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REZUMAT

Este deja un lucru demonstrat faptul ca practicile
evaluative de tip testing si notd, profund instalate in
traditie, nu dau seama de metamorfozele cognitive ale
studentului, nici pentru agentul evaluator, nici pentru
societate. Remarcam, de ceva timp, un interes crescand,
in marginile lumii masurii si evaluarii, pentru ceea ce
este evaluarea autentica. fncercém, in cadrul acestui
scurt excurs, sd delimitdim continutul noului concept,
invederand, de fiecare data, ca evaluarea autentica nu se
poate realiza decat in considerentul unei competente,
definitd ca un act de eficacitate propriu individului
performant intr-un context real dat. Vom evoca, in
acelasi timp, cateva dintre problemele asociate acestei
noi modalititi de evaluare. Pentru ca, in final, sa
relevam un numar de exigente, precum si dificultatile
inerente evaludrii autentice, dincolo de aportul
indiscutabil fecund al acestui gen de abordare, in latura
dezvoltarii si practicarii gandirii reflexive.

Cuvinte-cheie : evaluarea autentica, evaluare
standardizata, competenta

Se inregistreazd, mai cu seama in
ultimul timp, un interes aparte pentru ceea ce,
generic vorbind, tinde a fi perceput ca practici
de evaluare autentica (authentic assessment).
Adjectivul  ,autentic”, din  compunerea
sintagmei, are, la origine, gr. ,authentes”,
instruind asupra a ceea ce este atestat,
certificat, conform cu originalul.

Potrivit teoriilor 1invatarii situate,
practicile invatarii se impun a fi exersate in
situatii realiste, in genere definite ca autentice
mai degraba decat in situatii pedagogice
formale. Perspectiva invatarii situate s-a
ndscut n opozitie cu constructiile artificiale si
arbitrare ale Invatamantului traditional, al
carui principal defect era tocmai dificultatea
de a extrapola si instrumentaliza cunostintele
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ABSTRACT

It has been already proved that testing and
grade type assessment practices, deeply implemented
in tradition, do not consider the student’s cognitive
metamorphoses, neither for the assessing agent nor for
the society. We have noticed for a while an increasing
interest, as far as measure and assessment are
concerned, for what authentic assessment means. We
shall try here to define the content of the new concept,
always taking into consideration that authentic
assessment can only be made through a competence
defined as an efficacy act proper to the individual in a
real given context. We shall also discuss some of the
problems associated with this new assessment method.
At last, we will reveal some requirements as well as
the difficulties of authentic assessment, beyond the
indisputable contribution of this type of approach for
the development side and reflexive thought.
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We have noticed lately a special
interest for what, generally speaking, tends to
be perceived as authentic assessment. The
adjective  ““authentic” from the phrase
originates in the Greek word ‘“authentes”,
indicating what is confirmed, certified, in
compliance with the original.

According to the theories of situated
learning, learning practices have to be
practised in realistic situations, generally
defined as authentic rather than in formal
pedagogic circumstances. The perspective of
situated learning appeared in opposition to
traditional educational artificial and arbitrary
constructions, whose main defect was the
difficulty to extrapolate and instrument
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si abilitatile dobandite in mediul instructional
in situatiile concrete ale lumii profesionale.
Pentru a remedia acest defect, invédtarea a
trebuit sa fie conceputd ca un proces de
relationare i participare activd la mediul
socio-profesional. Pentru cd a invdta o materie
nu Inseamnd numai a cunoaste si a explica
diverse concepte, principii §i legi care o
fundamenteaza, ci si a apropia, a intelege si a
practica cat mai adecvat posibil activitatile
care singularizeaza disciplina, astfel cum este
ea practicata de experti.

O evaluare ,autenticad”, prin urmare,
este o evaluare in considerentul unei
competente, definitd cel mai adesea ca un act
de eficacitate propriu individului performant
intr-un context real dat. Spunem ca este vorba
de o tendinta pentru cd, asa cum adeseori se
intampla, ca din ceva vechi sd rdsard mereu
ceva nou, avem — si in acest caz — de-a face
cu o traditie.

Fara a fi cu totul recentd, evaluarea
denumitad ,,autenticd”, in virtutea interesului
pentru rezolvarea problemelor reale, bazate pe
produs (eseul, portofoliul, documentarea,
proiectul de cercetare, simuldrile, activitatile
de laborator demonstrarea aptitudinilor etc.),
se regaseste, sub forma unor practici apropiate,
incd din sec. al XIX —lea in scolile progresiste,
influentate de ideile unor J. Dewey, Kilpatrick
s.a. Un argument in plus pentru a gandi noul
demers 1n continuarea unor experiente trecute
sau 1n curs de a fi astfel.

Conceptul este, cum se vede, suficient
de larg, pentru a lasa loc unor interpretari
divergente, dar nu si cu suficient impact,
atunci cand este vorba de a atrage atentia
asupra necesitatii i urgentei unor inovatii de
fond, care trebuie neaparat infaptuite in spatiul
masurii si al evaludrii, in consens cu noile
epistemologii ale stiintelor educatiei vizand re-
constructia cunostintelor si in spiritul carora
numai activitatile reale complete, complexe si
semnificative  pentru cele ce Invata
(elev/student) pot constitui contexte valide de
evaluare, sub aspect cognitiv si metacognitiv.
Numai astfel pot fi certificate competentele.
Dar invatarea/evaluarea prin competente,

knowledge and skills acquired in instructive
environment in actual circumstances of the
professional world. In order to fix this defect,
learning had to be conceived as an
interlinking process and active participation
to the social and professional environment.
Because learning a profession does not mean
only knowing and explaining various
concepts, principles and laws, but also getting
closer, understanding and practicing activities
that individualize the subject as adequate as
possible, as it is practised by experts.

