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Abstract: Invitarea autoreglati este o
caracteristicd fundamentald a Invatarii eficiente.
Autoreglarea invatarii se refera la capacitatea
elevilor/studentilor de a exercita un control
motivational, metacognitiv §i comportamental
activ.  asupra  propriei  invatiri.  Factorii
determinanti ai autoreglarii au fost grupati in
doud categorii: factori motivationali si factori
strategici (Schraw & Brooks, 1999). Ambele
categorii de factori pot face obiectul unor
interventii educationale. Abilitdtile de autoreglare
reprezintd una din cele mai importante
prerechizite ale invatdrii individuale. Acestea
sunt, in cea mai mare parte, implicite in actul
predarii, dar pot fi identificate si iIn modul in care
profesorul abordeazd predarea si evaluarea:
aspectele pe care pune accent, ce criterii de
performanta stabileste pentru notarea elevilor, ce
tipuri de intrebari formuleaza etc. Multe din ele
sunt Invatate in mod involuntar, implicit de catre
elevi, devenind  propriile  lor  abilitati
autoreglatorii. Abilitatile autoreglatorii pe care le
deprind elevii in scoald vor fi utilizate In cea mai
mare parte mai tarziu in domeniul profesional.
Studiile aratd de asemenea o corelatie ridicata
intre nivelul autoreglarii si nivelul
performantelor. Ca atare, instruirea elevului
pentru a aborda in mod dinamic si flexibil
materialul de 1Invitat devine de maxima
importantd. Scopul strategiilor de invatare il
reprezintd gestionarea judicioasd a resurselor
cognitive i motivationale ale elevului in vederea
rezolvarii de probleme.

Cuvinte cheie: invatare autoreglata, factori
motivationali, = metacognitie, autoeficacitate,
atribuire

Abilitatile autoreglatorii reprezinta
unele din cele mai importante prerechizite ale
studiului individual. Pe masura naintarii in
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Abstract: Self-regulated learning is a
fundamental characteristic of efficient learning.
Self-regulated learning refers to pupils/students’
capacity to exert an active motivational,
metacognitive and behavioural control over their
own learning. The decisive factors of self-
regulation were grouped in two major categories:
motivational factors and strategic factors (Schraw
& Brooks, 1999). Both categories can be the
object of educational interventions.

Self-regulation skills are one of the most
important prerequisites of individual learning.
Most of them are implied in teaching, but they
can be also identified in the manner in which the
teacher approaches teaching and assessment: the
aspects he focuses on, what performance criteria
establishes to give marks to students, what kind
of questions he asks etc. Many of them are
involuntarily learned, even by students, becoming
their own self-regulated skills. The self-regulated
skills that students learn in school will be mostly
used later in the professional field. Studies also
show a high correlation between the level of self-
regulation and the level of performances.
Consequently, student’s training to dynamically
and flexibly approach learning material turns to
be an extremely important issue.

The aim of learning strategies is the
judicious management of student’s cognitive and

motivational resources in order to solve
problems.

Key words: self-regulated learning,
motivational  factors, metacognition,  self-

efficiency, attribution

Self-regulation skills are one of the
most important prerequisites of individual
learning. The more students advance in
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scoald, elevii trebuie sd proceseze un volum
tot mai extins de informatii si sa opereze cu
cunostintele la niveluri tot mai abstracte.
Managementul defectuos al cunostintelor si a
studiului personal, ce caracterizeaza pe multi
dintre elevi, ridicd in mod serios problema
necesitdtii achizitiei unor strategii de control
al propriului comportament de invatare.
Astfel de strategii vizeaza, nu doar obtinerea
unor performante inalte, ci §i dezvoltarea
capacitatii. de invatare autonoma (de
planificare a activitatilor in functie de
prioritati, de mobilizare In directia atingerii
obiectivelor, de organizare a invatdrii §i a
contextului de studiu etc.) Problema este ca
de cele mai multe ori, scolile traditionale nu
sunt suficient pregatite pentru instruirea unui
astfel de set de competente strategice. In
aceste scoli, procesul de invatare al elevilor
este controlat in cea mai mare parte de
profesor (el stabileste scopurile si obiectivele
invatarii, el selecteaza materiale de studiu, el
structureazd mediul de invatare si motiveaza
elevii prin recompense, note §i gratificare
verbald). Astfel ca, intreg procesul de
management al cunostintelor declarative si
procedurale este centrat in cea mai mare parte
pe profesor. Controlul asupra ce, cum, cat si
cand invata elevii, 1i priveaza pe acestia din
urmd de oportunitatea de a-si gestiona
resursele (cognitive, motivationale,
emotionale) si de a-si regla propria activitate
de invétare.

Abilitatile autoreglatorii au un dublu
rol:

a. Pe de o parte, vizeaza dezvoltarea uneia
dintre cele mai importante calitati
umane, respectiv  capacitatea de
gestionare §i  control a propriilor
ganduri, motive, experiente emotionale
si comportamente. O astfel de
capacitate este vitala pentru dezvoltarea
unor relatii armonioase §i pentru
sdnatatea noastra psihica.

b. Pe de alta parte, reprezinta poate cel
mai important set de prerechizite
necesar ajustdrii la solicitdrile pietei
muncii aflatd intr-o perpetud dinamica

school, the more they process a great amount
of information and operate with quite abstract
knowledge. The faulty management of
knowledge and personal study, which
characterize many students, seriously bring
up the matter of the need to purchase new
strategies to control their own learning
behaviour. These strategies aim not only to
obtain high performances, but also to develop
the autonomous learning capacity (of
planning the activities depending on the
priorities, of mobilizing in order to achieve
objectives, of organizing the learning and the
study context etc.). The problem is that most
of the time, traditional schools are not enough
prepared to train this set of strategic
competences. In these schools, the learning
process of students is mostly controlled by
the teacher (he/she establishes the learning
aims and objectives, selects the study
materials, structures the learning environment
and motivates students by offering rewards,
marks and verbal reward). Thus, the entire
management process of declarative and
procedural knowledge is mostly centred on
the teacher. The control over what, how, how
much and when the students learn, deprives

them by the opportunity to manage
(cognitive, motivational, emotional)
resources and to regulate their own learning
activity.

Self-regulated skills have a double
role:

c. On one side, they aim to develop one
of the most important human
qualities, namely the capacity to
manage and control their own
thoughts, reasons, emotional and
behavioural experiences. This
capacity is vital for the development
of harmonious relationships and for
our psychical health.

d. On the other side, it is perhaps one of
the most important sets of the

prerequisites needed to conform to
the market’s requirements which are
continuously in a perpetual dynamic
and change. Zimmerman (1998)

Annals of the ,,Constantin Brancusi” University of Targu Jiu, Education Sciences Series, Issue 2/2013

101



Analele Universitatii “Constantin Brancusi” din Targu Jiu, Seria Stiinte ale Educatiei, Nr. 2/2013

si transformare. Zimmerman (1998)
afirma ca repertoriul de strategii de
invatare autoreglatd pe care il deprind
elevii in scoala va fi utilizat in cea mai
mare parte ulterior in domeniul
profesional. Dintre abilitatile pe care le
revendica cel mai frecvent piata actuala
a muncii, pot fi mentionate: flexibilitate
in rezolvarea de probleme, generarea de
solutii dinamice, alternative, gandire
creativa si munca In echipa. Din pacate,
trebuie sa constatam ca scoala inca nu
este suficient pregatitd in fata unor
astfel de provocari.

Date fiind astfel de considerente, se
impune o recalibrare - cel putin partiala - a
multora din obiectivele educationale actuale
in functie de un astfel de set de solicitari.
Dezvoltarea la elevi a unor abilitéti de control
a propriului lor comportament de studiu,
necesitd cunostinte si abilitdti, cu privire la
procesele si mecanismele care au un rol
nemijlocit in managementului personal.

Un motiv in plus al reconsiderarii
sistemului de instruire il reprezintd dinamica
expectantelor elevilor privind oferta scolii.
Constatam faptul ca, de multe ori elevii vin la
scoald cu expectante i nevoi mult diferite de
cele la care raspunde in mod efectiv mediul
educational.  Fiind bombardati cu o
multitudine de informatii noi, atit prin
intermediul internetului cat si prin diversele
canale mass-media, ei dezvolta capacitatea de
a opera simultan cu un volum imens de
informatii. Insa, prin caracterului lor inertial,
de multe ori scolile se comporta ca un mediu
conservator, care ignora in bund masura
aceste potentiale capacitati. Modalitatile de
operare multipla pot fi in bund masura
valorizate de cdtre procesele invatarii
autoreglate. Invitarea autoreglatd oferd
oportunitatea monitorizarii unor procese
informationale multiple si constituie in
acelagi timp premisa unor procesari
informationale de adancime. Dezvoltarea
abilitatilor autoreglatorii poate fi realizatd in
cadrul procesului instructiv, prin cresterea

states that the series of strategies of
self-regulated learning acquired by
students in school will be mostly used
afterwards in the professional field.
Among the skills that the current
labour market requires very often are:
flexibility in solving problems,
providing dynamic and alternative
solutions, creative thinking and
teamwork. Unfortunately, we have to
notice that school is not enough
prepared to face such challenges.
Taking into account these grounds, it
is needed at least a partial recalibration of
many  current  educational  objectives
according to this set of requirements.
Students’ development of some skills to
control their own study behaviour needs
knowledge and skills, regarding the processes
and mechanisms which have a direct role in
personal management.

An additional reason to reconsider the
training system is the dynamic of students’
expectancies regarding school’s offer. It is
noticed that, many times students come to
school with expectancies and need which are
highly different from those effectively met by
the  educational  environment.  Being
overwhelmed by much new information, not
only by means of internet, but also by means
of different mass-media channels, they
develop the capacity to simultaneously
operate with a huge amount of information.
Yet, through their inertial character, schools
become many times a conservatory
environment, which consciously ignores
these potential capacities. The multiple mode
of operation can be also valuated by the
processes of self-regulated learning. Self-
regulated learning gives the opportunity to
monitor multiple informational processes and
is in the same time the premise of deep
informational  processing.  Self-regulated
skills can be developed within the training
process, by increasing the weighting of some
activities, which mediate the experiences
through which the student learns to:
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ponderii unor activitati, care mediaza
experientele prin care elevul Invata sa:

(a) exploreze sistematic o situatie de

invatare;
(b) 1si automonitorizeze procesele
cognitive, activitatea de invatare

propriu - zisd si modul de organizare
al cunostintelor;

(c) formuleze ipoteze si sa utilizeze
strategii de testare a ipotezelor;

(d) isi planifice comportamentul de
invatare;

(e) reflecteze asupra modului propriu de
invatare / intelegere;
(f) genereze semnificatii personale, care
sa constituie filtre de interpretare a
materialului de studiu (Crotty, 1995).
Intr-un astfel de context, finalitatea
invatarii o reprezinta achizitia (de catre elevi)
unui set de abilitati autoevaluatorii a
propriilor competente si de gestionarea
eforturilor si a resurselor de timp in vederea
obtinerii unor performante superioare.
Problema este ca, o astfel de abordare a
deprinderilor proprii de studiu, numitd si
invatare autoreglatd, vine deseori in conflict
cu practicile 1invatarii traditionale, care
recompenseazd de cele mai multe ori
performantele de  memorare si  de
reproducere.

