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Abstract 

 

 

Keywords: 
management; managerial behaviours; 

national exams; school achievement. 

 

 

The expectations of the services provided by schools and the managerial skills and competencies of educational 

leaders are constantly undergoing changes. Educational management has proven to play a key role both in 

terms of student outcomes and in influencing teachers’ motivation and professional performance by creating 

and consolidating the climate and the organizational culture in each school. There are real concerns in all the 

OECD countries that the skills and occupational profile designed previously for the school’s principal, today 

no longer meet the current needs of the educational environment, which is strongly influenced by social 

dynamics and is characterized by unpredictability. On the other hand, the pandemic coronavirus crisis has 

further deepened the crisis of school governance, triggered by heavy workload, lack of interest from young 

human resources in moving to positions of principals or deputy principals due to the exhausting 

responsibilities, insufficient initial training, limited career prospects after the end of the manager’s term and 

unattractive wages. 

Within this context, educational management, governance adjustment and professionalization have become 

essential. This study aims to identify, within the educational network in Iași County, which are the data that 

can shape the competence profile (what they can do) and the occupational profile (what they have to do) of a 

successful manager, so that the managerial behaviour of the principal generates positive effects on students’ 

school achievement. 

 

  
Zusammenfasung 

 

 

Schlüsselworte: 
Institutionelles Management; 

Führungsverhalten; Nationale 
Prüfungen; Schulleistung.  

 

Die Erwartungen an die von Schulen erbrachten Dienstleistungen und die Managementfähigkeiten und -

kompetenzen von Bildungsleitern ändern sich ständig. Das Bildungsmanagement spielt nachweislich eine 

Schlüsselrolle sowohl in Bezug auf die Schülerergebnisse als auch bei der Beeinflussung der Motivation und 

beruflichen Leistung der Lehrer, indem es das Klima und die Organisationskultur in jeder Schule schafft und 

festigt. In allen OECD-Ländern gibt es echte Bedenken, dass das für frühere Zeiten entworfene Qualifikations- 

und Berufsprofil des Schulleiters nicht mehr den aktuellen Anforderungen des Bildungsumfelds entspricht, 

das stark von sozialen Dynamiken beeinflusst und von Unberechenbarkeit geprägt ist. Andererseits hat die 

Pandemie-Coronavirus-Krise die Krise der Schulverwaltung weiter vertieft, ausgelöst durch hohe 

Arbeitsbelastung, mangelndes Interesse junger Humanressourcen, aufgrund der erschöpfenden Aufgaben auf 

Positionen von Schulleitern oder stellvertretenden Schulleitern zu wechseln, unzureichende Erstausbildung, 

begrenzt Karriereperspektiven nach Ende der Manager-Berufszeit und unattraktive Gehälter. 

Vor diesem Hintergrund werden Bildungsmanagement, Regierungs-Anpassung und Professionalisierung 

unerlässlich, und diese Studie zielte darauf ab, innerhalb des Bildungsnetzwerks im Landkreis Iași die Daten 

zu identifizieren, die das Kompetenzprofil (was sie können) und das Berufsprofil (was sie zu tun haben) der 

erfolgreichen Führungskraft prägen können, sodass das Führungsverhalten der Schulleitung positive 

Auswirkungen auf die Schulleistung der Schülerinnen und Schüler hat. 

  

 

1. Introduction  

School management has been prioritized on the 

global policy agenda, especially considering that the 

COVID-19 pandemic has generated an unprecedented 

worldwide educational crisis with immediate 

consequences, almost impossible to quantify across in 

the medium and in the long term. 

Likewise, the latest studies on education in 

Romania reflect a deeply worrying reality regarding 

the education system in our country, which has one of 

the lowest rates of access to early education in the 

European Union, the lowest rate in Europe of adult 

participation in training programs and the third highest 

rate in the EU of early school leaving. Moreover, the 

share of young people between 30-34 years old with a 

university degree is the lowest in the EU, functional 

illiteracy exceeds the 40% indicator, and school 
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infrastructure, especially in rural areas, where half of 

the school population in Romania learns, is outdated 

and inadequate for the 21st century education. 

An essential role in maintaining or, on the 

contrary, in changing this status quo in the Romanian 

education system is played by the school principal. 

The effectiveness of his/her actions can now be 

measured by relating the managerial behaviours 

currently applied in daily managerial practice to the 

results students achieve in national exams, if these are 

considered as a prerequisite for continuing an 

educational path that ensures further integration on the 

labour market. Thus, the value of educational services 

in a school is given by the extent to which the principal 

monitors the effectiveness of educational practices in 

the school in relation to their impact on student 

achievement. A review of nearly 8,000 studies 

conducted by Hattie (1992) concluded that “the most 

powerful tool that can significantly influence students’ 

learning outcomes is feedback.” (p.9) At the same 

time, Kaagan & Markle (1993) note that in the most 

effective schools “constant assessment” is a strict rule 

which no one ever budges from. 

2. Theoretical background 

Carried out in successive stages by the 

Organization for Economic Cooperation and 

Development, the TALIS studies and their results are 

relevant in analyzing the educational systems in a 

significant number of countries. 

Conducted in 2009 (in 22 education systems), 

2013 (in 38 countries, including 26 OECD member 

states and 12 partner countries) and 2018 (for 45 

countries and economies, including Romania, which is 

a candidate country), these large-scale investigations 

provide a wide range of analytical information, 

including a series of international reports on the 

various issues regarding educational leadership, the 

educational path of preschool, primary, secondary and 

high school students, the initial training of teachers in 

participating countries and observation of classroom 

teaching methods. 

All these studies shed light on international 

comparative data, driving progress in research on the 

effectiveness of the education process. A general idea 

that emerges from the data analysis collected in the 

TALIS investigations is that there are major disparities 

in the quality of the educational processes between the 

countries participating in the study, and one of the 

factors that generates and maintains these differences 

could be related to school management practices. 

As reflected by the data collected in the TALIS 

studies (Pont & al, 2008) while high-level decision-

makers seek to adapt educational systems to the 

current needs, the expectations regarding the services 

provided by schools and by educational leaders 

implicitly are constantly undergoing changes. On the 

one hand, there is a general trend of empowering 

schools through decentralization, and on the other 

hand, societal expectations are constantly growing, 

requiring the educational system to evaluate schools 

against their capacity to improve the learning 

outcomes for each student, while serving a population 

that is increasingly heterogeneous from an economic, 

cultural, and ethnic point of view. 

For decision-makers in all participating countries, 

this situation raises concerns regarding the fact that the 

position of the school principal is designed for the 

needs of the past, no longer being able to meet the 

current challenges. These results, which shed new 

light on educational management, turn school 

management into a priority for all the educational 

systems around the world, and high-level decision-

makers have realized that they need to enhance the 

quality of school management through firm, coherent 

and sustainable strategies.  

At the same time, recent research validates the idea 

that school leaders can make a difference in student 

outcomes and organizational performance if they are 

guaranteed autonomy in making important decisions. 

In this new context, school leadership is becoming 

more important than ever because it must respond with 

appropriate measures to the complex challenges 

schools have faced in recent decades and constantly 

adapt the functioning mechanisms of the school 

organization to the social community which it is part 

of. In addition, schools have a responsibility in 

developing lifelong learning skills, while also facing 

new challenges such as dramatic changes in 

demographic trends, increased immigration, profound 

transformations in the labour market, the technological 

surge, and the rapid progress of knowledge. 

Although the general trend in recent years has been 

that schools have a higher level of autonomy in terms 

of resource management decisions and curricular 

provision, but less freedom in hiring and paying 

teachers, the findings of OECD studies highlight 

important differences between countries participating 

in the investigation. 
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While in countries such as the Czech Republic, 

Hungary, the Netherlands, New Zealand, Sweden, 

England and the United States, the responsibilities of 

educational leaders tend to be growing in more areas, 

they are still very limited in countries such as Greece, 

Poland, Portugal and Turkey (OECD, 2016). At the 

same time, based on the analysis of the results of the 

PISA tests, the OECD studies reflect that the enhanced 

degree of autonomy held by an educational institution 

is correlated with the students’ school achievement. 

However, simple decentralization does not 

automatically lead to quality improvement in 

educational leadership. On the one hand, the principal 

must function in relation to an explicit term, with clear 

responsibilities in order to pursue the achievement of 

implicit goals. On the other hand, the effective 

autonomy of a school requires real support by creating 

the framework that allows for distributed leadership, 

through training programs in the field of school 

organization management and through motivating 

wages.  