An “authentic” assessment is therefore

an assessment made through a competence,
most often defined as an efficacy act proper
to the performant individual in a given real
context. We say that it is a tendency because,
as it often happens for something new to
occur from something old, we are dealing —
in this case as well — with a tradition.
Without being completely recent, “authentic”
assessment, by virtue of the interest for
solving real problems based on product
(essay, portfolio, documentation, research
project, laboratory  activities, skills
demonstration etc.), can be found under the
form of close practices in progressist schools
since the 19th century, influenced by the
ideas of J. Dewey, Kilpatrick etc. another
argument for thinking the new step for
continuing past experiences or current ones.

The concept is, as we can notice,
broad enough, to leave space for divergent
interpretations, but without enough impact
when we talk about drawing the attention on
the need and emergency of basic innovations,
that have to be made for measurement and
assessment, in accordance with the new
epistemologies of educational sciences
referring to the reconstruction of knowledge
and according to which only real, complete,
complex and significant activities for those
who learn (pupil/student) may be valid
assessment context, under cognitive and
meta-cognitive aspect. Competences may be
certified only in this way. But competences
learning/assessment, irrespective of their
nature, cannot be temporally constrained or
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oricare ar fi natura lor, nu poate fi, tocmai din
motivul invocat, supusd unor constrangeri
temporale, nici reductibild la un numér de
itemi strict determinati, dupd cum nu poate fi
limitata nici de natura intrebarilor care poarta
exclusiv  asupra  componentelor  unei
competente date. De aici si insistentele
remarcate Tn ultima vreme asupra caracterului
,,autentic” al evaluarii.

Dar care sunt, in esenta, deosebirile
dintre masura (testing) si evaluare si de ce ar
trebui intensificat interesul pentru o evaluare
»autenticd” ? Care sunt, in fond, principiile
evaludrii standardizate/ traditionale si ce
anume ar motiva optiunile pentru o evaluare
»autenticad”, concept capital al noilor practici
evaluative, in genere impus de noile orientdri
constructiviste?

In esenti, constati Resnick (1992),
doud concepte fundamentale ar sta la baza
testelor traditionale, privite In ansamblul lor :
»,decompozabilitatea”, potrivit careia o
competentd poate fi dezansamblatd in mai
multe componente, fiecare dintre ele putand
evolua si furniza, Tn mod izolat, indicii
semnificative  despre ceea ce este acea
componentd , si ,,decontextualizarea”, care
presupune cd fiecare componenta este fixa,
manifestindu-se  identic, indiferent de
contextul in care functioneaza si de continutul
in functie de care este evaluata.

Ambele concepte sunt 1nsa sever puse
in discutie, mai cu seama, din perspectiva
tezelor cognitivist-constructiviste, care explica
natura invatarii ca proces de constructie a
cunostintelor, implicand, evident, tratamentul
informatiei, pentru a deveni functionale,
transferabile si reutilizabile. Prin urmare
dezvoltarea unei competente date, rezidd nu
atat in continutul uneia sau alteia dintre
componentele sale, cidt mai ales in
interactiunea lor, ca factor determinant, in
sensul 1n care functia este mai mult decat suma
componentelor.

Din acest punct de vedere, primul
dintre cele doud concepte, respectiv -
decompoazabilitatea este nefunctional. Daca,
sub aspect cantitativ, putem ,,numara/masura”

reduced to a strict number of items, and it
cannot be limited by the nature of questions
bearing exclusively upon the components of a
given competence. Hence the insistencies
noticed lately upon the “authentic” character
of assessment.

But which are actually the differences
between testing and assessment and why
should we increase the interest for an
“authentic” assessment? Which are the actual
principles of standardized/traditional
assessment and what motivates the options
for an “authentic” assessment, a capital
concept of the new educational practices,
generally imposed by the new constructivist
orientations?

In essence, says Resnick (1992), there

are two fundamental concepts that traditional
tests are based on, seen as a whole:
“decomposability”, according to which a
competence can be separated into several
components, each of them being able to
develop and provide, isolated, significant
clues about that component, and
“decontextualization” which supposes that
every  component is fixed, developing
identically irrespective of the context it
operates in and the content according to
which it is assessed.
But concepts are severely discussed,
especially from the point of view of
cognitive-constructivist theses, which explain
the nature of learning as a construction
process of knowledge, obviously involving
information treatment in order to become
functional, transferable and reusable.
Consequently, the development of a given
competence results not only from the content
of one of its component, but especially from
their interaction, as a determining factor, in
the meaning in which the function is more
than the sum of components.

From this point of view, the first of
the two concepts, respectively
decomposability is not functional. If, from
quantitative point of view, we can
“count/test” the components of a competence,
it is extremely difficult, if not even
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componentele unei competente, este extrem de
dificil, daca nu imposibil, in unele cazuri, sa
cuantificam, calitativ vorbind, interactiunile
dintre aceste componente, in fond variabilele
semnificative responsabile de existenta si
functionarea/ dezvoltarea  competentei in
cauza.

In alt sens, dacd este si luam in
considerare rolul ,,cunostintelor specifice” in
cadrul unei competente, atunci vedem ca si
,decontextualizarea” rdmane un concept
apreciat in mare masura ca ineficace, intrucat
ignord tocmai rolul acestor cunostinte in
manifestarea acelei competente. S-a putut, de
altfel, demonstra ca, cu cat o persoand poseda
mai multe cunostinte specifice 1n privinta unui
domeniu/ subiect dat, cu atit performanta sa
vizavi de acel domeniu este mai ridicata.