Procesul invatarii autoreglate se
constituie ca o interactiune a mai multor
factori - personali (motivationali, strategici si
de  autocontrol),  comportamentali  si
contextuai ~— cu  impact  asupra
performantelor  scolare ale elevilor
(Zimmerman, 2000). Nefiind nici o abilitate
mintald, nici o strategie de obtinere a unor
performante ridicate, invatarea autoreglata
reprezintd procesul autodirectionat prin care
elevul converteste abilitatile mentale in
strategii de obtinere a unor performante
ridicate.

Invatarea autoreglatd este un proces
activ si constructiv, de monitorizare, reglare
si ajustare a activitatii cognitive, a resurselor

(g) systematically explore a
situation;

(h) self-monitor the cognitive processes,
proper learning activity and the

learning

manner  of  organizing  their
knowledge;
(i) formulate  hypotheses and use

strategies to test the hypotheses;

(j) plan the learning behaviour;

(k) reflect upon the own manner of
learning/understanding;

(I) generate  personal  significations,
which would constitute filters of
interpreting the study material
(Crotty, 1995).

In this context, the finality of learning
is represented by the acquisition (by students)
of a set of self-assessment skills of their own
competences and of the efforts’ and time
resources management in order to obtain
superior performances. The problem is, that
this type of approach of the own study habits,
called also self-regulated learning, is often in
conflict with the practices of traditional
learning, which most of the time rewards
memory and reproduction performances.

The process of self-regulated learning
is an interaction of many factors - personals
(motivational, strategic, self-control),
behavioural and contextual — with an impact
on the students’ school performances
(Zimmerman, 2000). Since there is no mental
skill, or a strategy to obtain high
performances, self-regulated learning is the
self-directed way through which the student
converts the mental skills into strategies to
obtain high performances.

Self-regulated learning is an active
and constructive process of monitoring,

regulating and adjusting the cognitive
activity, the motivational / emotional
resources and of the own behaviour

depending on the set of aims of a person.
Taking into account the generic

character of this construct, it is necessary to

make it operational through series of
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motivational / emotionale si a
comportamentului propriu in functie de setul
de scopuri al unei persoane.

Dat fiind caracterul generic al acestui
construct, se impune operationalizarea lui
printr-o serie de referenti comportamentali si
cognitivi. Altfel spus, ne intereseaza ce face o
persoana caracterizata printr-un nivel ridicat
al competentelor autoreglatorii. Coroborand
rezultatele mai multor cercetatori (Boekaertz,
Midgley, Pintrich, Schunk, Zimmerman)
putem afirma ca, Invatarea autoreglata poate
fi circumscrisd prin urmatoarele dimensiuni:

v’ stabilirea  obiectivelor  specifice
studiului (de exemplu, pentru tema de
la limba romana, de saptimana
viitoare voi scric un eseu de sase
pagini, cu titlul...);

v alocarea de resurse atentionale in
directia  procesdrii  informatiilor
relevante (de ex., voi fi atent
indeosebi asupra comentariilor pe care
le face profesorul 1n timpul
demonstratiei);

v’ utilizarea unor strategii eficiente de
codare, elaborare si organizare a
informatiei, in scopul reactualizarii ei
ulterioare (de ex., incerc sd surprind
cat mai multe relatii intre ideile din
materialul studiat; aceste idei ma vor
ajuta sa mi-l reamintesc ulterior mai
bine);

v vizualizarea sau generarea unor
imagini mintale vii, respectiv a unor
secvente comportamentale Tn scopul
retinerii unor informatii cu caracter
mai abstract (de ex., Tmi reprezint
potentialele piste pe care pot avansa in
abordarea acestei probleme de logica);

v’ utilizarea unor resurse eficiente de
studiu (de ex., pentru a-mi face o buna
reprezentare asupra fenomenului
migratiei pasarilor, voi utiliza atlasul
geografic);

v’ autoinstruirea prin verbalizari interne
orientate spre cresterea performantei
(in cazul unei probleme complexe —
cum ar fi elaborarea unui proiect -

behavioural and cognitive referents. In other
words, we are interested in what a person
with a high level of self-regulated
competences does. Corroborating the results
of more researchers (Boekaertz, Midgley,
Pintrich, Schunk, Zimmerman) we can say

that  self-regulated learning can be
circumscribed  through  the  following
dimensions:

v’ establishment of specific objectives of
the study (for example, for the
Romanian homework, for the next
week, I will write an essay of six
pages entitled ...);

v' allotting attention resources in order
to process relevant information (for
example, I will be extremely attentive
to the commentaries the teacher
makes during the demonstration);

v use of some efficient strategies of
coding, elaborating and organizing
the information, aiming to
subsequently put it up-to-date (for
example, I try to discover as many
relations as possible between the
ideas from the studied material; these
ideas will help me to remind it better
later);

v’ visualisation or generation of some
vivid mental images, namely some
behavioural sequences in order to
obtain more abstract information (for
example, I represent my potential
stages on which I can advance to
approach this logical problem);

v use of efficient study resources (for
example, in order to make myself a
good  representation of  bird’
migration, I will use the geographic
atlas);

V' self-training through interior
verbalisations oriented towards the
performance increase (in the case of a

complex problem — such as
elaboration of a project — I must take
into account more sources of
information);

v' self-monitoring the performance,

Annals of the ,,Constantin Brancusi” University of Targu Jiu, Education Sciences Series, Issue 2/2013

104



Analele Universitatii “Constantin Brancusi” din Targu Jiu, Seria Stiinte ale Educatiei, Nr. 2/2013

trebuie sd iau in calcul mai multe
surse de informare);
automonitorizarea performantei,
respectiv  urmadrirea  selectivd a
prestatiilor anterioare (de ex., voi
inregistra noile cuvinte invatate sau
voi evita planificarea unor sesiuni de
studiu tip maraton);

autoevaluarea progresului prin
stabilirea si utilizarea unor standarde
realiste (de ex., ma astept sd iau o nota
bund la lucrarea de control de
matematicd, cel putin cat am luat la
teza unica);

managementul eficient al timpului (de
ex., imi voi organiza programul zilei
astfel Incat sia reusesc sa finalizez
activitdtile importante sau imi voi
alege momentelor de studiu in
concordantd cu perioadele de eficienta
maxima);

organizarea mediului de invatare (de
ex. voi alege un mediu de invatare cu
cat mai putini distractori (gen:
televizor, CD-uri cu jocuri));
solicitarea de asistentd in caz de
nevoie (de ex., voi recurge la ajutorul
unui coleg sau al profesorului 1n
situatia 1n care nu inteleg explicatiile);
identificarea punctelor tari privind
propriile abilitati / capacitati (de ex.,
am o buna capacitate de elaborare a
unui program pe calculator);
valorizarea invatarii si a factorilor
care influenteaza invatarea;
anticiparea  rezultatelor  propriilor
actiuni ( de ex., dacd ma tin de
programul facut voi reusi sa iau o
medie buna la bacalaureat);
experientierea unor sentimente de
satisfactie potrivit efortului depus (de
ex., sunt multumit atunci cand aloc
zilnic minim trei ore studiului
individual pentru pregatirea
examenului de bacalaureat).

Toate aceste procese sunt constranse

namely selective monitoring of
anterior performances (for example, I
will record the new words I learnt or I
will avoid planning study session of
marathon type);

v’ self-assessment of progress by
establishing and using  realist
standards (for example, I expect to
get a good mark to Maths test paper,
at least the mark I took at the national
written paper);

v’ efficient time management (for
example, I will organize my daily
schedule so that I would manage to
end the important activities or I will
choose the study time according to
the periods of maximum efficiency);

v’ organization of the environment study
(for example, I will choose an
environment study with very few
distractors, such as: television, CDs
with games);

v' request for assistance in case of need
(for example, 1 ask a colleague or
teacher to help me if I don’t
understand the explanations);

v' identifications of strengths regarding
the own skills / capacities (for
example, I have a better capacity to
elaborate a computer program);

v’ valuation of learning and of the
factors which influence learning;

v' anticipation of the results of the own
actions ( for example, If I respect the
schedule you made me, I will succeed
in getting a good baccalaureate
average);

v’ experimenting satisfactory feelings
according to the effort made (for
example, I am satisfied when I study
individually at least three hours a day
to prepare for the baccalaureate
examination).

All these processes are constrained by
the characteristics of the physical context and
social environment. Therefore, in the last

de caracteristicile contextului fizic si ale resort self-regulated activities have the role to
mediului social. Astfel, in ultima instantd mediate the relationship between the
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activitatile de autoreglare au rolul de a media
relatia dintre individ §i contextul in care se
afla acesta (Zimmerman, 1994; Pintrich,
2000a).

Cercetdtorii In domeniul invatarii
autoreglate considera invdtarea un proces
multidimensional, ce implicA o serie de
componente, de naturd: (a) interna (cognitive,
motivationale, emotionale); (b)
comportamentala  si  (c)  contextuala
(Zimmerman, 2000). Invitarea autoreglati
poate fi totodatd asimilatd unor interactiuni
reciproce continue intre abilitatile individului
si orientarea motivationala a acestuia (Garcia,
1995). Daca abilitdtile vizeaza eficienta
strategiilor ~ cognitive §i  metacognitive,
orientarea motivationala se referd la scopuri,
valori si expectante. Optiunea pentru o
strategie specifici de solutionare a unor
probleme, indiferent daca implica cognitia,
metacognitia sau motivatia, depinde de
expectantele si convingerile elevului, de
valorile si scopurile lui relationate cu studiul.

Factorii invatarii autoreglate

Schraw & Brook (1999) grupeaza
factorii determinanti ai autoregldrii in doua
mari categorii: factori motivationali si factori
strategici. Daca factorii motivationali au fost
analizati in subcapitolul precedent, in cele ce
urmeaza vom analiza factorii strategici ai
autoregldrii, insistind asupra strategiilor
cognitive §i strategiilor metacognitive (vezi
Fig 1).

individual and the context in which he is
(Zimmerman, 1994; Pintrich, 2000a).

The researchers in the field of self-
regulated learning consider that learning is a
multidimensional process, which implies
series of components, of different types: (a)
inner (cognitive, motivational, emotional); (b)
behavioural and (c) contextual (Zimmerman,
2000). Self-regulated learning can be in the
same time assimilated to some mutual
continuous  interactions  between  the
individual’s skills and his motivational
orientation (Garcia, 1995). If the skills are
related to the efficiency of the cognitive and
metacognitive strategies, motivational
orientation refers to aims, values and
expectancies. The option for a specific
strategy of solving problems, regardless
cognition, metacognition or motivation,
depends on the student’s expectancies and
beliefs, of his values and aims related to
study.