Recent studies have validated the hypothesis that 

four major components in the spectrum of managerial 

responsibilities significantly influence student school 

achievement: 

a. Leadership aimed at supporting, evaluating and 

developing human resources 

All countries are looking for solutions to reduce 

the growing gap between inefficient schools and those 

with exceptional results, to provide equal 

opportunities for all students, regardless of their social 

or family background. In this regard, many researchers 

in the field of education (Elmore, 2000; Mulford et al, 

2003) support the idea that a vital function of school 

management is to reconfigure the institution in the 

form of a “learning organization” that continuously 

increases its performance through many paths 

followed simultaneously: curriculum and learning 

programs configuration, continuing professional 

development of human resources and promoting a 

climate that is conducive to collective learning. 

b. Setting realistic student achievement goals and 

pursuing them through appropriate and flexible 

strategies 

Educational leadership focused on goal 

achievement, performance evaluation, and progress 

assessment can significantly influence student 

outcomes. Aligning the instructional-educational 

process with external standards, setting strategic goals 

for students’ results, measuring progress in relation to 

objectives and adapting the educational approach to 

the conditions of the course is a complex and dynamic 

process in which educational leaders play a key role. 

Relatively recent empirical studies have validated 

the hypothesis that high learning standards associated 

with strong assessment systems significantly increase 

student academic achievement (Hanushek and 

Raymond, 2004a, 2004b). Additionally, according to 

Hanushek et al. (2007), who analyzed the results of the 

PISA tests, student performance tends to be higher in 

systems that have national exit exams. However, these 

data are refuted by the case of Romania where, 

although there are national assessment and 

baccalaureate exams, the results obtained by students 

in PISA tests place our education system in a worrying 

position. 

To effectively use the information from 

standardized examinations, educational leaders need 

to develop skills in interpreting and using data to 

adjust the performance improvement strategies of the 

organization they lead. 

c. Efficient use of material and human resources 

by capitalizing on them to achieve pedagogical goals 

By significantly increasing the autonomy of 

educational institutions, school leaders have an 

increased responsibility for the management of 

material and human resources. If a correct relationship 

is established between this approach and the 

pedagogical goals, it could help focus all operational 

activities on achieving the objectives regarding the 

improvement of the education and teaching process. 

In OECD countries, 84% of schools that educate 

students up to the age of 15 have full autonomy in 

terms of budget spending, and 57% of schools have 

full autonomy in building the budget. The extremes are 

Poland, Austria and Italy where only 20% of pre-

university institutions have autonomy in terms of 

managing financial resources, while in the 

Netherlands and New Zealand autonomy exceeds 

90%. 

d. Configuring management policies that go 

beyond the school boundaries  

Another role that completes the broader spectrum 

of responsibilities of an educational manager is to 

establish partnerships and collaborative relationships 

with other schools or with representatives of local 

authorities or the community, in a broad sense. To 
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strengthen their position, schools in certain countries 

are encouraged to form educational networks called 

consortia within which they share both resources and 

responsibilities. In this context, school leaders have 

the responsibility to engage in activities that exceed 

the boundaries of their school, go beyond their 

environment and establish connections with the 

outside world. 

This converging effort and energy of individuals 

and institutions is what Leithwood et al (2008), 

Leithwood & Jantzi (2006) defined as system 

leadership: “A systemic approach that integrates 

classes, schools, levels in the system in order to 

achieve student achievement.” This perspective 

considers the system as a whole, with an adapted 

management base that requires interrelationship and 

interdependence between different levels of the 

system. 

Among all the studies reviewed to identify a model 

for applying the questionnaires in almost 100 schools 

in Iaşi County, the research conducted by Marzano, 

Waters & McNulty in 2005 and published in a book 

called School Leaders that Works. From Research to 

Results is the closest to the research hypothesis on 

which we based this article. Their perspective is that 

studies conducted over a 35-year period, that is, 

between 1970 and 2005, provide strong guidelines for 

the nature of a principal’s managerial behaviour and 

that these behaviours have a clear effect on student 

achievement. 

The 21 responsibilities identified in Marzano, 

Waters & McNulty’s research (2005) are relatively 

common issues, often pointed out in the literature and 

constantly viewed in a direct determination 

relationship with respect to managerial efficiency. 

The novelty that the authors of the study 

emphasize, however, is the fact that these behaviours 

translated into managerial responsibilities should be 

standard operating procedures for any school 

principal. Furthermore, they should be able to quantify 

the relationship between responsibilities and student 

school achievement. 

Although all 21 responsibilities have been 

highlighted in the literature over the past few decades, 

the fact that they prove to be statistically significant in 

relation to student school achievement shows how 

important they are in the executive management of 

schools. The more things that are known about the 

internal workings of an organization, the more likely 

it is that someone will lead that organization in the 

most efficient way possible. 

Starting from this model and referring to the 21 

responsibilities specific to the managerial activity in a 

school described above, we designed a questionnaire 

adapted to the specific characteristics of the Romanian 

education system. 

Thus, after consulting with experts in education 

sciences, we reached the conclusion that this 

questionnaire needs to be summarized in a much more 

flexible form, so we selected 7 categories of 

responsibilities that represent the basic landmarks of 

the questionnaire, which were associated with all 21 

responsibilities in the study by Marzano, Waters & 

McNulty (2005). The seven components of the 

manager’s competency profile, translated into specific 

behaviours are: 

1. Recognizing merit and optimizing 

performance 

2. Institutional ethos and changing flexibility 

3. Inter- and intra-institutional communication / 

vision and principles 

4. Discipline and resources 

5. Intellectual monitoring / evaluation and 

stimulation 

6. Direct knowledge and involvement in the 

curriculum, teaching and education 

7. Efforts to promote the educational offer and to 

acquire resources 

Also, to provide a complete educational landscape 

in which the respondents work, demographic data 

were requested at the end of the questionnaire, such as: 

the name of the school where the respondent works as 

a principal, the years of teaching experience, the 

number of years as a principal, study levels achieved, 

urban / rural residency, locality, comments on possible 

difficulties in understanding the items of the 

questionnaire or suggestions for improving the 

questionnaire. 

In the first stage, the online questionnaire was 

administered in the form of a pre-test to 15 principals 

from different types of schools: primary schools, 

middle schools, theoretical high schools / colleges, 

vocational high schools / colleges, technological high 

schools / colleges in order to identify those aspects that 

could create difficulties in understanding the items, 

ambiguous wording or errors of significance. After the 
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answers were received, necessary changes were made, 

and the final form was completed by 97 school 

principals in Iași County. 

3. Results  

Research hypotheses 

Hypothesis 1 There is a set of relationships 
between the following dimensions: Monitoring / 
evaluation and intellectual stimulation, Knowledge 
and direct involvement in the curriculum, teaching 
and education, Recognition of merits and performance 
optimization, Institutional ethos and flexibility in 
approaches to change, Discipline and resources and 
their impact on managerial behaviors, in which the 
first factors are predictors, and the last in criteria, in a 
regression model. In terms of these relationships, we 
anticipate a positive impact of Monitoring / evaluation 
and intellectual stimulation, Knowledge and direct 
involvement in the curriculum, teaching and 
education, Recognition of merits and performance 

optimization, Institutional ethos and flexibility in 
approaches to change, Discipline and resources on 
managerial behaviors. 

Reporting results 

As predicted, the statistical data indicated the 
existence of positive associations between the 
dimensions: Monitoring / evaluation and intellectual 
stimulation, Knowledge and direct involvement in the 
curriculum, teaching and education, Recognition of 
merits and performance optimization, Institutional 
ethos and flexibility in approaches to change, 
Discipline and resources and managerial behaviors 
(Table 1). In other words, school managers who scored 
high on these dimensions (Monitoring / evaluation and 
intellectual stimulation, Knowledge and direct 
involvement in the curriculum, teaching and 
education, Recognition of merits and performance 
optimization, Institutional ethos and flexibility in 
approaches to change, Discipline and resources), will 
tend to manifest more effective managerial behaviors. 

Table 1. Correlation matrix for the variables contained in the regression models 

Variable 1   2 3  4   5   6 
• Cmp. Mng 1 0.592** 0.665** 0.569** 0.784** 0.680** 
• Monit_eval  1 0.544** 0.438** 0.478** 0.494** 
• Curriculum   1 0.367** 0.633** 0.562** 
• Rec_mer_opt_perf    1                         0.520**              0.470** 
• Ethos_instit     1 0.611** 
• Discipline      1 

Note. ** p <0.01; two-tailed.