Rezultd ca, 1n practica testelor
standardizate, 1n virtutea instrumentarului
utilizat in diferite faze ale evaluarii, sunt, de
cele mai multe ori, vizate continuturile, de
multe ori nesemnificative, in absenta unor
criterii riguroase de certificare axiologica, in
detrimentul atributelor eficacitatii
cunostintelor (functionalitate, transferabilitate,
reutilizare), ceea ce denotd, evident, o
intelegere  reductionista a  fenomenului
invatarii, Indreptitind, pe buna dreptate una
dintre concluziile lui H. Gardner (1992), dupa
care platitudinea este atributul definitoriu al
testelor formale. A nu distinge corect intre
evaluare §i testare este, probabil, una dintre
cele mai dramatice consecinte privind
constituirea cunostintelor si  valorificarea
capacitatilor subiectului evaluat.

Daca prin evaluare se intelege, potrivit
aceluiasi autor, o informatie retroactiva vizand
capabilitatile, deopotriva semnificativa pentru
persoana evaluatd, ca si pentru comunitatea
careia 11 apartine, atunci evaluarea autentica,
fundamentata pe constructia cunostintelor, este

de departe net distincta de evaluarea
standardizata/traditionala practicata in
considerentul  tezelor = pedagogiei e

obiective”, ca determinand exclusiv ,,masura
in care obiectivele sunt atinse”, fara a spune
ceva despre natura cunostintelor dezvoltate,

impossible, in some cases, to count from the
qualitative point of view, the interactions
between these components, actually the
significant variables responsible for the
existence and operation/ development of that
competence.

In another meaning, if we consider the

role of “specific knowledge” within a
competence, then we see that
“decontextualization” remains a concept

mostly seen as not efficient, because it
ignores the role of this knowledge in the
development of the competence. We could
actually prove that the more a person has
specific knowledge in a given area/subject,
the more its performance in that area is
higher.

It results that in the practice of
standardized tests, by virtue of the
instruments used in various stages of
assessment, contents, most of the times
insignificant ones, are referred to in the
absence of axiological certification criteria, to
the disadvantage of knowledge efficacy

attributes  (functionality,  transferability,
reuse) which obviously results in a
reductionist understanding of the

phenomenon of learning, according to one of
the conclusions of H. Gardner (1992),
according to which platitude is the defining
attribute of formal tests. The failure to
correctly distinguish between assessment and
testing is probably one of most dramatic
consequences regarding knowledge
acquisition and capitalization of assessed
subject’s skills.

If by assessment we understand,
according to the same author, a retroactive
information regarding skills, significant both
for the assessed person and for the
community it belongs to, then authentic
assessment, based on knowledge
constructions, is by far net distinct from
standardized/ traditional assessment practices
according to  pedagogy theses on
“objectives”, as exclusively determining the
“extent to which objectives are reached”,
without saying something about the nature of

Annals of the ,,Constantin Brancusi” University of Targu Jiu, Education Sciences Series, Issue 2/2009

20



Analele Universitaitii “Constantin Brancusi” din Targu Jiu, Seria Stiinte ale Educatiei, Nr. 2/2009

despre etapele acestor dezvoltarii, in fine,
despre metamorfozele suferite de catre
subiectul evaluat pe parcursul anevoiosului
proces al constructiei cunoasterii, pana la
urma, al devenii sale ,Intru fiintd”, cum ar
spune  C. Noica. Or, aceastd ,bazd de
cunostinte” (reguli, fapte si reprezentari, relatii
si metarelatii etc.), pe care studentul ar trebui
sd o poatd gestiona, in folosul sdu si al
comunitatii, la nivelul memoriei de lunga
duratd, nu este decat in micad masura legatd de
,sumplerea” lacunelor si »atingerea”
obiectivelor, de foarte multe ori lipsite de
semnificatie in raport cu complexitatea
proceselor invatarii, si, cu atat mai mult, de
exigentele reclamate de societatea cunoasterii.

Alta este insa ,,baza de date”, privitd
ca ansamblu structurat de informatii, menit a
facilita accesul si consultarea, si deci
susceptibild a fi descrisa, ca efect al masurii §i
al testarii. Evaluarea presupune, intr-o prima
ipostaza, descrierea cantitativd la nivelul
materiei informationale brute, dar se realizeaza
calitativ, intr-o a doua ipostaza, ca apreciere
(judecata de wvaloare) 1n plan axiologic,
implicand o dimensiune teleologica. Ea tine, in
alti termeni, seama de nivelul cunostintelor
(anterioare si recente) ale subiectului Tnvatarii,
dar masura ei reald o conferd descrierea
metamorfozelor cognitive semnificante la
nivelul stiintei de a gestiona baza personala de
cunostinte n contexte autentice.

Este deci vorba de a examina direct
performantele invatarii, pornind de la sarcini
complexe care sa indice -capabilitati de
executie si nu indirect, prin substitute aparent
eficace, dar simpliste, care doar prezuma
concluzii pertinente, pornind de la performante
preconstruite ca urmare a unor provocari
estimate. Pentru a fi efectiv relevante sub
aspectul informatiei cu privire la cunostintele
si competentele realmente dezvoltate, aceste
sarcini trebuie sa invedereze un Tnalt grad de
autenticitate, ceea ce conduce la
»~montura”/integrarea situatiilor de evaluare in
chiar interiorul procesului instruirii.