Factors of the self-regulated learning

Schraw & Brook (1999) group the
decisive factors of the self-regulation into two
major categories: motivational factors and
strategic factors. The motivational factors
have already been analysed in the precedent
chapter, we will further analyse the strategic
factors of the self-regulation, focusing on the
cognitive and metacognitive strategies (see
Fig 1).
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Autoreglarea
Factori \ Factori
motivationali strategici
. [ . . \ .o .o
Autoeficacitate Cunostinte specifice Strategii Strategii
domeniului cognitive metaco gnitiv
-

Atribuire

Feed-back asupra Cunostinte
rezultatului metacognitive

Feed-back asupra Reglare
procesului metacognitiva

Fig 1. Factorii invatarii autoreglate (adaptat dupa Schraw si Brook, 1999).

Factors

Factors

-

Metacognitive

Self-efficiency Specific Strategies
knowledge strategies
\
Attribution - : \
Feedback on Knowledge
N
2 \
Feedback on .
Regulation
J

Fig 1. Factors of the self-regulated learning (adapted after Schraw and Brook, 1999).

Annals of the ,,Constantin Brancusi” University of Targu Jiu, Education Sciences Series, Issue 2/2013

107




Analele Universitatii “Constantin Brancusi” din Targu Jiu, Seria Stiinte ale Educatiei, Nr. 2/2013

Factorii motivationali

Motivatia este consideratd unul din
cei mai importanti factori care stau la baza
realizarii unei sarcini. Motivatia pentru
invatare, ca imbold spre Invatare si implicare
sustinutd in realizarea sarcinilor pe care le
presupune aceastd activitate, este rezultanta
unui complex de factori, intre care se includ
factorii sociali si culturali, convingerile si
valorile personale si factorii contextuali,
specifici unei situatii de invatare (Pintrich,
1994).

Factorii sociali si culturali actioneaza la
nivelul normelor, valorilor si practicilor de
invatare ce se constituie in zestrea culturala a
unei persoane. Diferentele dintre culturi (sa
ludm spre exemplu doar diferenta dintre
cultura urbana si cea rurald sau dintre cultura
familiilor cu statut socio-economic crescut si
cea a familiillor cu statut socio-economic
scazut) se gasesc la nivelul:

e valorii pe care o acorda Invatarii de
tip scolar (pentru unii invatarea in
scoald este foarte importantd, pentru
altii Tnsd experienta de viatd are o
importantd mai mare);

e tipurilor de interactiune pe care le
incurajeaza in activitatea de invatare
(cooperare sau competitie);

e conceptiilor  despre = competenta
(pentru unii competenta se refera la
dobandirea de cunostinte aprofundate,
pentru altii la dezvoltarea de
deprinderi de muncad);

e experientelor de Invétare pe care le
asigura  (utilizarea  deprinderilor
academice 1n activitatile curente).

Mecanismul prin care aceste aspecte 1si
pun amprenta asupra motivatiei unui tanar
pentru invdtare este implicit. Scufundat in
aceastd culturd, copilul interiorizeaza valori si
practici, care se manifestd ulterior la nivel
comportamental, printr-o modalitate specifica
de implicare in sarcinile scolare.

Factorii contextuali influenteaza

orientarea persoanei, fie spre dobandirea de

Motivational factors

Motivation is considered one of the
most important factors which form the basis
of the achievement of a task. Motivation for
learning, as a spur to learn and to sustainably
imply in performing the tasks that this
activity supposes, is the result of a complex
of factors, such as social and cultural factors,
beliefs, personal values and contextual
factors, specific to a learning situation
(Pintrich, 1994).

The social and cultural factors act at the
level of norms, values and learning practices,
which form the cultural heritage of a person.
There are differences between cultures (let’s
take as example the difference between the
urban and rural culture or the difference
between families with a high social-
economical position and families with a low
social-economical position) at the level of:

e the value given to the school learning
(for some people school learning is
very important but for others life
experience is more important);

e the types of interaction encouraged in
the learning activity (cooperation or
competition);

e the concepts about competence (for
some people competence refers to the
acquirement of in-depth knowledge,
but for others competence refers to the
development of working skills);

e the learning experiences provided (use
of the academic skills in current
activities).

The mechanism through which these
aspects leave their mark on a young man
learning motivation is implicit. Immersed in
this culture, the child internalizes values and
practices, which subsequently manifest in his
behaviour, through a specific modality of
getting implied in school assignments.

The contextual factors influence a
person’s orientation, either to acquire a
competence in the field, or to obtain just a
specific performance. Among these factors
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competentd in domeniu, fie spre obtinerea
doar a unei performante specifice. Printre
acesti factori se numara:

e tipul sarcinilor de Invatare (sarcinile
aplicative si cele legate de activitdtile
curente ale elevilor sunt mai atractive
decat cele decontextualizate si
faciliteaza orientarea spre dobandirea

de competentd si nu doar spre
obtinerea unei performante
particulare);

e relatia de autoritate in clasa

(autonomia in invatare determind o
motivatie intrinsecd §i o perceptie
pozitiva asupra competentelor proprii
de invatare)

o utilizareca formald si informala a
recompenselor (recompensarea
competentei are un puternic rol
motivational pe termen lung);

e modalitatea de evaluare (orientarea
spre competentd din cadrul evaludrilor
formative determind o motivatie de
invatare superioara fatd de orientarea
spre performantd);

e timpul acordat unei sarcini de invatare
(un interval de timp prea scurt are
tendinta de a demotiva elevii);

e modalitatea de grupare a elevilor
(gruparea rigidd pe abilitdti are
consecinte  serioase 1n  planul
performantelor si a motivatiei pentru
invatare).

Convingerile si valorile personale au un rol
mediator intre factorii contextuali si cei
sociali, pe de o parte si comportamentele
motivationale, pe de altd parte. Dintre cele
mai importante convingeri care afecteaza
implicarea 1n sarcinile de invatare sunt:

e expectantele legate de autoeficacitatea
in sarcind (ineficienta perceputa in
sarcini de invatare determind evitarea
acestora sau implicare mai redusd in
acest fel de sarcini);

e teoriile proprii despre inteligenta
(conceperea inteligentei ca fiind o
entitate nemodificabila poate

we mention:

e type of the leaning assignments (the
applicative assignments and those
related to students’ current activities
are more attractive than the
assignments out of context and
facilitate the orientation towards the
acquirement of competence and not
just to the obtainment of a particular
performance);

e relationship of authority in class
(learning autonomy leads to an
intrinsic motivation and a positive
perception on the own learning
competences);

e formal and informal use of rewards
(competence reward has a long-term
strong motivational role);

e mode of assessment (orientation
towards competence within the
formative  assessments leads to
superior learning motivation
compared to the orientation towards
performance);

e time allowed to a learning assignment
(a short time interval tends to lose
students’ motivation);

e manner to group students
grouping according to skills
serious consequences
performances and
motivation).

Personal beliefs and values have a mediating
role between the contextual and social
factors, on one side, and the behavioural
motivational factors, on the other side. The
most important beliefs affecting the
implication in the learning assignments are:

e the expectancies related to the self-
efficiency in the assignment (the lack
of efficiency perceived in the learning
assignments leads their avoidance or a
more reduced implication in this type
of assignments);

e the own theories about intelligence
(the belief that intelligence is an
unchangeable entity can lead to a low

(rigid
has
on
learning
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determina o motivatie scazutd pentru

invdtare 1n cazul wunei perceptii
negative despre propriile abilitati
intelectuale);

e tipul atributiilor pe care le fac elevii
(atribuirea esecului unor caracteristici
proprii si stabile, cum ar fi abilitatile
de invatare, demotiveaza persoana
pentru activitdtile de studiu percepute
ca generatoare de esec);

e locusul de control pentru invétare
(elevii care au un locus de control
intern, respectiv considera cad pot sa-si
influenteze performantele scolare prin
implicarea 1n sarcind, vor fi mai
motivati pentru invatare);

e valoarea acordatd sarcinii de invatare
(cu cat invatarea este mai strans legata
de scopul elevului cu atat valoarea
acesteia va fi mai mare §i va creste
nivelul de implicare 1n sarcind);
Motivatia pentru invatare nu mai

poate fi privita simplist, ca o insusire a unei
persoane sau ca rezultat al unor manipulari
contextuale de genul Intaririlor si pedepselor.
Multideterminarea sa este evidenta, iar
identificarea factorilor care determind o
motivatie scdzutd este esentiald pentru
dezvoltarea capacitdtii de autoreglare a
invatarii.

Motivati elevilor/studentilor a suferit
modificari de-a lungul timpului. In anii 60-
70, alegerea unei scoli/facultéti era motivata
de idealism sau dorinta de a invata. Pe
masura ce economia s-a schimbat, alegerea
scolii/facultatii este determinata de tipul de
cariera pe care si-l doreste elevul.

Componente ale motivatiei academice

In urma unei analize a motivelor
pentru care studentii urmeaza o facultate, se
pot evidentia 7 componente ale motivatiei
academice:

I. Scopul de a avea
academice superioare.
2. Credinta in controlul personal al

performante

learning motivation if there is a
negative perception of the own
intellectual skills);

e the type of attributions students make
(attribution of a failure to some own
and stable characteristics, such as the
learning skills, leads to the lack of
motivation for the study activities,
which are now perceived as failure
generators);

e the control locus for learning (the
students who have an inner control
locus, namely they consider that can
influence their school performances
by implying in the assignment, will be
more motivated to learn);

e the values given to the learning
assignment (the more related is the
learning to the student’s aim, the
bigger is the level of implication in
the assignment);

Learning motivation cannot be
regarded in a simple way, as a characteristic
of a person or as a result of some contextual
manipulations such as consolidations and
punishments. Its multidetermination is
obvious, and the identification of factors
which cause a low motivation is essential to
develop the capacity of self-regulate the
learning.

Pupils/students motivation has
changed in time. In the 60-70’s, the choice of
a school/faculty was motivated by idealism or
the desire to learn. The economy has
changed, and the choice of a school/faculty is
determined by the type of career the student
wants.

Components of the academic motivation

After analysing the reasons for which
students go to a faculty, we can highlight 7
components of the academic motivation:

1. The aim to have superior academic
performances.
2. The belief in the personal control of
success.
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succesului.

3. Credinta in capacitatea personald de a
obtine performante superioare.

4. Credinta ca efortul depus va conduce
la succes.

5. Valorizarea efortului constant pentru
obtinerea succesului.

6. Cunostinte legate de formularea
scopurilor si tehnici motivationale
necesare pentru realizarea sarcinilor
scolare zilnice.

7. Dorinta de a aplica tehnici
motivationale pentru a indeplini
sarcinile zilnice si a mentine motivatia
pe parcursul realizarii lor.