Moreover, a hierarchical multiple regression 
analysis revealed that the Monitoring / evaluation and 
intellectual stimulation, Knowledge and direct 
involvement in curriculum, teaching and education, 
Recognition of merits and performance optimization, 
Institutional ethos and flexibility in approaches to 
change, Discipline and resources dimensions form a 
significant predictive model, able to explain, in an 
adjusted form, 72% of the variance of managerial 
behaviors (R²aj = 0.718, p <0.05 for model 4, Table 2). 
Of the five predictors, Discipline and resource 
dimensions, Institutional ethos, and Monitoring / 

evaluation and intellectual stimulation have a 
significant explanatory contribution, while Knowledge 
and direct involvement in curriculum, teaching and 
education play a significant marginal role in 
determining managerial behaviors. Thus, school 
principals with a high level of expression in these 
responsibilities tend to manifest, to a greater extent, 
effective managerial behaviors. The largest 
explanatory weight of managerial behaviors is placed 
on Institutional ethos, followed by Discipline and 
resources and Monitoring / evaluation and intellectual 
stimulation. 

Table 2. Hierarchical regression analysis 

Variables B SEB β       p 
Model 1     
Curriculum 0.372 0.069 0.487 0.000* 
Monit_eval 0.309 0.085 0.327 0.000* 
Model 2     
Curriculum 0.328 0.064 0.429 0.000* 
Monit_eval 0.208 0.082 0.220 0.013** 
Rec_mer_opt_perf 0.265 0.066 0.315 0.000* 
Model 3     
Curriculum 0.152 0.062 0.199 0.017** 
Monit_eval 0.170 0.070 0.180 0.017** 
Rec_mer_opt_perf 0.139 0.060 0.165 0.023** 
Ethos_instit 0.535 0.091 0.487 0.000* 
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Note R²aj = 0.718 for model 4 (p <0.05); * p <0.01, ** p <0.05 

Ethos is the institutional component characterized 
to the highest degree by consistency and thus it 
requires a principal at the beginning of a managerial 
term to set the coordination policies that define the 
Institutional Plan of Development against data that 
ensure the stability of the educational climate and, at 
the same time, to anchor its specific approaches in a 
pre-existing set of values and principles.  

Also, the educational climate influences the 
policies that the school cultivates in relation to the 
employed staff and the extent to which the teachers 
acquire, through a coherent strategy of continuing 
training, the teaching competencies for their subject. 
At the same time, the school ethos influences the 
degree of employee involvement in important 
decision-making, while strong institutional ethos 
greatly influences the constant cultivation of 
teamwork practices, responsibility sharing, a culture 
of collaboration and mutual support, as opposed to 
individualistic practices. 

Most of the schools in Iași County reflect a high 
degree of institutional ethos representation as both 
principals and teachers were more open to participate 
in training programs, European projects that facilitate 
knowledge of other education systems through project 
mobilities, as well as better knowledge of the latest 
research in the field of education sciences, in general, 
and of institutional management, in particular. Thus, 
models of good educational practices were adopted 
and applied in these schools, which led both to 
consolidating the quality of the human resource and to 
developing a sense of belonging to a prestigious 
educational community. 

Thus, institutional ethos influences the 
interventions of any successful principal who 
understands that any school organization is a living 
organism that grows and whose optimization is 
achieved not by invasive interventions, but by inspired 
harmonization of continuity and managerial 
innovation. 

Hypothesis 2 Managerial behaviours are explained 
differently in relationship to the Monitoring / 

evaluation and intellectual stimulation, Knowledge 
and direct involvement in the curriculum, teaching 
and education, Recognition of merits and performance 
optimization, Institutional ethos and flexibility in 
approaches to change, Discipline and resources 
dimensions, considering the results students achieved 
at the national assessment examination and the 
baccalaureate exam. 

Thus, by testing the median, we reached two 
categories of results, below and above the median, 
which allowed us to examine, for each variable, how 
effective the predictive models are. 

The students’ scores in the national assessment 
were divided into two categories, below and above the 
median (6.08) and allowed us to perform a 
comparative analysis of the prediction of managerial 
behaviours. Thus, in the case of school principals 
where children achieved grades below 6.08 in the 
national assessment examination, the results show that 
model 3, containing the dimensions Knowledge and 
direct involvement in the curriculum, teaching and 
education, Monitoring / evaluation and intellectual 
stimulation, Recognition of merits and optimization 
performance and Institutional ethos and flexibility in 
approaches to change best explain managerial 
behaviours, the contribution of variables being 
significant or marginally significant, in the case of the 
Recognition of merits and optimization of 
performance dimension. Thus, school principals who 
have high levels of expression in these responsibilities 
tend to have developed managerial behaviours. The 
adjusted coefficient of determination of the model is 
R²aj = 0.772, which explains, in adjusted form, 77% 
of the variance of managerial behaviours, the overall 
effect being a very high level. 

If we add the Discipline and resources dimension 
in the case of model 4, the explanatory efficiency of 
the regression model does not increase significantly, 
which means that this dimension does not play an 
important role in determining managerial behaviours 
in this category. 

Table 3. Hierarchical regression analysis for averages at national below-average assessment (6.08) 

Model 4     
Curriculum 0.119 0.062 0.155 0.058 
Monit_eval 0.141 0.069 0.149 0.043** 
Rec_mer_opt_perf 0.112 0.059 0.134 0.060 
Ethos_instit 0.466 0.093 0.424 0.000* 
Discipline 0.310 0.122 0.198 0.013** 

Variables B SEB β       p 
Model 1     
Curriculum 0.371 0.090 0.513 0.000* 
Monit_eval 0.410 0.118 0.434 0.002* 
Model 2     
Curriculum 0.333 0.085 0.460 0.001* 
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 Note R²aj = 0.772 for model 3 (p <0.05); 

         R²aj = 0.824 for model 4 (p> 0.05); 

        * p <0.01, ** p <0.05 

In conclusion, the best explanatory model of 
managerial behaviour for the cases in which students 
achieved grades below 6.08 in the national assessment 
is model 3 (Table 3). Also, of the 4 variables of model 
3, the largest explanatory weight is placed on the 
Institutional ethos and flexibility in approaches to 
change dimension, followed by the Monitoring / 
evaluation and intellectual stimulation and 
Knowledge and direct involvement in the curriculum 
and in teaching and education dimensions. 

For the principals where children achieved grades 
below 6.08 in the national assessment, the statistical 
data indicate model 4, containing the Knowledge and 
direct involvement in the curriculum, teaching and 
education, Monitoring / evaluation and intellectual 
stimulation, Recognition of merits and optimization of 

performance, Institutional ethos and flexibility in 
approaches to change and Discipline and resources 
dimensions as best explaining managerial behaviours, 
with only two variables contributing significantly: 
Institutional ethos and flexibility in approaches to 
change and Discipline and resources. Thus, school 
principals who showcase high levels of expression in 
the Institutional ethos and discipline dimension tend 
to have developed managerial behaviours. The 
adjusted coefficient of determination of the model is 
R²aj = 0.772, being able to explain, in adjusted form, 
77% of the variance of managerial behaviours, the 
overall effect being a very high level. Of the 5 
variables in Model 4, the largest explanatory weight is 
placed on the Institutional ethos dimension and the 
flexibility in approaches to change, followed by the 
Discipline and resources dimension (Table 4). 

Table 4. Hierarchical regression analysis for averages at national above-average assessment (6.08) 

Variables B SEB β       p 
Model 1     
Curriculum 0.430 0.148 0.487 0.008* 
Monit_eval 0.326 0.166 0.332 0.060 
Model 2     
Curriculum 0.168 0.138 0.191 0.234 
Monit_eval 0.191 0.138 0.194 0.181 
Rec_mer_opt_perf 0.572 0.149 0.571 0.001* 
Model 3     
Curriculum 0.091 0.132 0.103 0.499 
Monit_eval 0.195 0.128 0.198 0.142 
Rec_mer_opt_perf 0.134 0.238 0.134 0.577 
Ethos_instit 0.624 0.276 0.545 0.033** 
Model 4     
Curriculum -0.064 0.138 -0.073 0.646 
Monit_eval 0.196 0.118 0.200 0.108 
Rec_mer_opt_perf 0.060 0.220 0.060 0.786 
Ethos_instit 0.542 0.255 0.473 0.045** 
Discipline 0.518 0.218 0.362 0.026** 

   Note R²aj = 0.772 for model 4 (p <0.05); 