Conform unei lungi traditii, cele doua
componente ale procesului instruirii erau

developed knowledge, about the stages of this
development, about the metamorphoses of the
assessed subject during the slow process of
knowledge construction, of its becoming
“into being” according to C. Noica. Or, this
“knowledge basis” (rules, facts and
representations, relations and meta-relations
etc.), that the student should be able to
manage, for its own benefit and for the
benefit of the community, at the level of
long-term memory, is only little related to
“filling” gaps and “reaching” objectives, very
often lacking meaning in relation to the
complexity of learning processes, and more
than that to the requirements claimed by
knowledge based society.

The database is different if we look at
it as a structured group of information, meant
to facilitate access and study, and therefore
liable of being described as an effect of
measurement and  testing.  Assessment
supposes, in a first stage, a quantitative
description at the level of gross information,
but it is accomplished qualitatively in a
second phase as appreciation (value
judgement) at axiological level, involving a
teleological dimension. It takes into
consideration the level of learning subject’s
knowledge (previous and recent), but its real
extent is given by the description of
significant cognitive metamorphoses at the
level of science to manage the personal base
of knowledge into authentic contexts.

Therefore, it 1is about directly
examining the performances of learning
starting from complex tasks that indicate
execution capacities and not indirectly,

through apparently efficient but simple
substitutes, that only assume pertinent
conclusions, starting from  prebuilt

performances as a consequence of estimated
challenges. In order to be effectively relevant
under the aspect of information regarding
really developed knowledge and
competences, these tasks have to provide a
high level of authenticity which leads to
assessment circumstances

assembly/integration inside the training
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separate si continud sa fie, in parte, si astazi.
Inca se consideri ci a invata este un lucru, iar
a evalua ceea ce s-a Invatat - altul. Evaluarea
sumativa, cea care intervine la capatul unui
parcurs sau al unei lungi perioade de
predare/invatare, este un astfel de exemplu.
Or, exigentele instruirii moderne acorda un rol
important evaludrii integrate cu invatarea,
tocmai in considerentul faptului ca notiunea de
reglare/retroactiune a activitdtilor de instruire
se afla in centrul noii perspective (Wiggins,
1989; Legendre, 2001).

Numai in contextul unei evaludri
autentice, studentul poate proba o competenta
sau alta, utilizdndu-le intr-un cadru cat mai
veridic posibil, spre deosebire de examenul
traditional, care, chiar si in ipoteza elimindrii

""" cunostintelor,  rdmane
profund afectat de aplicarea mecanica a unor
concepte, tehnici metodologii etc. Esential este
ca orice achizitie, a carei verificare se cere sa
aiba vocatia de a fi reutilizata, sa conduca, prin
evaluare, la informatiile care sd confere
garantia transferabilittii noilor cunostinte
construite in contexte previzibile de re-
utilizare. Aceste cunostinte nu pot fi, prin
urmare, evaluate nici in afara competentelor
asteptate, nici 1n afara contextelor lipsite de
semnificatie veridica, ceea ce indicdA o
detasare clard de toate preceptele paradigmei
instructioniste bazate de descompunerea si
decontextualizarea cunostintelor. O sarcina
bazatd pe competentd constd intr-o activitate
care pretinde studentului sia demonstreze
capacitati de integrare si utilizare a unor
cunostinte, cunostinte —actiune si judecati intr-
un context autentic. Rezultd ca probele
evaludrii invatarii vor trebui sa fie, in primul
rand, analizate sub aspectul calitatii
organizarii/integrarii cunostintelor construite,
al transversalitatii/transferabilitatii lor, precum
si al competentelor dezvoltate, fara insa a
nesocoti totusi importanta continuturilor
disciplinare si controlul asimilarii lor corecte.

Pentru a fi definitd ca autentica, In
sensul corobordrii unor opinii provenite din
orizonturi  diferite, evaluarii de tip
contextul/ecologic i se impun, in esentd, un

process.

According to a long tradition, the two
components of training process were
separated and continue to be, partially,
separated today as well. It is still believed
that learning is one thing, and assessing what
has been learned is another. Summative
assessment, which occurs at the end of a long
process or of a long period of
teaching/learning, is such an example. The
requirements of modern training give an
important role to learning integrated
assessment because of the fact that the notion
of control/retroaction of training activities is
in the centre of the new perspective (Wiggins,
1989; Legendre, 2001).

Only in the context of an authentic
assessment, the student may prove a
competence or another, using them in a
veridical environment, unlike the traditional
exam, which even in the hypothesis of
eliminating knowledge reproducibility is very
affected by the mechanical application of
some concepts, techniques, methodologies
etc.. It is essential that any acquisition whose
verification shall have the feature of being
reused, should lead, through assessment, to
the information that provide the guarantee of
transferability of the new knowledge built in
predictable reusing contexts. Therefore, this
knowledge cannot be assessed outside
expected competences, or outside the
contexts that lack veridical meaning, which
indicates a clear departure from all the
precepts of instructive paradigm based on
knowledge decomposition and
decontextualization. A duty based on
competence consists in an activity that asks
the student to prove abilities of integrating
and using, knowledge, action knowledge and
judgements in an authentic context. It results
that learning assessment evident shall have to
be, first of all, analyzed under the aspect of
built knowledge organization/integration
quality, their transversality/transferability, as
well as developed competences, without
forgetting the importance of disciplinary
contents and their correct assimilation
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numar de exigente. Printre ele, retinem, cu
titlu ilustrativ, urmatoarele:

- sa fie efectuatd prin referintd directa la
competentele dezvoltate pentru a promova si
diagnostica rezultatele Invatarii si nu indirect,
prin teste (sarcini) standardizate;

sa fie intrinsecd/ imbricatd in activitatile de
predare-invédtare, evitand ruptura dintre
situatiile de Invatare si situatiile de evaluare;

- sd facd posibild transparenta demersului
utilizat pentru a rezolva o situatie reald, mai
degraba decat a se limita la un rezultat final,
considerat ca adevar elaborat;

- sd releve si sa puna in miscare facultati si
aptitudini  intelectuale, pornind de la
performante, proiecte realizate, lucrari
personale, portofolii, etc., in locul testelor
rutiniere circuland de la un an la altul si a
caror platitudine este, probabil, una dintre cele
mai grave deficiente imputabile testing-ului
traditional ;

- sd acorde studentilor posibilitatea de a se
folosi de acele tipuri de elaborate care sa le
permitd libera punere in valoare a ceea ce
efectiv au reusit sa invete in contexte reale de
actiune, in locul produsului aseptizat impus de
regula canonului clasic ;

- informatiile relative la invatare sa fie
rezultatul unor proceduri eterogene, in sensul
de a permite o descriere exhaustivd a unei
competente, deopotriva cu interactiunile dintre
componentele sale, in locul informatiilor
rezultate exclusiv ca urmare a masurii,
profund afectata de incompletitudine si
unilateralitate.

Date fiind caracteristicile mentionate,
inseamna cd  instrumentarul  evaludrii
cunostintelor si al competentelor necesita a se
sprijini, in spiritul perspectivei cognitivist-
constructiviste si al orientarii
contextul/ecologice  corespunzdtoare, pe
sarcini §i contexte reale socio-profesionale si
de viata, definite in termeni de complexitate si
integralitate , a cdror autenticitate justifica
tocmai sensul evaluarii.

Aceste abordari nu exclud o anumita
colaborare cu partenerii de context in

control.

In order to be defined as authentic, in
the meaning of corroborating opinions
coming from different horizons,
contextual/ecologic assessment has several
requirements. Among them, we illustrate the
following:

- to be made by direct reference to
developed competences in order to promote
and diagnose learning results and not
indirectly, through standardized tests (tasks);

- to be intrinsic/imbricate in teaching-
learning activities, avoiding the gap between
learning situations and assessment situations;

- to make possible the transparency of
the step used to solve a real situation, rather
than being limited to a final result, considered
an elaborated truth;

- to reveal and set in motion
intellectual faculties and skills, starting from
performances, projects, personal papers,
portfolios etc., instead of the usual tests that
travel from one year to another and whose
platitude is probably one of the most serious
deficiencies of traditional testing;

- to give students the possibility to use
those types of elaborates that allow them to
value what they have actually managed to
learn in real action contexts instead of the
product imposed by the classical pattern;

- learning related information have to
be the result of heterogeneous procedures, in
order to allow an exhaustive description of a
competence, along with the interactions
between its components instead of the
information resulted exclusively from the
measurement deeply affected by
incompleteness and unilateralism.

Given the aforementioned
characteristics it means that the instruments
for assessment of knowledge and
competences have to support on real social
and professional and life tasks and contexts,
defined in terms of complexity and
integrality, whose authenticity justifies the
meaning of assessment, in the cognitive-
constructivist ~ perspective  and  related
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rezolvarea unor sarcini pe parcursul evaludrii,
plecind de la premisa eficacitatii invatarii
colaborative 1n raport cu invatarea individuala.
Dupa unii autori (Baker, Blaye si O’ Malley,
1995 ; s.a.), invatarea colaborativa faciliteaza
cautarea informatiei pertinente, articularea si
coerenta, ajutd la identificarea procedurilor
necesare rezolvarii problemelor complexe
(Hennesy si Murphy, 1999).

Pentru a evita ruptura dintre contextele
invatarii colaborative si situatiile de evaluare,
este, in special 1n acest caz, necesara
respectarea  principiului  unitatii i al
continuitdtii procesului invatarii-evaluarii. O
evaluare de tip colectiv, determinatd de un
model contextual/ ecologic, functioneaza, in
anumite privinte, numai dacad se afla in
prelungirea unor activitati de invatare de tip
colaborativ. Ea contribuie, astfel, la
dezvoltarea de interactiuni intre parteneri, iar
aceste interactiuni, care dau natura procesului
si sunt rezultatul confruntarii reprezentarilor
activate, denota, 1n realitate, o activitate de
negociere asupra constructiei reprezentarii
cunostintelor comune si stiintifice. Studentii,
subiecti ai evaludrii, sunt, in acest caz, mai
mult decdt niste parteneri, sunt constituenti
contextuali ai proceselor de 1Invatare.
Gandirea, izvorand din experienta speciei, nu
este niciodatd continutd in capul unui singur
individ (Nardi, 1996). Ea este inseratd in
matricele sociale alcatuite din membrii
grupului, in artefacte tehnice §i sisteme
semiotice integrate 1in practicile socio-
culturale. Drept urmare, performantele ei, care
se cer a fi astfel evaluate, nu se reduc la un
ansamblu de activitati discrete, dezincorporate,
pretabile unor strategii de testing, ci vizeaza
procese globale, susceptibile a unifica functii
psihice multiple (atentia, vointa,
rationamentul, memoria, limbajul, imaginatia),
in virtutea faptului ca realitatea insasi
functioneaza ca «holosy.