Un student poate fi motivat sa se
angajeze in rezolvarea unei sarcini, dar
datoritd distractorilor ce apar pe parcurs
(anxietatea fatd de sarcind, conditii fizice care
pot ingreuna indeplinirea sarcinii, diverse
ganduri care sd inlature atentia de la sarcind,
etc.) 1i este dificil sa persiste in indeplinirea
ei. Distractorii pot fi insd inlaturati prin
folosirea unor strategii de automotivare sau
de autoreglare a invatarii (Dembo & Eaton,
1997). Prin folosirea unor strategii de
stabilire a scopurilor, de control a starii, a
dispozitiei pentru invatare (mood control), de
control a capacitatii de concentrare creste
performanta academica.

Autoeficacitatea

In esenti, AE perceputi poate fi
inteleasa ca o anticipare a rezultatelor
pozitive in actiunile intreprinse datoritd
cunostintelor si abilitatilor posedate. Mai
mult decat atat, AE face diferentd in modul in
care oamenii simt, gandesc §i actioneaza. Ca
proces cognitiv, AE genereazd optiuni,
motivatii, emotii, idei §i comportamente.
Subiectul nu numai cd isi evalueaza abilitatile
in lumina succeselor sau esecurilor trecute,
dar si opteazd pentru anumite sarcini, isi
dozeaza efortul, isi monitorizeaza progresele
in functie de experienta anterioara.

3. The belief in the personal capacity to
obtain superior performances.

4. The belief that the effort made will
lead to success.

5. The valuation of the constant effort to
obtain success.

6. Knowledge related to the
establishment of  aims and
motivational techniques necessary to
achieve the daily school assignments.

7. The wish to apply motivational
techniques in order to accomplish
daily assignments and to preserve the
motivation during their
accomplishment.

A student can be motivated to get
involved in solving an assignment, but
because of distractors which appear (anxiety
because of the assignment, physical
conditions which can make difficult its
achievement, different thought which would
distract the attention, etc.) it is difficult to
insist in its accomplishment. The distractors
can be eliminated by using some learning
self-motivation or self-regulated strategies
(Dembo & Eaton, 1997). By using some
strategies to establish aims, to control the
condition, the mood for learning, to control
the concentration capacity the academic
performance increases.

Self-efficiency

In essence, self-efficiency can be
understood as an anticipation of the positive
results in the actions performed due to
knowledge and skills owned. Furthermore,
self-efficiency make the difference between
the ways people feel, think and act. As a
cognitive process, self-efficiency generates
options, motivations, emotions, ideas and
behaviours. The subject not only evaluates
the abilities in the light of past successes or
failures, but he also opts for particular
assignments, doses the effort, and monitors
the progresses depending on the anterior
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Convingerile despre AE afecteaza si
procesele gandirii si atentionale in directia
potentarii sau reducerii eficientei lor.
Subiectii cu AE perceputd 1isi focalizeaza
atentia spre analiza si gdsirea de solutii la
problemele cu care se confruntd. Cei ce au
indoieli asupra AE 1si indreapta atentia spre
propria persoana, fiind preocupati de
inabilitatea lor de a face fatad situatiei; aceste
ganduri intruzive interferand cu folosirea
eficienta a  potentialului  intelectual,
recanalizdndu-1 de la cerintele sarcinii la
teama de insucces.

Putem spune c@ perceptia eficientei
proprii este reversul estimdrii potentialului
propriu in functie de performante. O
convingere asupra AE ridicatd se rasfrange
pozitiv asupra nivelului de aspiratie si a
investitiei de efort pe termen lung. O
devalorizare marcatd a eu-lui are efecte
“paralizante”, asociindu-se cu un adevarat
declin la toate nivelele.

AE este influentatd de patru surse
majore de informatie:

» experienta anterioard: se referda la

experienta personald acumulata de subiect

ca urmare a confruntirii cu diverse
sarcini;
» experienta dobanditd prin invatarea

vicariantd: porneste de la observarea
celorlalti in momentul angajarii lor in
diverse actiuni. Aceasta este strans legata
de invatarea prin observarea modelelor;

» persuasiunea  verbala: consta  1n
exprimarea unor Incurajari si ganduri de
tipul “esti bun in acest domeniu” , “stiu ca
poti sa faci acest lucru” , etc. ;

» starea fiziologicd si psihologicda din
momentul anticipdrii  §1  desfasurarii
sarcinii: semne precum oboseala, durerea,
arousalul ridicat, construit adesea si
experientiat ca frica, pot ghida gandurile
si judecatile subiectilor despre puterea,
rezistenta si capacitdtile lor in anumite
situatii.

Astfel, majoritatea studiilor realizate
asupra AE au ardtat cd subiectii ce au un

experience.

The beliefs about self-efficiency affect
also the processes of thinking and attention
aiming to intensify or reduce them. The
subjects with self-efficiency focus their
attention on the analysis and on finding
solutions to the problems they confront with.
Those who have doubts regarding the self-
efficiency, pay attention to themselves, being
interested in their impossibility to face the
situation; these intrusive thoughts interfere
with the efficient use of the intellectual
potential, and re-channel it from the
assignment requirements to the fear of
failure.

We can say that the perception of our
own efficiency is the reverse of the
estimation of our own potential depending on
performances. A conviction on the high self-
efficiency reflects positively on the level of
aspiration and on the long-term investments
of effort. A marked depreciation of ego has
“paralyzing” effects, causing a real decline at
all levels.

Self-efficiency is influenced by four
major sources of information:

» anterior experience: refers to the personal
experience accumulated by the subject as
a consequence of the confrontation with
different assignments;

» experience acquired through vicariant
learning: begins from the observation of
others when they imply in different
actions. It is closely connected with the
learning through observing models;

» verbal persuasion: consists in expressing
some encouragements and thoughts such
as “you are good in this domain” , “I
know you can do this”, etc. ;

» physiological and psychological condition
in the moment of anticipation and
deployment of the assignment: signs such
as tiredness, pain, high arousal, often built
and experienced as fear, can lead the
subjects’ thoughts and judges about their
power, resistance and capacities in certain
situations.
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puternic sentiment de AE gandesc, simt si se
comporta diferit de cei a caror AE este
scazutd. Si In conditiile activitatii scolare
impactul AE este extrem de puternic si, in
majoritatea situatiilor, hotarator.

Atribuirea

Adesea, ca vector motivational,
constiinta eficacitatii proprii (imaginea asupra
eficientei personale) evolueazd fie pe o
spirala ascendenta (din succes 1n succes), fie
pe una regresiva (din esec in esec). Situarea
elevului in cadrul esecului partial sau total,
situare coroboratd cu expectantele acestuia cu
conduce la punerea in joc, pe termen mediu
sau chiar lung, a wunor mecanisme
autodefensive. Acestea au menirea de a
conserva imaginea de sine a elevului, de a
asigura realizarea si  mentinerea unei
ambiante propice autodepasirii, de a facilita

obtinerea  acordului cu sine si implicit a
respectului de sine.
Studierea mecanismelor de

autoaparare puse in joc de catre elevi necesita
luarea in considerare a faptului ca acestea
actioneaza in contextul complex al unor
situatii de incertitudine unde subiectul nu
reactioneaza doar la esecul de moment cat si
la  asteptarile sale privind evolutia
performantelor proprii. Aceste asteptari,
bazate pe experienta personald anterioara,
sunt in mare masura dependente de situatiile
scolare precedente cu care elevul s-a
confruntat si de modul in care acesta le-a
facut fata.

Unul dintre mecanismele defensive la
care se apeleazd cel mai frecvent este
atribuirea. Aceasta se referd, in linii generale,
la maniera de asumare a succeselor si
respectiv de imputare a esecurilor. S-a
constatat tendinta subiectului uman de a
considera succesul ca fiind rezultatul direct al
efortului si calitatii prestatiilor sale (
situatie in care vorbim despre atribuire
internd pozitivt) si  de a pune esecurile
inregistrate pe seama altora, a contextului in

Therefore, most of the studies about
self-efficiency showed that the subjects have
a strong feeling of self-efficiency, think, feel
and behave differently from those with a low
self-sufficiency. Even in school activities the
impact of the self-sufficiency is extremely
powerful and, in most cases, decisive.

Attribution

As a motivational vector, the
conscience of the own efficiency (image of
the personal efficiency) often evaluates either
on an ascendant spiral (from success to
success), or on a regressive one (from failure
to failure). The partial or total failure of a
student and his expectancies regarding his
possibilities / capacities, leads to the
activation on medium or even long term self-
defensive mechanisms. These aim to preserve
the self-image of the student, to insure the
creation and preservation of an environment
favourable to self-improvement, to facilitate
the obtainment of a self-agreement and
implicitly of self-respect.

The study of the self-defence
mechanisms used by students needs to take
into consideration that these act in the
complex context of some situations of
incertitude, in which the subject reacts not
only to the temporary failure, but also to his
expectations regarding the evolution of his
own performances. These expectations, based
on the anterior personal experience are
mostly dependent on the precedent school
situations with which the student conformed
and on the way in which he faced them.

One of the defensive mechanisms
often used is attribution. This generally refers
to the manner of assuming successes and
namely of imputing failures. There has been
notices that the tendency of human being is to
consider the success as being the direct result
of his effort and quality of performances (a
situation in which we talk about positive
inner attribution) and to blame the other on
failures, of the context in which the
confrontation with the assignment is made (in
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care se realizeazd confruntarea cu sarcina (
caz in care ne referim la atribuirea externa
negativa ).

Cercetarile iIn domeniu au demonstrat
faptul ca sunt mai usor de suportat esecurile

considerate ca fiind rezultatul actiunii
perturbatoare a unor factori exteriori
subiectului (programa scolara
supraincarcatd, dificultatea excesivda a

sarcinii, timpul insuficient acordat pregatirii,
subiectivitatea profesorului, etc. ) decat
esecurile acceptate ca fiind cauzate de catre
slaba dotare cognitiva a elevului in discutie.
In concluzie, in mai toate situatiile
subiectul Incearca sa-si mentind o Tnalta stima
de sine, atribuind succesul unor cauze interne
si esecul unor cauze externe : este vorba, de
fapt, de ceea ce Weiner ( 1982 ) numea
bias-ul de complezentd “. Dar, dupd cum
aratad cercetatorul atribuirea unei cauzalitati
interne evocd, inainte de toate, referinta la
capacitatile si competentele proprii, pe cand
atribuirea unei cauze externe este interpretata
cel mai adesea ca o imputare a cauzalitatii
unor factori precum sansa sau hazardul. In
aceastd conceptualizare apare deseori o
confuzie la nivelul dimensiunilor : intern /
extern si stabil / instabil. Pentru depasirea
acestei dificultati, Weiner propune o analiza a
atribuirii cauzale care integreaza aceste doua
dimensiuni, ceea ce trimite la patru factori
cauzali posibili:
e cfortul (intern si instabil ) ;
e capacitatile / competentele / aptitudinile (
interne si stabile ) ;
e sansa ( externd i instabild ) ;
e dificultatea sarcinii ( externa si stabild) .
Mai mult decat atat, cercetarile recente
demonstreaza faptul ca atunci cand progresul
unui elev, in ceea ce priveste sarcinile
scolare, este atribuit propriilor sale capacitati,
sentimentul de AE este mult mai crescut
decat atunci cand saltul sau calitativ si
cantitativ este atribuit efortului depus.
Analiza acestui aspect trebuie pornitd de la
faptul ca subiectii difera intre ei in ceea ce

priveste modul de a “ concepe “ abilitatea.

this case we refer to the negative external
attribution).