   * p <0.01, ** p <0.05 

Monit_eval 0.358 0.111 0.379 0.003* 
Rec_mer_opt_perf 0.201 0.084 0.260 0.024** 
Model 3     
Curriculum 0.220 0.080 0.304 0.011** 
Monit_eval 0.291 0.097 0.308 0.006** 
Rec_mer_opt_perf 0.150 0.074 0.195 0.052 
Ethos_instit 0.385 0.116 0.369 0.003* 
Model 4     
Curriculum 0.230 0.077 0.318 0.006** 
Monit_eval 0.241 0.098 0.255 0.021** 
Rec_mer_opt_perf 0.170 0.072 0.220 0.026** 
Ethos_instit 0.285 0.125 0.274 0.031** 
Discipline 0.355 0.201 0.186 0.089 
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The division of the grades achieved by the students 
at the baccalaureate exam into two categories, below 
and above the median (7.09), allowed us to refine the 
analysis of the explanatory power of predictors of 
managerial behaviours, anticipating that the 
dimensions of Knowledge and direct involvement in 
curriculum, teaching and education, Monitoring / 
evaluation and intellectual stimulation, Recognition of 
merit and performance optimization, Institutional 
ethos and flexibility in approaches to change and 
Discipline and resources split the average of the 
baccalaureate overall grade below 7.09, respectively 
above 7.09. In the first case (averages below 7.09), the 
results show that model 1, containing the dimensions 
Knowledge and direct involvement in the curriculum, 
teaching and education and Monitoring / evaluation 
and intellectual stimulation best explain the 
managerial behaviours, only the Knowledge and direct 
involvement in the curriculum, teaching and education 
dimension having a marginally significant 
contribution. Thus, school principals who display a 
high level of awareness of this responsibility tend to 
have developed managerial behaviours. The adjusted 
coefficient of determination of the model is R²aj = 
0.340, explains, in an adjusted form, 34% of the 
variance of managerial behaviours, the global effect 
being one of average level. If we add the other 
dimensions to the analysis, Recognition of merits and 
performance optimization, Institutional ethos and 
flexibility in approaches to change and Discipline and 
resources, the coefficient of determination R²aj 
decreases, so that instead of increasing the explanatory 
efficiency of the regression model, we subtract it. 
Therefore, the best explanatory model of managerial 
behaviours, for the cases in which the students got 

grades below 7.09 in the baccalaureate exam, is model 
1. 

By contrast, in schools where students achieved 
grades over 7.09 in the baccalaureate exam, 
managerial behaviours were explained by model 5, 
consisting of the Knowledge and direct involvement in 
the curriculum, teaching and education, Monitoring / 
evaluation and intellectual stimulation, Recognition of 
merit and performance optimization, Institutional 
ethos and flexibility in approaches to change and 
Discipline and resources dimensions. Of the five 
variables in the model, three contribute significantly: 
Discipline and resources, Institutional ethos and 
flexibility in approaches to change and Monitoring / 
evaluation and intellectual stimulation, two 
dimensions (Discipline and resources and Monitoring 
/ evaluation and intellectual stimulation) having a 
positive effect, and one (Institutional ethos and 
flexibility in the approaches to change) a negative 
effect on managerial behaviours. In other words, 
school principals who have high levels of expression 
in Discipline and resources and Monitoring / 
evaluation and intellectual stimulation, and, perhaps 
counter-intuitively, low levels of Institutional ethos 
and flexibility in approaches to change, tend to have 
developed managerial behaviours. The adjusted 
coefficient of determination of the model is R²aj = 
0.988 explains, in an adjusted form, 98% of the 
variance of managerial behaviours, the overall effect 
being a very high level. Of the 5 variables in Model 4, 
the largest explanatory weight is placed on the 
Discipline and resources dimension, followed by the 
Institutional ethos and the flexibility in approaches to 
change and Monitoring / evaluation and intellectual 
stimulation dimensions (Table 5). 

Table 5. Hierarchical regression analysis for averages at the above-average baccalaureate exam (7.09) 

Variables B SEB β       p 
Model 1     
Curriculum 0.349 0.282 0.398 0.247 
Monit_eval 0.508 0.327 0.499 0.155 
Model 2     
Curriculum 0.016 0.268 0.019 0.953 
Monit_eval 0.310 0.278 0.304 0.297 
Rec_mer_opt_perf 0.686 0.288 0.643 0.044** 
Model 3     
Curriculum 0.093 0.288 0.106 0.755 
Monit_eval 0.203 0.308 0.202 0.526 
Rec_mer_opt_perf 1.517 1.028 1.422 0.184 
Ethos_instit -1.033 1.225 -0.782 0.427 
Model 4     
Curriculum -0.051 0.069 -0.058 0.493 
Monit_eval 0.355 0.074 0.349 0.003** 
Rec_mer_opt_perf 0.059 0.277 0.056 0.838 
Ethos_instit -0.716 0.291 -0.542 0.049** 
Discipline 1.604 0.147 1.208 0.000* 

Note R²aj = 0.988 for model 4 (p <0.05); 

        * p <0.01, ** p <0.05 
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Discipline and resources are components of the 
operating mechanism of a school that directly 
influence students’ school achievement. Discipline is 
reflected, primarily, in the way the principal 
configures the school curriculum, imposing a 
controlled pace of work and rules of conduct on 
students and teachers, reflecting the demands that the 
educational environment indirectly raises regarding 
the learning process. 

Principals of schools with high levels of 

expression of Discipline and resources, Monitoring / 

evaluation and intellectual stimulation tend to have 

developed managerial behaviours that lead to their 

students’ getting average grades over 7.09 at the 

baccalaureate exam. 

4. Discussions 

A careful analysis of the data highlights the fact 
that the best results in external evaluations are 
achieved by students who learn in schools where 
discipline is carefully observed in the school 
environment, being one of the institutional priorities. 
Moreover, discipline is a significant factor in the 
learning process and insofar as it is cultivated in the 
family and the socio-familial environment from which 
the students come, can contribute by amplifying or, on 
the contrary, diminishing the effects of the strategies 
implemented by the school.  

On the other hand, the material, human or financial 
resources available can decisively influence the 
students’ school results. Thus, it becomes significant 
for the learning process if a school has unqualified 
teachers, or if the educators are not able to teach online 
or work with special needs students. Also relevant for 
the quality of learning are lack of internet access, 
insufficient or lack of teaching materials, poor 
educational facilities, lack of materials or tools 
necessary for vocational skills development, or lack of 
school counsellors to intervene professionally in the 
process of school and career guidance. 

Within the Iaşi County school network, these 
components are represented in various degrees, from 
one school to another, with strong implications 
depending on the where the school is located (urban / 
rural area). At the same time, discipline and resources 
are aspects that must be correlated with other elements 
such as: the number of students, local or commuting 
teachers, the number of special needs students, the 
number of students from vulnerable social/economic 
or ethnic backgrounds, the number of students in 
family placement, the number of students whose 
parents are migrant workers or students who have 
returned from abroad where they have studied for a 
number of years in other educational systems. All 
these variables significantly influence the range of 
issues that may become relevant in terms of discipline 
or human / material resources in a school. 

Monitoring / evaluation and intellectual 
stimulation are essential responsibilities in a school 
principal’s portfolio and are clearly highlighted in the 
job description. The success of the educational 
approach in a Romanian school is quantified 
exclusively with reference to the results achieved at 
the final exams of the schooling cycle – the national 
assessment examination for 8th grade graduates and 
the baccalaureate for 12th grade graduates, 
respectively, the national hierarchies of successful 
schools and high schools / colleges being based on 
these results. Therefore, the teaching process is 
oriented almost exclusively towards preparing 
students to sit these exams, often ignoring to cater the 
needs of the labour market and the dynamics of social 
life at the level of educational micropolitics put into 
practice at school. 

Although the educational ideal of the Romanian 

school aims for a free, whole, and harmonious 

development of the individual, as well as towards the 

development of an autonomous and creative 

personality, it remains only a desideratum, a 

theoretical landmark, as long as the educational 

practices in the Romanian school are often rooted in 

obsolete didactic reflexes, lacking in vision and 

openness towards the real world and the real needs of 

the students. One of the dysfunctions frequently 

mentioned in connection to current Romanian 

education is that schools do not prepare their students 

for the realities and rigors of the labour market, being 

too strongly focused on communicating information 

and not on skills training. An essential role in 

maintaining or, on the contrary, in changing this 

situation in the Romanian education system is held by 

the school principal. The effectiveness of his actions 

can now be measured by referring the managerial 

behaviours currently applied in daily managerial 

practice to the results obtained by school students in 

national exams, if they are seen as a prerequisite for 

continuing an educational path that ensures further 

integration on the labour market. 

5. Conclusions 

Consequently, the present study aims to carry out a 
rigorous scientific analysis approach based on the 
observation and investigation of the factors that may 
influence the managerial behaviours of the school 
principal, which, in turn, indirectly determine the 
students’ educational results. 

