo-
lare. Exprima detasarea emotionala de
relatie, nevoia de autorealizare si de in-
dependenta a vointei. Nu se axeaza pe
relatie si opune rezistenta la schimbare.
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Generalizand cele expuse, trebuie sa
mentiondm ca autorul loan Craciun, in lu-
crarea ,,Prevenirea conflictelor si manage-
mentul crizelor” (2006), se intreaba: ,,Ce
este totusi de facut pentru a rezolva Th mod
constructiv un conflict?”, tot el enuntand
ca: ,,pentru a rezolva in mod constructiv un
conflict, acesta trebuie mai intai inteles” [3,
p. 11]. Dupa cum observam, constientiza-
rea unui proces atat de variat ne indeamna
sd remarcam afirmatia autorului M. Zlate
[20, p. 131]: ,,Conflictele si contradictii-
le, de la caz la caz, semnifica fragilizarea,
inconstanta si incongruenta psihocompor-
tamentald sau marea suplete cognitiva, an-
gajarea personalitdtii in procesul devenirii
sale dialectice, iar lipsa lor arata stagnarea,
plafonarea personalitdtii.” Asadar, rezol-
varea constructiva a conflictelor intraper-
sonale include componente specifice for-
mative prin care personalitatea desfasoara
anumite activitdti componente, cum ar fi:
autocunoasterea si dezvoltarea atitudinii
nonconflictuale. De asemenea, notiunea
de atitudine nonconflictuala implicd mai
degrabd un proces educational decit un
eveniment izolat [17, 18].

Concluzii

Dupd cum am mentionat, numero-
si cercetatori au contribuit la ntelegerea
conflictului intrapersonal, insa vom su-
blinia remarca autoarei Karen Horney [6,
p. 24], conform careia, atunci cand con-
flictele sunt axate pe problemele interne
ale personalitatii, este foarte dificil sa le
faci fatd si sa le rezolvi, doar cu conditia
de a fi destul de sdnatosi; in principiu, nu
existd motive care sa ne impiedice s-o fa-
cem. Trebuie sa recunoastem cd mediul
universitar este deosebit de alte medii or-
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