The researches in the field has proven
that it is easier to bear the failures considered
the result of the perturbing action of some
exterior factors of the subject (overcharged
school programme, excessive difficulty of the
assignment, insufficient time of the training,
teacher’s subjectivity, etc.) than the failures
caused by the low cognitive endowment of
that student.

In conclusion, in most of the
situations the subject tries to preserve a high
self-esteem, attributed the success to inner
causes and the failure to external causes: in
fact, it is all about what Weiner (1982) called
the “complaisance bias”. But, as the
researchers says, the attribution of an inner
causality evokes, first of all, the reference to
own capacities and competences, while the
attribution of an external cause is often
interpreted as a blame on the causality of
some factors such as chance or hazard. In this
conceptualisation there is often confusion at
the level of dimensions: inner / external and
stable / instable. In order to surpass this
difficulty, Weiner proposes an analysis of the
causal attribution which integrates these two
dimensions that reveal four possible causal
factors:

e cffort (inner and instable) ;

e capacities / competencies / skills ( inner
and stable) ;

e chance (external and instable) ;

e (difficulty of assignment (external and
stable) .

Furthermore, recent researches prove that

when the progress of a student in what the

school assignments concern is attributed to

his own capacities, the self-efficiency feeling

is much higher than when his qualitative and

quantitative leap is attributed to the effort

made. The analysis of this aspect must begin

from the fact that the subjects are different

regarding the way of “perceiving” the skill.

Some of them considers that effort forms the

skill, while others see effort as something that
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Unii considerda cd efortul duce la formarea
abilitatii, in timp ce altit vad efortul ca pe
ceva ce compenseaza abilitatea scazutd (
Bandura & Dweck, 1989 ; Dweck, 1991 ).
Astfel, feedback-ul ce atribuie succesele
efortului va avea efecte mai variate asupra
convingerilor de AE si , evident, asupra
performantelor, decat o are atribuirea
succeselor capacitatilor / abilitatilor proprii.

In aceste conditii pentru subiectii care
considera ca abilitatea este formata prin efort
sustinut atribuirea succesului lor efortului le
va creste AE, dar este posibil ca aceia care
considerda ca abilitatea este o aptitudine
inerentd / inndscutd, care nu tine cont prea
mult de efortul personal sa isi pund adeseori
la indoiala AE. Se pare astfel cd interpretarea
abilitatii ca pe o aptitudine inndscuta tinde sa
submineze dezvoltarea propriilor capacitati (
Jourden & all, 1991 ; Wood & Bandura,
1989). In opozitie, a vedea abilitatea ca pe o
capacitate ce poate fi dobanditd ( prin efort
sustinut ), determind un sens mult mai elastic
al eficientei si totodatd permite existenta
unor aspiratii  personale  provocatoare,
formarea unei gandiri analitice §i obtinerea
de performante.

Oricum  credintele asupra  AE,
modificate sau nu de diferite tipuri de
feedbeck atributional, reprezintd factori
extrem de importanti ce actioneazd foarte
puternic la nivel motivational, afectand astfel
procesul de autoreglare.

Factorii strategici

Fiind frecvent expusi unor continuturi
informationale complexe si variate, elevii au
nevoie de modalitati prin care sa grupeze si sa
reorganizeze aceste continuturi semantice. Pe
langa faptul cd este economica, o astfel de
organizare are avantajul ca faciliteaza
rapiditatea  procesarii. Pentru o buna
gestionare a informatiilor elevii pot recurge la
o serie de strategii de Invatare. Factorii
strategici ai invatarii vizeaza pe de o parte
cunostintele specifice unui anumit domeniu,
iar pe de altd parte setul de strategii cognitive

compensates the reduced skill (Bandura &
Dweck, 1989 ; Dweck, 1991). Therefore, the
feedback which attributes the effort’s
successes will have more varied effects on
the convictions of self-efficiency and,
obviously, in performance, than the
attribution of successes to own capacities /
skills.

In these conditions the subjects who
consider that the skill is formed through
sustainable effort, the attribution of their
success to effort will increase their self-
efficiency, but it is possible that those who
consider that a skill is an inherent / inborn
ability, which does not take into account
personal effort too much to often have doubts
about their self-efficiency. Therefore, it
seems that the interpretation of the skill as an
in-born ability tends to undermine the
development of own capacities (Jourden &
all, 1991 ; Wood & Bandura, 1989). In
contrast, the perception of a skill as a
capacity which can be acquired (through
sustainable effort), leads to a more elastic
meaning of efficiency and, in the same time,
enables the existence of some provoking

personal endeavours, formation of an
analytical thinking and obtainment of
performances.

However, the beliefs regarding the
self-efficiency changed or not by different
types of attribution feedback, represent
extremely important factors, which act very
powerful at motivational level, thus affecting
the self-regulation process.

Strategic factors

Since students are often exposed to
informational complex and varied contents,
they need modalities through which group
and re-organize these semantic contents. Not
only is this organization economical, but it
also has the advantage of facilitating the
rapidity of processing. For a better
management of information, students can
resort to series of learning strategies. The
strategic factors of learning concern on one
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s metacognitive implicate in Tnvatare.

(1) Nivelul de performantd dintr-un
domeniu este determinat de cunostintele
specifice, dobandite prin invatare din acel
domeniu. Un domeniu de cunostinte este
constituit din operatii §i strategii rezolutive
subiacente, formate pe un anumit continut.
Transferul cunostintelor este Tn mare parte
influentat de complexitatea si gradul de
similaritate al acestora cu noile cunostinte;
prin urmare se face mereu referire la
continuturile pe care s-au elaborat.

(2) Strategiile sunt tehnici de Invatare
utilizate intentionat pentru realizarea unor
anumite obiective. Ele sunt esentiale pentru
orice tip de invatare deoarece duc atat la o
gestionare judicioasa a resurselor cognitive /
motivationale limitate ale individului, cat si la
o abordare sistematicd a problemelor pe care
le are de solutionat. Unii elevi dobandesc
aceste strategii Tn mod explicit sau prin
reflectare asupra propriilor experiente de
invatare. Existd insd si elevi care Intdmpind
dificultati in deprinderea lor sau dezvolta
strategii gresite ori contraproductive. Pentru
elevii cu dificultdti de invatare, antrenamentul
strategic constituie cea mai eficientd metoda
de ameliorare a performantelor. Un aspect
important al acestor programe strategice il
reprezintd informatiile cu privire la cand si
cum trebuie utilizate strategiile nou Invatate
(Schraw si Brooks, 1999 ).

Strategiile de autoreglare pot fi
clasificate in doud mari categorii: strategii
cognitive si strategii metacognitive.

a. Strategiile cognitive se refera la

modul in care elevul organizeazd si
interpreteazd  informatiile invatate. Ele
includ :

v’ organizarea si transformarea informatiei
(sublinierea, sumarizarea, realizarea unor
tabele, grafice, harti etc.);

v monitorizare (luarea de notite, evidenta
erorilor facute etc.);

v’ repetarea §i memorarea materialului
(mnemotehnicile, explicarea materialului
altei persoane, formularea unor Intrebari
referitoare la materialul de invétat,

side the specific knowledge of a certain

domain, and on the other side the set of

cognitive and metacognitive  strategies
implied in the learning process.

(1) The level of performance in a field
is determined by specific knowledge,
acquired through learning. A field of
knowledge is made of operations and
subjacent resolutive strategies, formed on
certain content. The transfer of knowledge is
mostly influenced by their complexity and
degree of similarity with the new knowledge;
consequently, it always refers to the contents
according to which they were elaborated.

(2) The strategies are learning
techniques used deliberately to achieve
certain objectives. They are essential for all
type of learning because they lead not only to
a judicious management of the cognitive /
motivational limited resources of the
individual, but also to systematic approach of
the problems he has to solve. Some students
acquire these strategies explicitly or by
reflecting on their own learning experiences.
There are also students who encounter
difficulties in their habit or develop wrong or
contra-productive strategies. For the students
with learning difficulties, the strategic
training is the most efficient method to
improve the performances. An important
aspect of these strategic programs is the
information regarding when and how the new
learnt strategies must be used (Schraw and
Brooks, 1999).

The self-regulation strategies can be
classified into two broad categories: cognitive
strategies and metacognitive strategies.

a. The cognitive strategies refer to the
way in which the student organizes and
interpret learnt information. They include:

v’ organising and changing the information
(underlining, = summarizing,  drafting
tables, charts, maps etc.);

v monitoring (taking notes, recording the
mistakes made etc.);

v’ repeating and memorising the material
(mnemotechnics, explaining the material
to other person, asking questions
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utilizarea 1imageriei mintale, repetitia
etc.);

v' claborarea si intelegerea;

v' sumarizarea materialului in timpul

invatarii,
v’ organizarea materialului dupa invétare.

b. Strategiile metacognitive cuprind
actiunile pe care le intreprinde elevul pentru
a-s1 imbunatati procesul de Invatare. Dintre
ele mentionam:

v' formularea de obiective si planificarea
adecvata a procesului de invatare;

v' dozarea timpului si efortului de
concentrare In functie de nivelul de
dificultate al sarcinii;

v monitorizarea (verificarea calitatii

activitatii sau a progresului, analiza

sarcinii §i a pasilor necesari solutionarii
et);

predictia performantei;

modificarea strategiei de lucru;

automotivarea;

amanarea gratificarii;

cautarea de  informatii

(biblioteca, internet);

structurarea  mediului  de

(eliminarea sau controlul

distractori);

v’ solicitarea de ajutor (colegi, profesori sau
alte persoane competente).

Strategiile metacognitive implicd o
combinatie a proceselor de planificare,
monitorizare, problematizare, rezolvare de
probleme si evaluarea procesului de
organizare al invatarii.

ASANENENEN

adiacente

\

invatare
factorilor

Strategiile cognitive

O situatie frecvent 1Intdlnitda 1In
domeniul scolar o reprezintd posibilitatea
reproducerii din memorie, de catre elevi, a
continuturilor studiate, fara a fi Tnsa capabili
sa transfere acest continut informational in
contexte similare. Adesea informatiile
continute Tn material raman inerte deoarece
nu sunt relationate intre ele si nici nu sunt
puse 1n legéturd cu alte cunostinte. Generarea

regarding the material learnt, using
mental imagery, repetition etc.);
elaborating and understanding;
summarizing the material during learning;

organizing the material after learning.