However, the study may face some limitations, as 
the degree to which institutional management policies 
influence academic performance is difficult to identify 
for at least three reasons. First of all, there are 
difficulties in drawing up a single definition of 
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educational management. Second, several forms of 
leadership have been identified, as well as numerous 
individual traits that could define the competency 
profile and occupational profile of a successful leader. 
Finally, it is difficult to single out and quantify the 
direct and indirect effects of the school manager on 
academic results, as compared to the influence of 
teachers, who interact more with students. 

In order to provide the research with rigor and 

validity, the study is based on the established theories 

of educational management, adapting a research tool 

used in other cultural settings and applying it to 

subjects in the Romanian education system. At the 

same time, the traits of the Romanian education system 

were considered in the process of adapting the applied 

questionnaire, as well as the responsibilities of a school 

principal, considering their job description, in 

accordance with the specific laws governing this type 

of activity. 
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Abstract 

 

 

Keywords: 
Roma adolescents; moral education; 

care; fairness; altruistic behavior. 

 

The present study aims at depicting the perspectives on moral education for Roma adolescents related to 

altruistic behavior. Data were drawn from a sample of sixty-six Roma students studying in rural and urban 

middle schools and high schools. Participants aged between 13 and 18 years old (M=15.91, SD=1.44) were 

asked to fill out self-administered questionnaires, assisted by the researcher. This study determined the 

influence of five moral foundations, such as care, fairness, loyalty, respect, and purity on altruistic behavior. 

The results showed the importance of care and fairness moral foundations as predictors of altruistic behavior. 

These results provide some insight into the moral values that may influence altruistic behavior in Roma 

adolescents. Further, implications for moral education are discussed. 

 

  
Zusammenfasung 

 

 

Schlüsselworte: 
Roma-Jugendliche; moralische 
Erziehung; Pflege; 

Gerechtigkeit; altruistisches 

Verhalten.  

 

Die vorliegende Studie zielt darauf ab, die Perspektiven der Moralerziehung für Roma-Jugendliche in Bezug 

auf altruistisches Verhalten darzustellen. Die Daten wurden einer Stichprobe von 66 Roma-Schülern 

entnommen, die ländliche und städtische Hauptschulen und Gymnasiums besuchen. Die Teilnehmer im Alter 

zwischen 13 und 18 Jahren (M = 15,91, SD = 1,44) wurden gebeten, selbst verwaltete Fragebögen mit 

Unterstützung des Forschers auszufüllen. Diese Studie ermittelte den Einfluss von fünf moralischen 

Grundlagen wie Fürsorge, Gerechtigkeit, Loyalität, Respekt und Reinheit auf altruistisches Verhalten. Die 

Ergebnisse zeigten die Bedeutung der moralischen Grundlagen von Fürsorge und Gerechtigkeit als Prädiktoren 

für altruistisches Verhalten. Diese Ergebnisse geben einen Einblick in die moralischen Werte, die das 

altruistische Verhalten von Roma-Jugendlichen beeinflussen können. Weiter, werden Implikationen für die 

moralische Bildung diskutiert. 

  

 

1. Introduction  

For a long time, the negative stereotype towards 

Roma people lead to stigmatization and stereotypes 

about Roma stand as the sole source of knowledge that 

connects Roma people with the social environment. 

This ethnic group must deal with social exclusion and 

poverty (Grigore & Sarău, 2012). An evaluation report 

on national programs funded by the European Union 

for Roma inclusion (2014), referring to Roma living in 

Bulgaria, Italy, Romania, and Spain, identified several 

common elements among the individuals living in 

these countries: low level of education, precarious 

employment conditions (unstable or underpaid) and 

unsanitary living conditions. There is a lack of a long-

term perspective on regular income and access to the 

social security system. The absence of adequate health 

insurance and health care maintains a vicious circle of 

poverty and poor health. In many European countries, 

the Roma continue to earn their income from 

traditional occupations: handicrafts, horse trade and 

small business, but also in agriculture and 

construction. These occupations are often dangerous, 

exhausting and provide a low level of income (Ionescu 

& Stănescu, 2014). 

1.1. Integration of Roma in the mainstream 

educational system 

The Government implemented various integration 

strategies to create a link between schools and Roma 

communities. Consequently, the position of school 

mediator was introduced, and the number of employed 

school mediators has doubled in the last 20 years. 

Other programs such as Second Chance were designed 

to prevent school dropout. Although the program was 

accessed by many individuals, its application suffered 

from a pronounced inequity, most Roma included in 

the program were urban residents, while the rural 

environment was underrepresented (Anghel, 2012). 
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Research shows that often the level of education 

among the Roma people is significantly lower than in 

the general population. Specifically, four times lower 

during preschool, one quarter lower during primary 

school, increasing up to 40% lower at the high school 

level. Further, University studies are considered 

exceptional situations among the Roma people (Micu, 

2009). Politics of recognition emphasize the 

assumptions of neutrality and claims that equal dignity 

and liberalism are collectively elaborated and not by 

the individuals themselves (Lash & Featherstone, 

2002). A healthy democracy depends on the qualities 

and attitudes of citizens and institutions. All 

individuals must develop their sense of identity, either 

national, regional, ethnic, or religious. Moreover, 

people should be tolerant of existing differences and 

collaborate. If most community members would 

commit to a sense of justice and a fair distribution of 

resources, everyone benefits (Kymlicka & Norman, 

2003). In contrast, this ideal is distant in Romania with 

the disparities between the ethnic Roma people and the 

majority culture. But things have started to improve, 

and the Roma people benefit from the minority rights 

support. The European Union policies combating 

discrimination encouraged them to ask for more rights 

in the last decade than they have throughout history 

(Zamfir, 2018). 

1.2. Moral education and altruistic behavior in 

Roma children 

The specifics of the moral education of the child in 

the traditional Roma community are represented by 

the Romanian, a code of laws transmitted orally and 

sometimes highlighted in works on the Roma ethnic 

groups (Grigore & Sarău, 2012). The community 

values of traditional Roma culture are based on the 

opposition pure-impure. Roma have an obligation to 

follow the rules of purity, otherwise, they may be 

excluded from the community. The traditional 

education of the Roma child is based on building 

fraternity, mutual help, and responsibility values. The 

initiative and empowerment of children, as well as 

their ability to manage their lives independently from 

a relatively young age, are appreciated within the 

Roma family and community (Grigore & Sarău, 

2012). 

From this brief exposition of the specifics of moral 

education in the Roma family, it can be concluded that 

the Roma possess a scale of basic moral values 

identical to those of other communities. Next, we 

present these moral foundations that we aim to explore 

as predictors for altruistic behavior. The moral virtues 

considered in this study are those proposed by Moral 

Foundations Theory. This theory was created to 

understand the reasons for which morality varies so 

much across cultures yet still shows so many 

similarities and recurrent themes. It proposes that 

several innate and universally available psychological 

systems are the foundations of “intuitive ethics” 

(Graham et al., 2011). Each culture then constructs 

virtues, stories, and institutions on these foundations. 

So are created the moralities around the world. The 

five moral foundations are care/harm which relates to 

the ability to feel the pain of others. Care underlies 

virtues of kindness, nurturance, protectiveness, and 

compassion; fairness/reciprocity generates ideas of 

justice, rights, and autonomy; in-group/loyalty 

underlies the virtues of patriotism and self-sacrifice for 

the group; authority/respect is shapes virtues of 

leadership, respect for legitimate authority, and 

traditions; purity/sanctity is shaped by the psychology 

of disgust and contamination. It underlies religious 

notions of striving to live more nobly, not solely linked 

to religious traditions (Graham et al., 2011). Further, 

the research shows an interest in investigating the 

affiliative behavior of individuals, and the factors 

contributing to altruistic behavior because it can offer 

useful insight into future generations' behavior (Marcu 

& Bucuță, 2016). Rushton (1982) defined altruism as 

a universal value in any society and promoted the idea 

of an altruistic personality type. Later, research 

showed that altruism is not a general personality factor 

(Rushton, 2008); instead, personality traits add to 

altruistic behavior. Moreover, moral foundations are 

linked to the commitment to different types of 

altruistic behavior mainly since altruistic behavior 

develops mainly during adolescence, its maturation is 

associated with moral foundations development (Lai, 

Siu & Shek, 2015). 