Dintr-un atare punct de vedere, cel
putin in perspectiva datelor de care,
actualmente, dispunem, singurele practici
evaluative, aflate In deplin consens cu tezele
cognitivist — construc-tiviste sunt cele care pun

contextual/ecologic orientation.

These approaches do not exclude a
certain collaboration with context partners in
solving tasks during the assessment, starting
from the premise of collaborative learning
efficacy in comparison to individual learning.
According to some authors (Baker, Blaye and
O’ Malley, 1995 ; etc), collaborative learning
facilitates the search  for  pertinent
information, articulation and coherence, helps
identify the procedures necessary for solving
complex problems (Hennesy and Murphy,
1999).

In order to avoid the gap between the
context of collaborative learning and
assessment situation, especially in this case, it
is necessary to comply with the principle of
unity and learning-assessment — process
continuity. A collective  assessment,
determined by a contextual/ecologic pattern,
operates only if is in the extension of
collaborative learning activities. It therefore
contributes to the development of interactions
between partners and these interactions that
give the nature of the process and are the
result of  activated representations
confrontation actually denote a negotiation
activity upon the construction of common and
scientific knowledge representation. Students,
subjects of assessment are in this case more
than partners, are contextual constituents of
learning processes. Thought, resulting from
the experience of the species, is never
included in the head of a sole individual
(Nardi, 1996). It is introduced in social
matrixes consisting of group members, in
technical artefacts and semiotic systems
integrated in  socio-cultural  practices.
Consequently, its performances, that have to
be assessed are not reduced only to a group of
discrete, unincorporated activities undergoing
testing strategies, but they refer to global
processes, liable of uniting multiple psychic
functions (attention, will, reason, memory,
language, imagination), by virtue of the fact
that reality itself operates as « holos ».

From a certain point of view, at least
from the point of view of the data currently
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in centrul atentiei competentele
contextualizate,  construite In  virtutea
interactiunii componentelor lor constitutive.
Acest lucru necesitd ca demersul Invatarii
insusi sd fie pilotat de sarcini de invatare
complexe si semnificative pentru contextul
dat. Dacda gradul complexitdtii sarcinii,
semnificatia §i  relevanta  interactiunii
componentelor implicand strategii cog-nitive
si meta-cognitive, se afla printre elementele
definitorii ce conferda masura competentei
evaluate, Tnseamna ca nici intervalele de timp
afectate acestui tip de evaludri nu mai pot fi
parametrate aidoma celor prevazute pentru
testele traditionale, in genere constituite din
intrebari inchise si/sau tabele reductioniste de
completat etc. Este ceea ce face sa fie excluse
constrangerile de timp, care ar putea fi si, de
reguld, se intampld si fie arbitrar fixate In
contextul evaluarii autentice, profesorul
evaluator netrebuind sa tind seama decat de
erorile importante din punctul de vedere al
constructiei competentelor, trebuind, in
schimb, sd accepte cd si auto-evaluarea face
parte din evaluare.

Noua cultura a evaluarii, reclamand
complexitatea si  dificultatile  aplicarii,
influenteazd, inevitabil, reflectiile si deciziile
referitoare la modalitatile si instrumentele de
evaluare, opunandu-se practicilor evaluative
care au prevalat in paradigmele de tip
asociationist. Se impune un alt mod de
intelegere si determinare a criteriilor de
validitate si fidelitate, nu doar in plan
conceptual, ci si, cu atdit mai mult, in plan
operational. Este un lucru demonstrat, de
altfel, faptul ca, cu cat instrumentele de
masurd sunt mai simple, concepute fiind
pentru a fi administrate unor efective mai mari
de studenti, Intr-un timp mai scurt si cu un
efort mai redus, cu atat criteriile de validitate
si fidelitate sunt mai puternic afectate.
Evaluarea autentica, reclama, in consens cu
teoriile bazate pe constructia cunostintelor,
reconsiderarea acestor criterii, precum $i un alt
mod de ierarhizare.

Criteriului  validitatii.  metrologice
(desemnand capacitatea unui instrument de a

available to us, the only evaluative practices
being in agreement with cognitive -
constructivist these are the ones that put
contextualized competences in the centre of
attention, built by virtue of the interaction
between their components. This requires that
learning be directed by complex learning
tasks significant for the given context. If the
task complexity level, the meaning — and the
relevance of components interaction that
involve cognitive and meta-cognitive tasks,
are among the defining elements that provide
measure to the assessed competence, it means
that this assessment related periods of time
cannot be measures like the ones provided for
traditional tests, generally consisting of
closed questions and/or reductionist tables to
be filled etc. This excludes time constraints,
that could be — and usually it happens to be —
arbitrarily fixed in the context of authentic
assessment, the assessing teacher having to
take into consideration only the errors
important from the point of view of
competences construction and accept that
self-assessment is part of the assessment.

The new culture of assessment,
claiming the application complexity and

difficulties  inevitably  influences the
reflections and  decisions  regarding
assessment methods and  instruments,
opposing to evaluative practices that

prevailed in associative paradigms. Another
way of understanding and determining the
validity and fidelity criteria is imposed not
only at conceptual level but, more than that,
at operational level. It is actually proved that
the simpler are the assessment instruments,
conceived in order to be applied on larger
number of students, in a shorter period and
with a lower effort, the stronger validity and
fidelity criteria are affected. Authentic
assessment claims, in agreement with the
theories based on knowledge construction,
the reconsideration of these criteria, as well
as another way of distribution.