ASANRN

b. The metacognitive strategies
comprise the actions the student performs to
improve the learning process. Among them
we mention:

v formulating objectives and adequately
planning the learning process;

v dosing time and concentration effort
depending on the level of difficulty of the
assignment;

v monitoring (checking the quality of the
activity and progress, analysing the
assignment and the necessary steps in
order to solve it);

v' predicting the performance;

v' changing the working strategy;

v self-motivation;

v' postponing gratification;

v' searching adjacent information (library,
internet);

v’ structuring the learning environment
(eliminating or controlling distracting
factors);

v’ asking for help (colleagues, teachers or
other competent persons).

Metacognitive strategies imply a
combination of processes of planning,
monitoring, problematizing, solving problems
and assessing the process of organizing the
learning.

Cognitive strategies

A quite frequent situation encountered
in schools is the possibility that the students
reproduce from memory the studied contents,
without being able to transfer this
informational content in similar contexts. The
information from the material remains often
uncertain because there is no relation between
it and no connection with other knowledge.
The creation of relations between studied
contents and between the contents and the
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de relatii Intre continuturi studiate si intre
continuturi si baza generald de cunostinte a
subiectului reclama implicarea aga numitelor
strategii cognitive.

Strategiile cognitive sunt modalitati /
tehnici de procesare a informatiei, pe baza
carora putem selecta, achizitiona si integra
informatiile noi n baza proprie de cunostinte.
Strategiile ne ajutd sa reducem complexitatea
continuturilor invatate si totodatd sa integram
informatiile Tn ceea ce cunoastem deja pentru
a le utiliza ulterior in mod judicios (de ex. a
le transfera in alte situatii). Strategiile
cognitive vizeaza atat procesele mentale, cat
si comportamentele specifice in care se
angajeaza elevii pe parcursul achizitiei de noi
cunostinte. Adecvarea strategiilor cognitive la
sarcina curentd este rezultatul asa numitelor
cunostinte  procedurale, respectiv  acele
cunostinte despre cele mai eficiente tehnici
prin care pot fi achizitionate si asimilate
cunostintele (Borkowski et al., 1990).

Importanta strategiilor de invatare deriva
din functiile pe care le indeplinesc pentru
subiect:

v' contin un set de pasi care duc la un
rezultat specific si de succes. O
strategie nu este o colectie de sugestii,
ci mai degraba un set de pasi care
organizeazd abordarea sarcinii $i a
rezultatelor. Chiar dacd unele unitati
individuale ale realizarii sarcinii pot fi
evaluate (de ex., ,,Cat de bine executa
pasul doi al strategiei 1n timpul
testului?”’), un singur rezultat este
folosit pentru a evalua succesul final
al strategiei ( de ex., ,,In ce masuri l-a
ajutat strategia sa treaca testul?”).

Studentul poate sa-si examineze
efortul si sd evalueze eficienta
strategiei.

v' clarifica actiunile pe care urmeaza sa
le intreprinda elevii. O strategie de
succes trebuie sa aminteascd att
actiuni mentale, cat si fizice. Absenta
actiunilor fizice face dificild evaluarea
aplicarii strategiei $i a monitorizarii

subject’s general base of knowledge requires
the implication of the so-called cognitive
strategies.

The cognitive strategies are modalities
/ techniques of processing the information, on
the base of which we can select, acquire new
information in the own base of knowledge.
The strategies help us to reduce the
complexity of the learnt contents and, in the
same time, to integrate information in what
we have already known in order to use it later
in a judicious way (for example, to transfer in
other situations). The cognitive strategies
concern both mental and behavioural specific
processes, in which students imply during the
acquisition of new knowledge. The
adaptation of cognitive strategies to the
current assignment is the result of so-called
procedural  knowledge, namely those
knowledge about the more specific
techniques through which knowledge can be
acquired and assimilated (Borkowski et al.,
1990).

The importance of learning strategies
derives from the functions they accomplish
for the subject:

v’ comprises a set of steps which lead to
a specific and successful result. A
strategy is not a collection of
suggestions, but rather a set of steps
which organise the approach of the
assignment and results. Even though
some individual wunits of the
assignment’s accomplishment can be
assessed (for example, “How well
does he execute the second step of the
strategy during the test?”’), one single
result is used to assess the final
success of the strategy (for example,
“To what extent did the strategy help
him to pass the test?”’). The student
can examine his effort and assess the
efficiency of the strategy.

v’ clarifies the actions which students
are going to perform. A successful
strategy must include both mental and
physical actions. The absence of
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progresului facut in indeplinirea
sarcinilor. In predarea unei strategii
profesorul trebuie sd se asigure ca
toate actiunile fizice sunt sprijinite de
explicatii clare ale actiunilor mentale
asociate. Informatiile despre actiunile
mentale oferd un ghid pentru deciziile
asupra celei mai bune metode de
realizare a sarcinii.

v’ structureaza informatia, reactiveaza
cunostinte relevante pentru rezolvarea
unei sarcini, genereaza Iintrebari,
rezuma etc.;

v’ faciliteazd recursul la abilitatile
metacognitive.  Reflectia  asupra
sarcinii $i a modului in care este
abordata  si  finalizatda  aceasta
reprezinta printre cele mai importante
componente ale procesului rezolutiv.
De aceea aceste comportamente (de
ex., intrebari personale asupra
resurselor personale, stabilirea
scopurilor, verificare, recapitulare,
automonitorizare) ar trebui incluse in
pasii unei strategii de rezolvare de
probleme. O strategie eficienta le
reaminteste elevilor cand sa utilizeze
0 anumita procedura.

v 1i ajutd pe elevi si selecteze si sa
utilizeze proceduri, abilitati si reguli
adecvate. Strategiile 1i ghideaza pe
studenti in selectarea celor mai
potrivite  proceduri, aptitudini  si
reguli. Strategiile eficiente ofera un
ghid al resurselor necesare si al
momentului In care acestea trebuie
aplicate. Strategia ar trebui sa le
aminteascd studentilor procedura ori
aptitudinea potrivitd si timpul potrivit
la care ele trebuie angajate in timpul
procesului rezolvarii de probleme.

Existd o multitudine de strategii de
invatare - de la simpla repetare panda la
elaborarea, intelegerea §i  organizarea

physical actions makes difficult to
assess the application of the strategy
and of the monitoring of the progress
made in achieving assignments. In
teaching a strategy the teacher must
be sure that all physical actions are
supported by clear declarations of the
mental associated actions. The
information about the mental actions
provides a guide for the decisions on
the best method of achieving the
assignment.

Structures the information, reactivates
the relevant knowledge in order to
solve an assignment, asks questions,
summarizes etc.;

facilitates the appeal to metacognitive
skills.  The reflection on the
assignment and on the way it is
approached and ended is one of the
most important components of the
resolutive process. This is why these
behaviours (for example, personal
questions on the personal resources,
on the establishment of aims,
assessment, revision, self-monitoring)
should be included in the steps of a
strategy of solving problems. An
efficient strategy reminds students
when to use a certain procedure.

helps students to select and use
procedures, skills and adequate rules.
The strategies guide students in
selecting the most  adequate
procedures, skills and rules. The
efficient strategies provide a guide of
necessary resources and of the
moment in which they must be
applied. The strategy should remind
students the procedure or the adequate
aptitude and the right time when they
must be implied in the process of
solving problems.

There are many learning strategies —

materialului - care 1nsa difera prin continut si from the simple repetition to the elaboration,
eficienta. understanding and organization of the
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Strategiile metacognitive.
Metacognitia

Metacognitia constituie una dintre
cele mai importante componente ale
sistemului cognitiv uman. Nivelul cognitiv nu
poate fi pe deplin inteles in absenta unei bune
reprezentari a functionarii metacognitive,
respectiv a cunostintelor (mai mult sau mai
putin explicite) pe care le avem despre modul
in care functioneazd mecanismele si
procesele mintale (memorarea, intelegerea,
atentia,  rationamentul, rezolvarea de
probleme etc.). Cunostintele metacognitive
reprezinta deci:

(a) reflectii asupra propriei activitati
cognitive (de ex:. ,,a sti cum sd inveti” sau
cum sa discerni intre simpla memorare si
intelegerea unui material) si

(b) anticipari cu

e eyt

privire la

Procesul de achizitie a unui astfel de
set de cunostinte este mediat in buna masura
de catre profesor. Prin urmare, multe din
demersurile metacognitive ale profesorului
vor fi preluate prin invatare implicita de cétre
elevi (de ex. modalitatea de alocare
preferentiald a resurselor atentionale 1in
stabilirea anumitor conexiuni, accentuarea
unor aspecte specifice, alegerea deliberatd a
unor  strategii si  reguli, demersurile
argumentative, stabilirea caracterului
adevarat sau fals al unor presupozitii, tipurile
de problematizdri pe care le utilizeaza etc.).
Activitatea metacognitivd ia adesea forma
unui dialog interior (de ex.: ,,Pare cad este o
problemda mai dificild. Din instructiunile
primite nu prea imi dau seama despre cum
pot s-o rezolv. Ar trebui si o reformulez.
Pentru acesta trebuie sa-mi clarific
urmatoarele aspecte...””). Problema este insa
cda multi dintre elevi nu constientizeaza
necesitatea unui astfel de dialog in
organizarea $i controlul invatarii. De
asemenea, caracterul implicit al cunostintelor
metacognitive poate sugera ideea, ca elevii le
achizitioneaza si le utilizeaza in mod tacit. Ca

material — which differ through content and
efficiency.

Metacognitive strategies.
Metacognition

Metacognition is one of the most
important components of the human
cognitive system. The cognitive level cannot
be fully understood in the absence of a good
representation ~ of  the  metacognitive
representation, namely of the (more or less
explicit) knowledge that we have about the
way in which the mechanisms and the mental
processes function (memorisation,
understanding, attention, reasoning, solution
of problems etc.). Thus, metacognitive
knowledge is:

(a) reflections on our own cognitive
activity (for example:. “to know how to
learn” or how to distinguish between the
simple memorization and the understanding
of a material) and

(b) anticipations regarding
possibilities of exploiting these reflections.

The process of acquiring this set of
knowledge is mainly mediated by the teacher.
Consequently, many of the teacher’s
metacognitive approaches will be assimilated
by students through implicit learning (for
example the modality of preferential allotting
of attention resources in establishing
particular connections, highlighting specific
aspects, deliberate choice of some strategies

the

and rules, argumentative approaches,
establishing the true of false character of
some presuppositions, types of

problematizations that he uses etc.). The
metacognitive activity often takes the shape
of an inner dialogue (for example: “It seems
to be a more difficult problem. From the
instructions received I cannot figure out how
I can solve it. I should reformulate it. In order
to do it I should clarify the following
aspects...”). The problem is that many
students are not aware of the need of this
dialogue in organising and controlling the
learning. In addition, the implicit character of
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atare, de multe ori in scoala se aloca instruirii
metacognitive un rol secundar, iar
metacognitiile raman achizitii implicite,
nesistematice si in consecintd dificil de
verbalizat. Mai mult, uneori profesorul poate
induce la elevi strategii de invédtare
contraproductive, rezistente la schimbare si
care nu fac altceva decat sa inhibe tentativele
reflexive ale elevilor.