1.3. The present study 

Research shows that in Roma communities, 

children are encouraged to show initiative and 

independence at an early age. They learn by observing 

adult verbal and non-verbal behavior and by 

participating in the activities of the communities. In 

contrast, the confined space of mainstream education, 

the classroom education, rarely enables them to 

initiate or to create their own learning experiences. But 

the increasing demands of industrialized societies 

make literacy critical for Roma people (Smith, 1997). 

However, education systems are at present failing to 

meet the needs of Roma children. There are still many 
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structural inequalities such as poverty and racism that 

continue to maintain the low participation rates of 

Roma children in formal education programs. Poverty, 

racism, and a lack of access to essential services are 

considerable barriers to equitable participation in 

formal education. Also, as Smith (1997) emphasizes, 

the highly structured nature of mainstream education 

fails to comply with traditional Roma child 

socialization and education processes. Even if 

previous research showed that many Roma parents 

consider mainstream education impractical, 

unessential, or unnecessary for their children (Smith, 

1997), more recent findings show that some Roma 

parents explicitly demand the school’s positive moral-

ethical education and influence on their children 

(Lukács, 2008; Bereményi, 2011).  

Thus, the present research represents an 

opportunity to study an underrepresented population 

in moral education studies. Our focus on moral 

foundations and altruistic behavior is related to their 

positive impact on community life and socialization. 

Moreover, given that in the Roma population the level 

of education is significantly lower than that of the 

general population, our study aims to identify the 

moral foundations that contribute most to the 

development of altruistic behavior in Roma pupils. 

Our goal is to improve the understanding of moral 

foundations’ role in altruistic behavior and explore its 

cultural relevance in a sample of Roma pupils. The 

first aim was to explore the relationship between the 

five moral foundations (e.g., harm/care, 

fairness/reciprocity, in-group/loyalty, 

authority/respect and, purity/sanctity) and altruistic 

behavior. The second aim was to explore the link 

between the five moral foundations and identify the 

most significant foundations related to altruistic 

behavior.  

Considering the research framework, we 

formulated the following research hypothesis: the five 

moral foundations, alone or in combination, predict 

altruistic behavior in Roma adolescents. 

2. Method 

2.1. Participants 

The study participants were selected from five 

urban and rural schools situated in the northeast part 

of Romania. We gained access to participants by 

inviting the school administration to participate in the 

study. Participation in the study was entirely 

voluntary. The research group consisted of 66 students 

who studied in middle school or high school. Out of 

the total, 42.4% were girls (N=28) and 57.6% boys 

(N=38), belonging to the age group 13-18 years 

(M=15.91, SD=1.44). Students from rural schools 

comprised 78.8% of the sample, 21.2% studied in 

urban schools. The table below (Table 1) reports more 

details regarding participants' characteristics. 

Table 1. Participants’ characteristics 

Characteristics n % M SD 

Age   15.92 1.47 

Gender     

   Girls 28 42.4   

   Boys 38 57.6   

School location     

   Rural 52 78.8   

   Urban 14 21.2   

School grade     

   8th grade 13 19.7   

   9th grade 16 24.2   

   10th grade 9 13.6   

   11th grade 18 27.3   

   12th grade 10 15.2   

2.2. Procedure 

Written information regarding the scope and 

procedures of the study was disseminated to five 

institutions situated in the urban and rural areas from 

the northeastern region. The school principals 

connected the researcher with the parents and, 

participants. The headmaster of each school facilitated 

communication with the parents of the participants. 

Their main role was to disseminate the information 

and ask for parents' consent to the participation of their 

children in the study. Parents who agreed that their 

children would participate in the study signed an 

informed consent form. The researcher provided 

information regarding data privacy, voluntary 

participation, and the option to withdraw from the 

study at any time. The data was gathered during 

September and October of the previous year. The 

administration of the questionnaires was paper-and-

pencil. The researcher participated in this process and 

offered support regarding the questions included in the 

form to avoid missing data on the measured variables. 

Filling out the questionnaire took approximately thirty 

minutes. This study was approved and followed the 

recommendations of the Code of Ethics of the 

University. 
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2.3. Instruments 

The Romanian-validated version of the self-report 

altruism scale distinguished by the recipient (SRAS-

DR-RO) was used to assess altruistic behavior (Marcu 

& Bucuță, 2016). Furthermore, on the official Internet 

page of the Moral Foundations Questionnaire 

(https://moralfoundations.org/questionnaires/) the 

forward-backward translated version of the moral 

foundations' measure is made available for 

researchers. 

Altruistic behavior 

The self-report altruism scale distinguished by the 

recipient (SRAS-DR-RO) validated on Romanian 

population was used (Marcu & Bucuță, 2016). The 

measure was formulated following the latest 

developments in altruism research. It examines the 

rates of altruistic behaviors towards various receivers 

ranging from family members and friends to strangers 

in everyday life (Oda et al., 2013). The scale consists 

of 21 items rated on a five-point Likert scale from 

never (1) to very often (5). Some items included: I 

helped a family member get things from places that 

were too high or, I helped some elderly people carry 

their heavy luggage. Cronbach’s alpha value of this 

measure is .85. 

Moral foundations 

The moral foundations were measured using the 

designated sub-scales from the short-form of the 

Moral Foundations Questionnaire (MFQ-S) (Graham 

et al., 2011). The backward-translated version of this 

measure is available at www.moralfoundations.org. 

The five foundations assessed are: care/harm (related 

to the ability to feel and dislike the pain of others); 

fairness/reciprocity (related to ideas of justice, 

equality, and autonomy); in-group/loyalty (it 

emphasizes the virtues of patriotism and self-sacrifice 

for the group); authority/respect (it underlies 

leadership virtues, including respect to legitimate 

authority and traditions) and sanctity/purity (referring 

to religious notions of striving to live in an elevated, 

more noble way) (Haidt & Joseph, 2007). Each of the 

described moral foundations includes three items that 

assess the perceived relevance of moral concerns and 

other three items that assess agreement with moral 

judgments. Participants responded to the relevance 

items on a Likert scale ranging from not at all relevant 

(0) to extremely relevant (5) and to the judgment items 

on a Likert scale ranging from strongly disagree (0) to 

strongly agree (5). Example items for each dimension 

included: Whether or not someone suffered 

emotionally (care/harm item relevance item); Whether 

or not some people were treated differently than others 

(fairness/reciprocity relevance item); I am proud of my 

country’s history (in-group/loyalty judgment item); 

Respect for authority is something all children need to 

learn (respect/authority judgment item) and Whether 

or not someone violated standards of purity and 

decency (purity/sanctity relevance item). Cronbach’s 

alpha reliability coefficient ranged from .65 

(fairness/reciprocity), .67 (care/harm), .61 (in-

group/loyalty), .62 (respect/authority) and .63 

(purity/sanctity). 

3. Results  

3.1. Descriptive statistics and preliminary 
analysis 

Table 2 presents the Pearson correlation 
coefficients, Cronbach’s alpha reliability coefficient, 
means and standard deviations related to the variables 
studied. Altruistic behavior showed significant 
correlations with the moral foundations in the 
investigated directions. Therefore, altruistic behavior 
is positively associated with care (r = .50, p < .01), 
fairness (r = .55, p < .01), loyalty (r = .55, p < .01), 
respect (r = .47, p < .01), and sanctity (r = .56, p < .01). 
Further, we explored the relationship between the five 
moral foundations and altruistic behavior to identify 
the significance of each foundation. 

 
Table 2. Descriptive Statistics, Cronbach’s Alpha, and Pearson 

Correlations Coefficients 

Variables 1 2 3 4 5 6 
Moral 
foundations 

      

Care/harm .67      
Fairness/ 
reciprocity 

.55** .65     

In-group/ 
loyalty 

.55** .59** .61    

Authority/ 
respect 

.47** .67** .61** .62   

Sanctity/ 
purity 

.56** .46** .44** .38** .63  

Altruistic 
behavior 

.50** .48** .39** .47** .36** .85 

Mean 14.74 16.13 14.00 12.28 14.18 68.43 
SD 5.30 4.81 4.36 4.32 4.84 14.69 

Note: **p ≤ .01 (two-tailed)  

Alpha Cronbach’s coefficients are shown on the diagonal 

 
To test whether moral foundations would predict 

altruistic behavior in Roma adolescents, we conducted 
a hierarchical regression analysis. The five moral 
foundations were introduced in order, in the model. In 
the following, we will present the results of each 
predictive model.  
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As shown in the table below (Table 3), the first 
step of hierarchical regression that introduced 
harm/care moral foundation was found to positively 
influence altruistic behavior (beta = .50, p< 0.01). The 
results of the regression indicated that the harm/care 
predictors explained one quarter of the variance (F 
(1,64) =21.88, p<.001, R2=.25). In the second step, 
harm/care moral foundation (beta = .34; p< 0.01) and 
fairness/reciprocity moral foundation (beta = 0.29, p < 
0.05) were entered in the regression, and the results 
show a positive influence on altruistic behavior, 
improving the previous model. There was a significant 
increase in the variance (ΔR2= 0.05) of the variables 
and the result was unlikely to have arisen from error 
(F (1,63) = 5.44, p < 0.05). The last three steps of 
hierarchical regression revealed that loyalty (beta = 
0.04, p > 0.01), respect (beta = 0.22, p > 0.01), and 
sanctity (beta = 0.04, p > 0.01), did not influence 
altruistic behavior. 