The criterion of metrological validity
(which designates an instrument capacity to
test, in the meaning of quantity, what is
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masura, 1n sensul cantitdtii, exact ceea ce
pretinde cd masoard), specific modelelor
clasice ale evaluarii, i se substituie criteriul
validitatii ~ contextual/ecologice,  definind
evaluarea derulatd Intr-un mediu autentic,
necesitdnd o duratd de timp mai indelungata
pentru a corespunde unei practici reale si a
pune in operd comportamente semnificativ
reprezentative pentru un domeniu sau altul de
actiune. Evaluarea trebuie sa evite, prin
urmare, pe cat posibil, plasarea studentului n
contexte «artificiale», rupte de conditiile reale
in care ar trebui sa fie exersate cunostintele si
competentele evaluate. Este vorba de a pune in
evidenta aptitudinea de a exploata aceste
cunostinte si competente dobandite pentru a
raspunde solicitarilor unor situatii
«autentice » si semnificative, prezentand un
grad de complexitate ridicat.

Pe de altd parte, evaluarea autentica
prefera criteriul calitativ al transparentei si al
con-stantei, generalizabilitatea si
transferabilitatea invatarii, in locul fidelitatii,
fiind vorba de functii psihice si procese eterice
indefinibile, mai degraba decat de entitati
fizice definite. Criteriul fidelitatii indicand
calitatea unui instrument de a masura cu
acecasi exactitudine ori de cate ori este
administrat (esential 1n orice evaluare tinand
de teoria clasica a masurii circumscrisa unui
interval de timp precis stabilit), trece 1n plan
secund, in masura 1In care concluziile
referitoare la competentele unui student
rezultd din mai multe situatii implicand un
esantion al productiilor acelui student.

Este clar ca, trebuind sda puna
studentul/  subiectul in situatia de a
efectua/rezolva o sarcinda efectiv reala,

evaluarea autentica pare sa fie perfect adaptata
nu doar continutului, ci §i cerintelor
conceptului de competentd, care implicd o
actiune finalizatd. Competentele dobandite
sunt, in acest caz, specificate drept competente
de viata reald, de reguld, probate in contexte
extra--gcolare.  Aceastd este o prima
posibilitate.

O a doua constd in a evalua intr-un
mediu scolar, fie intr-un context real

pretended to be measured), specific to classic
assessment patterns is replaced by the
contextual/ecologic validity criterion, which
defines assessment developed in an authentic
environment, requires a longer period in
order to correspond to a real practice and
apply representative behaviours for an action
area. Consequently, assessment has to avoid
as much as possible placing the student in
« artificial» contexts, taken away from the
real conditions in which assessed knowledge
and competences should be practised. It is
about revealing the aptitude of using these
knowledge and competences acquired in
order to answer the demands of « authentic »
and significant circumstances, with a high
degree of complexity.

On the other hand, authentic
assessment prefers the qualitative criterion of
transparency and invariableness, learning
generalization and transferability instead of
fidelity, talking about psychic functions and
non definable etheric processes, rather than
defined physical entities. Indicating the
quality of an instrument to test with the same
exactness anytime it is used (essential in any
assessment if we consider the classic theory
of testing in a precise period of time), the
criterion of fidelity passes on the second
place to the extent in which conclusions
regarding a student’s competences result
from more situations that involve a sample of
that student’s productions.

It is obvious that, having to put the
student/ subject in the position of
developing/solving an actual task, authentic
assessment seems to perfectly adapt not only
to the content but to the requirements of the
concept of competence as well, which
involved a completed action. Acquired
competences are, in this case, indicated as

real life competences, proved in extra-
educational contexts. This is the first
possibility.

The second one consists in assessment
in an educational environment, either in a real
context (laboratory, workshop, etc) either by
remaking the authentic situation in the form
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(laborator, atelier ferma etc.), fie reconstituind
situatia autenticd 1n forma unei reprezentari
(de genul unei descrieri verbale), cand se pune
mai putin problema dificultatilor materiale
subiacente. Vorbim, in acest caz, de o anume
ambiguitate a evaludrii autentice, pentru ca,
inlocuind (trans) - punerea in actiune cu o
reconstituire  (experiment, descriere etc.),
implicit, se schimba competenta evaluata, care
nu va mai fi o competentd raportatd la
indeplinirea unei actiuni, ci o altd competenta
sau mai degraba o aptitudine (de lectura, de
scriiturd sau de conceptualizare), susceptibild a

dobandi sens/finalitate in afara  mediului
scolar.

Nu sunt, bineinteles, excluse
dificultdtile asociate evaludrii autentice,

dincolo de aportul indiscutabil fecund al
acestui gen de abordare, in latura dezvoltarii si
practicarii gandirii reflexive (higher-order
thinking skills). Cele mai multe tin de
«fezabilitatea» unei astfel de evaludri, care
necesitd probe invederdnd un inalt nivel de
complexitate (si de investitie), pentru a pune in
joc foarte multi factori ai unei activitati
autentice si, bineinteles, o expertiza pe masura.
S. Messik (1995) crede ca trebuie luate in
considerare doud standarde cand se pune
problema  evaludrii  competentelor :  un
standard de continut, vizand ceea ce studentul
trebuie sd cunoascd si sd fie capabil sd faca
raportat la o sarcind precisa, si un standard de
performantd, indicand gradul de competenta
pe care un student trebuie sd-1 faca tangibil la
un moment dat. Performanta trebuie sa reflecte
complexitatea construitului/elaboratului si nu
complexitatea probei, capacitatea studentului
de a face operationale, in cAmpul actiunii, prin
extrapolare, concepte si metodologii.