Dacd elevii nu realizeaza utilitatea
cunostintelor metacognitive in procesul de
invdtare, probabil ca le vor accesa in mod
sporadic i nesistematic si putin probabil si le
transfere in situatii noi de invdtare
(Schoenfield, 1985).

In consecinti, este recomandat ca
profesorul:

v sd verbalizeze pe parcursul predarii
propriile cognitii (de ex.: sd asocieze
informatiile predate cu alte cunostinte,
stabilind analogii de genul: ,este ca si
in mitul eternei reintoarceri...”;

v' sd facd comentarii rezumative (ceea
ce am prezentat pana acum poate fi
exprimat prin urmatoarea idee);

v’ sd expliciteze metacognitiile la care
recurge (ex.: monitorizdrile periodice
pe care le face, modul in care fsi
proiecteaza demersul rezolutiv etc.).
Toate aceste activitdti au rolul de a

sensibiliza si Incuraja totodatd elevul sa-si
asume responsabilitatea pentru propriul
proces de invatare si implicit pentru propriul
comportament.

Tipuri de cunostinte metacognitive

In functie de gradul de structurare si
de nivelul de constientizare, distingem trei
categorii de cunostinte (teorii)
metacognitive: tacite, informale si formale
(Schraw &  Moshman, 1995, apud
McCromick, 2003). Aceste teorii sunt
structuri de cunostinte utilizate pentru a
explica  demersurile  metacognitive  si
abilitdtile de reglare a  propriului
comportament de invatare.

a. Teoriile tacite sunt convingeri $i

metacognitive knowledge can suggest the
idea that students acquire and used it tacitly.
Therefore, in many situations in school the
metacognitive training has a secondary role,
and the metacognitions remain implicit, non-
systemic acquisitions, hard to verbalize.
Furthermore, if the teacher can induce to
students contra-productive learning strategies,
resistant to change and which do nothing
more than inhibit students’ reflexive attempts.

If the students do not realise the
usefulness of the metacognitive knowledge in
the learning process, they might access it
sporadically and non-systematically and it is
less probable to transfer it in new learning
situations (Schoenfield, 1985).

In consequence, it is recommended
that the teacher:

v’ verbalizes while teaching his own
cognitions (for example: to associate
the information taught with other
knowledge, establishing analogies
such as: “is similar to the myth of
eternal return...”;

v" makes concise commentaries (what I
have presented so far can be
expressed in the following ides);

v’ to explain the metacognitions he uses
(for  example: the  periodical
monitoring he makes, the way in
which projects the resolutive approach
etc.).

All these activities aim to sensitise
and meantime encourage the student to
assume responsibility for his own learning
process and implicitly for his own behaviour.

Types of metacognitive knowledge

Depending on the degree of
structuration and on the level of awareness,
there are three categories of metacognitive
knowledge (theories): tacit, informal and
formal (Schraw & Moshman, 1995, apud
McCromick, 2003). These theories are
structures of knowledge used to explain the
metacognitive approaches and the skills to

Annals of the ,,Constantin Brancusi” University of Targu Jiu, Education Sciences Series, Issue 2/2013

121



Analele Universitatii “Constantin Brancusi” din Targu Jiu, Seria Stiinte ale Educatiei, Nr. 2/2013

cunostinte implicite §i nesistematice si cu
validitate indoielnica cu privire la activitatea
cognitiva proprie. Achizitia lor are loc printr-
o invdtare incidentala, neintentionatd. Astfel
de convingeri se dezvoltd adesea pe baza
experientelor, respectiv a confruntarii cu
diferite sarcini de Invatare / memorare (de ex.
evaluarea corectitudinii continuturilor
memorate) §i se exprimd prin cunostinte
implicite de genul: ,ce trebuie retinut /
invatat?”, ,,ce Tnseamna sa stii materia?”’. De
cele mai multe ori dobandirea unor astfel de
cunostinte este realizatd in mod intuitiv, fara
o analizd critica a modului in care
functioneazd mintea si fard o anticipare a
implicatiilor lor. Prin faptul ca nu fac obiectul
unor testdri obiective, teoriile tacite pot fi
frecvent incoerente si lipsite de flexibilitate.

b. Teoriile informale sunt cunostinte
fragmentate care nu dispun de o structurd
teoreticd explicitd, integrativa, care sd le
justifice veridicitatea. Totusi, spre deosebire
de primele, ele prezintd un grad partial de
congstientizate, iar subiectul poate pe baza lor
sd emitd judecdti cu privire la eficienta lor.
Realizand de pilda o sarcind de memorare,
elevul poate sd genereze reflectii asupra
modului in care functioneazd memorarea,
descoperind ca unele modalititi de memorare
sunt mai eficace decat altele.

c. Teoriile formale sunt reflectii
sistematizate, dobandite printr-o Invatare
intentionatd, explicitd, care deriva din
structuri teoretice testate empiric. De regula,
subiectii  care  subscriu  unor  teorii
metacognitive  formale  isi  planifica
activitatile, isi automonitorizeaza actiunile si
isi autoevalueaza rezultatele in functie de
acestea. Ca atare, pe parcursul planificarii vor
estima cu mai multd acuratete timpul si
efortul necesar pentru a-si atinge scopurile.
Astfel de reflectii faciliteaza construirea unor
reprezentdri adecvate ale abilitatilor cognitive
proprii si implicit proiectarea unor strategii
adecvate de abordare a sarcinilor (in functie
de care planifica, selecteaza si monitorizeaza
implementarea lor). Teoriile metacognitive
formale se dezvoltd prin modelare, prin

regulate our own learning behaviour.

a. The tacit theories are beliefs and
implicit and non-systemic knowledge with a
doubtful validity regarding the own cognitive
activity. Their acquisition is made through an
accidental, unintended learning. These beliefs
are developed on the basis of experiences,
namely of the confrontation with different
learning / memorization assignments (for
example, the assessment of the correctitude
of memorized contents) and are expressed
through implicit knowledge such as: “what
must be remembered by heart / learnt?”,
“what does it mean to know the subject?”.
Most of the time the acquisition of this
knowledge is made intuitively, without a
critical analysis of the way in which the mind
functions and without an anticipation of their
implications. Since they are not the object of
objective tests, the tacit theories can be often
incoherent and inflexible.

b. The informal theories are
fragmented knowledge without an explicit,
integrative theoretic structure, which would
justify the veracity. However, unlike the tacit
theories, informal theories have a partial
degree of consciousness, and on their base the
subject can put forward opinions on their
efficiency. For example, achieving an
assignment of learning by heart, the student
can generate reflections on the way in which
memorization functions, discovering that
some modalities of learning by heart are more
efficient than others.

c. The formal theories are
systematized reflections, acquired through an
intended, explicit learning, which derives
from empirically tested theoretical structures.
Usually, the subjects who subscribe to formal
metacognitive theories plan their activities,
self-monitor their actions and self-assess their
results depending on these. Therefore, during
the planning they will estimate with a better
accuracy the necessary time and effort to
fulfil their aims. These reflections facilitate
the creation of adequate representations of
own cognitive skills and implicitly the
projection of adequate strategies of
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studiu individual, prin autoreflexive si prin
intermediul interactiunilor de la nivelul
clasei.

Diferenta majora dintre cognitii i
metacognitii vizeazd obiectul asupra caruia
opereaza cele doud procese. Astfel, daca,
cognitiile sunt direct implicate in realizarea
unei sarcini, rolul metacognitiilor este de a
selecta cele mai eficiente strategii cognitive si
de a regla functionarea lor 1n directia obtinerii
unor performante superioare prin
monitorizare §i control (Slife si Weaver,
1992). Distingem astfel 3 niveluri la care
poate fi procesatd informatia: nivelul
cognitiv, nivelul metacognitiv si nivelul
functiilor executive.

(a) Nivelul cognitiv se referda la
totalitatea cunostintelor si strategiilor
cognitive (atentionale, mnezice,
comprehensive, de organizare etc.) de care
dispune un subiect §i care sunt stocate la
nivelul MLD. Un astfel de patrimoniu
strategic, achizitionat  pe parcursul
ontogenezei asigurd conversia cunostintelor
(indeosebi  procedurale) 1n actiuni de
solutionare a unei diversitati de sarcini. Rolul
lor crucial este evident insd in procesul
rezolvarii de probleme.

(b) Nivelul metacognitiv reclama o
reflectare  continud asupra functiondrii
nivelulului cognitiv. El contine, pe de o parte,
modelele  specifice ale modului de
functionare a diverselor procese cognitive, iar
pe de altda parte reflectareca asupra
interactiunilor dintre componentele strategice
si baza proprie de cunostinte. In urma
experientierii unor succese si esecuri, la nivel
metacognitiv  se structureaza pattern-uri
specifice de utilizare a strategiilor.

(c) Mecanismul care coordoneaza cele
doud niveluri (cognitiv si metacognitiv) este
reprezentat de asa numitul nivel al functiilor
executive. Functiile executive asigura
monitorizarea, controlul si utilizarea efectiva
a cunostintelor si a strategiilor prin punerea
lor in concordantd cu functionarea nivelului
metacognitiv  (Butterfield, si  Albertson,
1995).

approaching the assignments (depending on
which the subjects plan, select and monitor
their implementation). The formal
metacognitive theories develop through
modelling, individual study, self-reflection
and interactions in class.

The major difference between
cognitions and metacognitions concerns the
object on which the two processes operate.
Therefore, if the cognitions are directly
implied in the fulfilment of an assignment,
the role of metacognitions is to select the
most efficient cognitive strategies to regulate
their working in order to obtain superior
performances through monitoring and control
(Slife and Weaver, 1992). There are 3 levels
where the information can be processed:
cognitive level, metacognitive level and the
level of executive functions.

(a) The cognitive level refers to all
knowledge and cognitive strategies (attention,
mnemonic, comprehensive, organisation etc.)
that a subject possesses and are stored at the
level of MLD. This strategic patrimony,
acquired during the ontogenesis insures the
knowledge conversion (especially the
procedural one) into actions of solving a great
variety of assignments. Their crucial role is
obvious in the process of problems
resolution.

(b) The metacognitive level requires a
continuous reflection on the cognitive level
operation. It comprises on one side specific
models of the mode of operation of the
different cognitive processes, and on the
other side the reflection on the interactions
between the strategic components and the
own base of knowledge. After experiencing
some successes and failures, specific patterns
of using the strategies are structured at the
metacognitive level.