 
Table 3. Hierarchical regression of altruistic behavior on moral 

foundations factors 

Predictor Beta p-value 
Step 1 (R2 = 0.25; ΔR2 = 0.25; F(1,64) = 21.88; 
Sig. = 0.000) 
Care/harm .50 .000 
 
Step 2 (R2 = 0.31; ΔR2 = 0.059; F(1,63) = 5.44; 
Sig. = 0.023) 
Care/harm .34 .009 
Fairness/reciprocity .293 .023 
 
Step 3 (R2 = 0.31; ΔR2 = 0.001; F(1,62) = .120; 
Sig. = 0.731) 
Care/harm .32 .019 
Fairness/reciprocity .27 .053 
In-group/loyalty .04 .731 
 
Step 4 (R2 = 0.33; ΔR2 = 0.023; F(1,61) = 2.11; 
Sig. = 0.151) 
Care/harm .31 .021 
Fairness/reciprocity .16 .281 
In-group/loyalty -.02 .891 
Authority/respect .22 .151 
 
Step 5 (R2 = 0.340; ΔR2 = 0.001; F(1,60) = .129; 
Sig. = 0.720) 
Care/harm .29 .044 
Fairness/reciprocity .16 .311 
In-group/loyalty -.02 .865 
Authority/respect .22 .155 
Sanctity/purity .04 .720 

 

4. Discussions 

A recent European report presents the extent and 
implications of Roma children’s exclusion from 
education. The data show that exclusion begins as 

early as preschool. Consequently, failure to attend 
preschool dramatically decreases students’ chances to 
complete formal education programs later. Poverty 
affects children's education, and they are more likely 
to study in ethnically segregated classrooms, 
indicating that any intervention in education needs to 
consider a broad spectrum of factors and needs to be 
part of a broader development and inclusion agenda 
(European Union Agency for Fundamental Rights, 
2014).  

Moral education plays an important role in 
character development, specifically in building 
altruistic motivations. Moral education is concerned 
with the promotion of good actions as it is with the 
maintenance of rules for social conduct. The goal of 
moral education consists largely in getting individuals 
used with moral values and principles so that they can 
use them independently (Peters, 2015). Hence, moral 
development and education in minority groups would 
provide some benefits in the socialization process. 
Achieving this requires greater attention to the 
instructional formats for enhancing the prosocial and 
moral development of students. The most advocated 
teaching instruction strategy for moral education is the 
problem-based approach where students work in pairs 
or groups. This approach provides students with 
enough space for dialogue and interaction, essential 
for their moral and prosocial development (Schuitema, 
Ten Dam & Veugelers, 2008). 

Moral education is important from two 
perspectives. First, it contributes to individual 
development and well-being, preparing them for 
adulthood and stimulating their identity development. 
Second, enhancing the prosocial and moral 
development of students increases the welfare of 
society. The focus of this perspective is to develop 
engagement with a democratic society and active 
participation. Engagement and participation can vary 
from voting behavior or altruistic behavior to 
willingness to protest injustice (Torney-Purta, 2004). 
This study shows which values should deliberate 
teaching refer to in the case of Roma children to 
stimulate their moral development and altruistic 
behavior (Schuitema, Ten Dam & Veugelers, 2008). 

In other words, to develop altruistic behavior in 
Roma ethnic children, moral education should address 
the development of care and fairness moral 
foundations. Regarding the care moral foundation, 
pedagogical approaches should aim at developing 
empathy, will and motivation to protect others. To 
develop a moral foundation of fairness, teachers 
should develop students’ values and motivations 
related to the ideas of equality, equity, and social 
justice. By including in their teaching process, real-life 
situations that allow the initiation of authentic 
dialogue and debates should support children’s moral 
development process. 

Moral education should consider the multicultural 
nature of society and this focus needs to be integrated 
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into the teaching-learning process in the classroom. A 
requirement for meaningful learning refers to 
reflection on the social positions that influence 
students' way of developing their relationship with 
moral issues (Ten Dam et al., 2004). Moral education 
should consider the learning content, its cultural 
meanings, and how it refers to students' social 
identities (structured by race, gender, and class). The 
development of social identity is implicit in the 
learning process. Consequently, social differences 
reflect in students' attitudes towards school, school 
subjects, moral practices, and the way their 
relationship with moral education develops. When 
moral development and moral education are the 
purposes of an educational program every teacher 
must reflect on how the knowledge, skills, and 
identities that the student must acquire, relate, or 
conflict with their social identities and social position 
(Schuitema, Ten Dam & Veugelers, 2008).  

Several limitations related to the present study 

should be noted. This research focused only on 

investigating the impact of moral foundations on 

altruistic behavior in Roma children. One limitation is 

that no other forms of civic engagement were 

considered. Therefore, future studies should 

investigate the role of moral foundations, values, and 

attitudes having as outcome various forms of civic 

engagement. Moreover, other variables that could act 

as a predictor, such as personality traits, empathy 

levels, or community sense should also be included in 

future research to fully grasp the particularities of 

moral development in predicting social behavior in 

Roma children. Another limitation refers to the small 

size of the research sample. Mainly due to the 

difficulties in gaining access to Roma communities. 

Also, the low levels of Roma children enrolled in 

educational programs influenced the sample size. This 

aspect limits the generalization of the present results. 

Therefore, future research should consider larger 

samples that include balanced ratios of girls and boys. 

Finally, the exploratory nature of the study does not 

allow for the formulation of causal relationships. 

Nonetheless, our results emphasize the role of care and 

fairness foundations in developing altruistic behavior 

in Roma adolescents. These relationships were not the 

subject of investigation in previous research. Overall, 

the present study complements the existing literature 

by providing some insights regarding the relationship 

between moral foundations and altruistic behavior of 

Roma adolescents. 
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Abstract 
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Covid-19 pandemic raised many difficulties in all life’s domains across the globe. The need to adapt was 

omnipresent and accelerated the emergence of novelty or innovative approaches. Online education for the 

students enrolled into the 2020/2021 university year was a bigger challenge than for any others. This generation 

has finished high school in a traditional face to face system and instead of having to deal only with the ordinary 

challenges of transitioning to face to face college, they’ve been forced to add to it the novelty and uncertainty 

of the online education during pandemic. The aim of the present research was to identify how pandemic 

influenced aspects of our college freshman’s life and if they differentiated between positive and negative. Data 

processing was done with the help of IBM SPSS  Text Analytics for Surveys. Following our demarche, we can 

conclude that our respondents faced numerous negative aspects in this period of their lives due to the pandemic, 

but the worst of them referred to social, psychological and educational aspects. The positive side of this period 

from the perspective of our respondents was time, which was used to consolidate connections with family, 

friends and self. The presence of a pronounced negatively triangle between the general state, social interaction 

and psychological risks and existence of eight positive categories with a low density of answers, in contrast to 

nine negative ones with a high density, makes us believe that the effects of this pandemic upon our respondents 

were rather negative than positive. 

 

  
Zusammenfasung 

 

 

Schlüsselworte: 
Pandemie; Studenten; Online-

Bildung; Folgen.  