In cazul evaluirii cunostintelor
(savante) si a continuturilor disciplinare,
tinind de primul standard, este, bineinteles,
facilitata planificarea resursei de timp, si o
anume exactitudine a masurii, dar proba
stapanirii  acestor continuturi nu  este
considerata un indicator suficient de relevant
al viabilitatii Invatarii. Pe de alta parte,
demersul reclamat de evaluarea performantei,

of a representation (like an oral description),
when the problem of underlying material
difficulties appears less. We are talking, in
this case, of a certain ambiguity of authentic
assessment because, by replacing
transposition into action with reconstitution
(experiment, description etc.), assessed
competence implicitly changes and will no
longer be a competence related to the
fulfilment of an action, but another
competence or rather a skill (reading, writing
or conceptualization) liable of acquiring
meaning/finality outside educational
environment.

It does not exclude of course authentic
assessment related difficulties, beyond the
contribution of this type of approach at the
level of higher-order thinking skills) . most of
them depend on the “feasibility” of such an
assessment which needs evidence that require
a high level of complexity (and investment)
in order to use many factors of an authentic
activity and of course a related expertise.

S. Messik (1995) thinks that two new
standards have to be considered when
discussing competences assessment: a content
standard, regarding what the student must
know and be able to do in relation with a
precise task and a performance standard that
indicates the competence level that a student
has to make tangible at a given moment.
Performance has to reflect the complexity of
the built and not the complexity of the
evidence, the student’s ability to make
concepts and methodologies operational in
the field of action, by extrapolation.

In the case of savant knowledge and
disciplinary contents assessment that depend
on the first standard, time resource has to be
of course planned along with an exact
measure, but the evidence of mastering these
contents is not considered a marker relevant
enough for learning reliability. On the other
hand, the measure claimed by performance
assessment, defined in terms of complexity
and multi-dimensionality specific to authentic
assessment, requires a certain period of time
that influences the systematic assessment of
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definita in termeni de complexitate si
multidimensionalitate,  specific  evaluarii
autentice, necesitd un consum apreciabil de
timp, impietand asupra evaludrii sistematice a
intregii materii Invatate, fara insa a fi, in
aceeasi masura, si suficient de valid.

Este, in alt sens, posibil ca acest gen de
evaluare sa aiba un efect advers asupra
studentului, putandu-se intdmpla ca el sa
posede perfect conceptele teoretice, dar sa nu
se simtd prea bine atunci cand trebuie si
actioneze si sd utilizeze, prin transfer de
cunostinte, achizitiile dobandite. Intervin, de
asemenea, dificultati aflate in legaturd cu
metodele de evaluare. G. Solano-Flores si R. J.
Shavelson (1995) atrag atentia asupra
aceleiasi restrictii vizand resursa de timp, dar
si costurile ridicate ale materialelor folosite,
care raman irecuperabile, mai cu seamd in
cazul 1n care se pune problema evaludrii
competentelor profesionale, cand contextele
autentice implicd activititi de ordin practic-
aplicativ (montarea si demontarea unor
echipamente, de pilda, diverse experiente
stiintifice, rezolvarea unor probleme cu
aplicatii directe In lumea reald etc.) si cand
administrarea testelor este extrem de dificila.
Certificarea atingerii obiectivelor se poate
totusi  realiza  utilizdndu-se una  dintre
urmatoarele metode: evaluarea unui produs
sau a unui proces/ tehnologii de lucru care
necesitd o proba practicd; evaluarea
cunostintelor practice care poate da nastere
unei probe teoretice.

Sunt, in acelasi timp, invederate
dificultatile legate de fidelitatea analizei
calitative, in sensul in care, in conditiile
evaludrii autentice, se intampla frecvent ca
acelasi instrumentar sa nu furnizeze rezultate
identice, mai cu seama in situatia in care este
folosit de evaluatori diferiti. Referind natura
insesi a procesului de evaluare sugerat, care-i
confera bogatia si actualitatea, problemele
fidelitatii implicand actori diferiti nu sunt inca
rezolvate. Eforturi speciale sunt necesare in
vederea formarii evaluatorilor, care sa
conducd, in genere, la o anume standardizare a
acestui gen de evaluare.

the entire acquired information without being
valid enough.

It is also possible that this type of
assessment have an opposite effect on the
student being possible for it to perfectly
master theoretical concepts, but not feel too
comfortable when having to act and use, by
transfer of knowledge, acquired knowledge.
There are also difficulties related to
assessment methods. G. Solano-Flores and R.
J. Shavelson (1995) draw attention on the
same restriction that refer to the time
resource, as well as high costs of materials
used, that remain irrecoverable, especially if
the problem of professional competences
assessment appears, when authentic contexts
involve practical-applicative activities
(assembly and disassembly of equipments,
like for instance, scientific experiments,
solving direct problems in the real world etc.)
and when tests become extremely difficult to
be used. Objectives fulfilment may be still
achieved through one of the following
methods: by assessing a product or a
process/operating technology that requires a

practical evidence; assessing practical
knowledge that result into theoretical
evidence.

It also refers to the difficulties
regarding the fidelity of qualitative analysis,
in the sense that in the conditions of authentic
evaluation, it frequently happens that the
same set of instruments cannot provide
identical results, especially is used by
different testers. Regarding the nature of the
assessment process that provides its richness
and actuality, the problems of fidelity with
different actors are not solved yet. Special
efforts are necessary in order to train testers,
that would generally lead to a certain
standardization of this type of assessment.
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