(¢) The mechanism coordinating the
two levels (cognitive and metacognitive) is
represented by the so-called level of
executive functions. The executive functions
insure the monitoring, control and effective
use of knowledge and strategies by
coordinating them with the operation at the
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Functiile executive pot interveni in
mai multe situatii:

(a) in controlul si monitorizarea

pasilor necesari pentru a corecta
o solutie gresita;

(b) in evaluarea nivelului de acuratete
a unei predictii;

(c) In evaluarea utilitatii unor rezultate
intermediare etc.

Functiile executive reprezintd un
concept umbrela care circumscrie
coordonarea ierarhic superioard a unei serii
de procese cognitive utilizate 1n reglarea si
orientarea comportamentului nspre scop in
situatii noi sau dificile (Hughes si Graham,
2002).

Principalele procese asociate cu
functionarea  executivd  sunt:  inhibitia
raspunsului, memoria de lucru si comutarea
atentiei (flexibilitatea). Avand un rol crucial
in planificare, in rezolvarea de probleme, in
initierea unor activitati, In estimare, functiile
executive sunt componente cognitive, care
asigura gasirea de solutii flexibile, inhibarea
unor raspunsuri habituale prin amaéanarea
gratificarii, ajustarea la schimbarea regulilor
etc. Rolul FE 1n viata reala este evidentiat
mai cu seamd, In managementul unor situatii
ambigue sau cu grad ridicat de incertitudine,
in situatii in care se impune luarea unor
decizii rapide, pe baza estimarii costurilor si
beneficiilor unor solutii etc. FE asigura deci
coordonarea flexibild si coerenta actiunilor
mentale si a comportamentului in cazul
urmarii de instructiuni cu grad ridicat de
ambiguitate.

In activitatea de scriere a unui eseu,
de pilda, monitorizarea constd in estimarea
progresivd a ceea ce intelege un prezumtiv
cititor, iar controlul se referd la mobilizarea
resurselor cognitive, in vederea ajustdrii
corespunzatoare a continuturilor scrise in
functie de tema si planul prealabil stabilit. FE
intervin in elaborarea unor modele mentale
asupra modului in care functioneaza
activitatea cognitivd. Aceste modele sunt

metacognitive  level and
Albertson, 1995).

The executive functions can intervene
in various situations:

(a) in the control and monitoring of

the necessary steps to correct a
wrong solution;

(b) in the assessment at the level of
accuracy of a prediction;

(c) in the assessment of the usefulness
of intermediary results etc.

The executive functions are an
umbrella concept which circumscribes the
hierarchical superior coordination of series of
cognitive processes used in regulation and
orienting the behaviour towards aim in new
or difficult situations (Hughes and Graham,
2002).

The main processes associated with
the executive operation are: answer
inhibition, working memory and attention
commutation (flexibility). Having a crucial
planning in problems’ resolution, in the
initiation of  particular  activities, in
estimation, the executive functions are
cognitive components, which provide the
finding of flexible solutions, the inhibition of
habitual answers by cancelling gratification,
the adaptation to rules’ change etc. The role
of the executive functions in the real life is
especially highlighted in the management of
ambiguous or very uncertain situations, in
situations in which fast decisions must be
taken, on the base of the estimation of costs
and benefits of finding solutions etc. In
conclusion, the executive functions insure the
flexible coordination and the coherence of
mental actions and behaviour in case of
following the instructions with a high degree
of ambiguity.

(Butterfield,

For example, when writing an essay,
the monitoring consists in a progressive
estimation of what a presumptive reader
understands, and the control refers to the
mobilization of cognitive resources, in order
to adequately adapt to written contents
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similare celor dezvoltate de oamenii de stiinta
in momentul in care analizeaza o sarcina.

Aplicatii educationale ale invatarii
autoreglate

Fiecare elev isi elaboreazd o teorie
proprie despre ceea ce insemnd invatarea. O
astfel de teorie poate fi naiva, eronatd sau,
dimpotriva, poate fi bine articulata, adecvata.
Teoriile  (convingerile) elevilor asupra
invatarii  individuale, respectiv  asupra
mijloacelor necesare atingerii unor scopuri
specifice in contexte date pot sa se modifice
in timp (Harter, 1999; Paris & Cunningham,
1996). Procesul de invatare individuald poate
fi imbunatdtit pe trei cdi principale: (a)
indirect, prin experienta, (b) direct, prin
instruire i (c) prin practica. Astfel,

(a) studiul individual poate fi
influentat de experientele recurente din
scoala. De exemplu elevii pot realiza ca
autoevaluarea muncii  proprii  sporeste
acuratetea invatarii, fara a solicita investitii
mari de timp. O astfel de informatie poate fi
dobanditd in mod tacit printr-o monitorizare
succesiva a expectantelor profesorului legate
de procesul Invatarii.

(b) profesorii pot oferi informatii
explicite privind  procesul invatarii
individuale. De pilda, o strategie de invatare
individuald este predatd direct atunci cand
profesorul de matematica:

v descrie  necesitatea  analizei
fiecarui termen din enuntul unei
probleme

v’ solicita plasarea termenului 1in
locatia potrivita

v’ cere efectuarea calculelor
aritmetice asupra termenului
respectiv si verificarea
raspunsului.

Instruirea asupra procesului invatarii
individuale poate evidentia strategii detaliate
sau poate implica in mod crescand reflectia
elevilor asupra scopurilor si standardelor
utilizate in timpul invatarii. Instruirea
explicita de a evita distractiile si de a

depending on the prior theme and plan. The
executive functions intervened in the
elaboration of some mental models on the
way in which the cognitive activity functions.
These models are similar to those developed
by scientists when they analyse an
assignment.

Educational applications of the self-regulated
learning

Each student elaborates an own theory
about what learning means. This kind of
theory can be naive, wrong or, on the
contrary, articulated, adequate. Students’
theories (beliefs) on individual learning,
namely on the necessary means to achieve
specific aims in given contexts can change in
time (Harter, 1999; Paris & Cunningham,
1996). The process of individual learning can
be improved on three major ways: (a)
indirectly, through experience, (b) directly,
through training and (c) through practice.
Therefore,

(a) the individual study can be
influenced by school recurrent experiences.
For example, students can realise that self-
assessment of their own work increases the
accuracy of learning, without invest too much
time. This kind of information can be
acquired tacitly through a successive
monitoring of teacher’s expectancies related
to the learning process.

(b) teachers can provide explicit
information on the process of individual
learning. For example, a strategy of
individual learning is directly taught when the
Maths teacher:

v" describe the necessity of analysing

each term in the statement of a
problem

v asks to place the term in the

proper position

v asks  that the  arithmetic

calculations be carried out on that
term and that the answer be
checked.

The training on the process of
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persevera in fata dificultatilor reprezintd un individual learning can highlight detailed
exemplu de  control intentionat  care strategies or can highly imply students’
promoveaza procesul invatirii individuale reflection on the aims and standards used

(Corno, 1993). during learning. The explicit training to avoid

Profesorii pot sa transmitd fun and to persevere in front of difficulties is

cunostintele despre invatarea autoreglatd in an example of intended control which

mod direct pe diverse cai: promotes the process of individual learning
(Corno, 1993).

v In primul rand elevii pot beneficia de Teachers can transmit knowledge

analizele si discutiile legate de diverse
strategii de invatare. De pilda,
discutiile cu elevii din clasele primare
se pot focaliza asupra modului in care
pot fi utilizate imaginile pentru
intelegerea textelor. In schimb, cu
elevii de gimnaziu si de liceu se pot
discuta metodele eficiente de luare de
notite. Totodata, profesorii pot initia
discutii metacognitive despre diverse
stiluri de 1Invatare si pot descrie
strategii de invatare adecvate fiecarui
stil. Redam cateva dintre intrebarile
care pot ghida astfel de discutii: Ce
sunt strategiile de invatare ? Cum
opereaza ele? Cand e important sa fie
aplicate? Rolul acestor discutii este ca
elevilor sa li se ofere oportunitatea de
a-si explora propriile strategii de
invatare.

in al doilea rand, profesorii pot si
proiecteze activitati de instruire de tip
deschis — inchis si totodata sa-1 asiste
pe elev in procedurile rezolutive pe
care le intreprinde. Ar trebui sd se
insiste mai mult pe munca in echipa,
care sd ghideze elevii intr-o abordare
de adancime a Invatarii $i mai putin
asupra temelor si sarcinilor de ruting;
In al treilea rand, profesorii pot reduce
ponderea testelor obiective (teste tip
grild, teste tip fals - adevarat), testele
competitive §i comparatiile intre elevi,
care afecteazda  nivelurile  de
autoeficacitate si de competenta ale
elevilor. Proiectele, portofoliile si
feed-back-ul  privind  prestatiile
realizate pot motiva elevii, pot stimula
invatarea autoreglatd si pot dezvolta

about the self-regulated learning directly on
different ways:

v' Firstly, students can benefit from the
analyses and difficulties related on
different learning strategies. For
example, the discussions with the
students from primary education can
focus on the way in which images can
be used to understand the texts. On
the other side, with the students from
gymnasium and high school it can be
discussed what efficient methods they
can use to take notes. Teachers can
also initiate metacognitive discussions
about different styles of adequate
learning for every style. We will
further present some questions which
can lead these discussions: What are
learning strategies? How do they
work? When is it important to apply
them? The role of these discussions is
to give students the opportunity to
explore their own learning strategies.

v" Secondly, teachers can project open —
close training activities and, in the
same time, assist the student in the
resolutive procedures. The teacher
should insist more on the teamwork,
which would guide students in an in-
depth approach of learning and less on
homework and common assignments;

v Thirdly, teacher can reduce the
amount of objective tests (multiple
choice tests, true — false tests),
competitive tests and comparisons
between students, which affect the
levels  of  self-efficiency  and
competence of students. The projects,
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creativitatea. Legatura dintre
evaluarea personald si standardele
externe pot ajuta elevii sa-si fructifice
resursele de timp si de efort inspre
dobandirea rezultatelor.

(c) procesul 1Invatarii individuale
poate fi deprins prin practicd. De exemplu,
proiectele colaborative solicita elevul sa
contribuie doar cu o parte la intregul proiect.
Daca contributia unui elev este inadecvata,
nevoia pentru imbunatatire a muncii poate sa
devind evidentda 1n procesul desfasurarii
lucrului asupra proiectului. Aceastd nevoie
poate sa fie punctata explicit de catre semeni
(elevi) si procesul Tmbunatatirii muncii
individuale devine parte a  activitatii de
realizare a proiectului.

Procesul invatarii individuale nu este
asadar insusit exclusiv printr-o singura
modalitate. Toate modalititile prezentate
anterior opereaza impreund in  directia
consolidarii strategiilor invatarii individuale.
Colaborarea cu profesorii si colegii 1i ajutd pe
elevi sd dobandeascd in timp propriile lor
teorii asupra invatarii si propriile abilitdti de
invatare autoreglata.
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