 

Die Covid-19-Pandemie hat weltweit viele Schwierigkeiten in allen Lebensbereichen aufgeworfen. Die 

Notwendigkeit zur Anpassung war allgegenwärtig und beschleunigte die Entstehung von Neuheiten oder 

innovativen Ansätzen. Die Online-Bildung für die im Studienjahr 2020/2021 eingeschriebenen Studierenden 

war eine größere Herausforderung als für alle anderen. Diese Generation hat die High School in einem 

traditionellen Face-to-Face-System abgeschlossen und musste sich nicht nur mit den gewöhnlichen 

Herausforderungen des Übergangs zum Face-to-Face-College auseinandersetzen, sondern war gezwungen, die 

Neuheit und Ungewissheit der Online-Bildung hinzuzufügen Pandemie. Das Ziel der vorliegenden Forschung 

war es herauszufinden, wie die Pandemie Aspekte des Lebens unseres Studienanfängers beeinflusste und ob 

sie zwischen positiv und negativ unterschieden. Die Datenverarbeitung erfolgte mit Hilfe von IBM SPSS Text 

Analytics for Surveys. Nach unserer Demarche können wir feststellen, dass unsere Befragten in dieser Zeit 

ihres Lebens aufgrund der Pandemie mit zahlreichen negativen Aspekten konfrontiert waren, aber die 

schlimmsten davon bezogen sich auf soziale, psychologische und pädagogische Aspekte. Die positive Seite 

dieser Zeit war aus Sicht unserer Befragten Zeit, die genutzt wurde, um Verbindungen zu Familie, Freunden 

und sich selbst zu festigen. Das Vorhandensein eines ausgeprägten negativen Dreiecks zwischen 

Allgemeinzustand, sozialer Interaktion und psychologischen Risiken und das Vorhandensein von acht 

positiven Kategorien mit einer geringen Antwortdichte im Gegensatz zu neun negativen mit einer hohen Dichte 

lassen uns glauben, dass die Auswirkungen dieser Pandemie auf unsere Befragten waren, eher negativ als 

positiv. 

  

 

1. Introduction  

Covid-19 pandemic raised many difficulties in all 

life’s domains across the globe. Activities which until 

then were taken for granted, like travelling, going to 

work, going to school, meeting with friends, procuring 

groceries, walking in the park, etc. suddenly became 

hard or even impossible to do because of the 

restrictions imposed by authorities. The need to adapt 

was omnipresent and accelerated the emergence of 

novelty or innovative approaches. 

Some countries were more prepared than others 

and thus an inequality emerged. National culture and 

socio-economic development played a key role in this 

matter, reiterating the need of investments in 
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education. As there are differences between countries, 

there are differences between domains and those that 

could lack human interaction quickly found a working 

solution by transposing activities into the online 

environment, but those who relied on it suffered the 

most.  

Inequalities are a recurrence, because as they are 

valid at the level of a country or domain, they are also 

valid going further down the line. So, within the 

domain of education we could distinguish an 

expression of this inequality between courses that 

could be easily moved into the online environment, 

like mathematics, philosophy, economy, etc. and those 

which couldn’t be due to their more practical hands-

on approach, like medicine, arts, physical education 

and sport, etc. If for the first ones the loss of the 

physical component was bearable, for the second ones 

become crucial in the formation of future specialists. 

By being deprived of human interaction, future 

specialists not only lost due the pandemic practical 

experience, but their personal development had also 

been affected. 

2. Theoretical foundation 

Transition from high school to college can be a 

stressful period for most of the students, especially if 

they come from troublesome families (Fei et al., 2021; 

Moreira & Telzer, 2015; Bernier et al., 2005). 

Separation from their parents is hard (Allen & 

Stoltenberg, 1995) and more so once admitted to 

college their life journey begins but not without new 

challenges. Mental health problems represent a major 

issue among college freshmen’s (Bruffaerts et al., 

2018), as well as homesick (English et al., 2017), 

increased alcohol and tobacco use (LaBrie et al., 2007; 

Lenz, 2004) or physical activity decrease (Downes, 

2015), all which could have favored the surfacing of 

the “Freshmen 15” concept (Baum, 2017; 

Mihalopoulos et al., 2008).  

Fortunately, their coping mechanisms do not have 

to work so hard if family support is received during 

transition (Levens et al, 2016) or in case of 

marginalization (Llamas, et al. 2012). Also, this period 

in their lives could be less stressful if they manage to 

stay in touch with old friends (Abeele & Roe, 2011) or 

take part to learning strategies workshops (McDaniel 

et al., 2021). 

The COVID-19 pandemic has put the whole 

student transition scenario into a new unseen 

perspective. The disruptive decisions took by 

authorities only managed to add an extra layer on top 

of the traditional one. Online education for the 

students enrolled into the 2020/2021 university year 

was a bigger challenge than for any others. This 

generation has finished high school in a traditional 

face to face system and instead of having to deal only 

with the ordinary challenges of transitioning to face to 

face college, they’ve been forced to add to it the 

novelty and uncertainty of the online education during 

pandemic.  

Online education and interdiction of physical 

interaction in public spaces with peers has managed to 

create an isolated individual. Cases of depressive 

symptoms started to surface for students (Liu et al., 

2022; Monte et al., 2022; Ray et al., 2021;) and 

teachers began to struggle with stress and anxiety 

(Boneh, et al., 2021; Oducado et al., 2021; Pressley et 

al., 2021). Sitting in front of a screen meant less 

physical activity which in turn has been correlated 

with higher depression rates (Coughenour et al., 

2021). Networking and physical interaction have a 

great impact upon individual’s happiness (Lee et al., 

2020) and closing the campuses meant for most of the 

students returning home, which in turn created anxiety 

symptoms (Conrad et al., 2021). Family support 

during the online school was perceived different by 

students, mainly in accordance with the socio-

educational norms of the country in which they were 

residing. If for students from China family presence 

was a support factor in the online education scenario 

(Gao et al., 2021), for those from the United States of 

America was a real challenge, creating self-reported 

decrease in mental health (Hall & Zygmunt, 2021). 

3. Research methodology 

The necessary data to conduct this research derives 

from a more comprehensive data base, created after a 

laborious demarche, in finding solutions to deliver the 

educational act into the online environment during 

pandemic times. Restrictions imposed by the 

pandemic regarding academic physical attendance to 

courses opened the path to novelty approaches as no 

general institutional approved consensus existed. To 

offer a better understanding of our research we 

consider that a brief contextual description of the 

method is necessary. 

Our especially developed method aimed to 

transpose, without the need of acquiring additional or 

special equipment, into the given online environment, 

Microsoft Teams platform, the main characteristics of 

a physical education course: an initial evaluation, an 
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intervention exercise program with a monitoring 

period and a final evaluation. Both initial and final 

evaluations used self-reported anthropometrical 

measurements and online synchronous 

videoconferencing tests. They targeted the same 

parameters of the human fitness state: mobility, 

muscular endurance and strength and cardiovascular 

endurance. Demographical, psycho-social and health 

parameters were added for the initial, as well for the 

final evaluation in form of questionnaires. The 

intervention proposed exercise program was aimed at 

the same fitness parameters mentioned above and the 

daily monitoring component was done on four 

parameters: frequency, intensity, time and type 

(F.I.T.T.). 

The method was applied between 9th of November 

2020 and 9th of February 2021 to a total of 155 students 

from the Faculty of Business of the Babes-Bolyai 

University from Cluj-Napoca, Romania, translating 

into a monitoring period of 93 days. Weekly updates 

and advice were offered during synchronous meetings 

held accordingly to their time schedule, as well as 

asynchronous daily support with the help of the chat 

option. 

Although many students had one form or another 

of evaluation done at some point, only 72 had all their 

initial and final ones. Those and their answers to the 

question: “Thinking about the way you carried out 

your professional/educational/family/social activities 

in the current pandemic situation generated by the 

COVID-19, please tell me what you consider that are 

the most worthy to mention positive and negative 

aspects”, formed the data base for our current 

demarche. 

The aim of the present research was to identify 

how pandemic influenced aspects of our college 

freshman’s life and if they differentiated between 

positive and negative. The research method used was 

text mining and data processing, to respond the 

problematic in question, was done with the help of 

IBM SPSS Text Analytics for Surveys software, 

which is designed to process large quantities of 

unstructured qualitative data and extract concepts out 

of it. This data mining software not only makes a 

simple attribution to a certain category based on word 

recognition, but it also extracts feelings based on 

elaborate algorithms. 

4. Results  

Given the nature of the question the software 
struggled to extract significant concepts besides 
“positive” and “negative” as most of the answers were 
very punctual and already included these two, for 
example: “Negative: lack of positive emotions and 
feelings, I spent a lot of time at home, for a while I felt 
depressed, apathetic, anxious, due to lack of 
communication and interaction with other people, etc. 
Positive: I became more self-aware.” Even so, 
concepts like “time,” “family”, “friends”, “problem”, 
“bad” and a couple of others surfaced after the 
extraction. Going further with the analysis, we 
executed an automatic category building to establish 
what kind of reports took place between them. Neither 
this process was consistent enough to provide out of 
the box results because it only categorized 38 answers 
and offered only a few categories, like 
“online<negative>”, “relationships<positive>”, 
“sport<negative>, in relation with the amount of text 
processed. 

After this drawback we decided that a better 
approach would be to create categories based on the 
conceptual key words identified by the software and to 
manually assign the concepts from each answer to 
them. At the end of this demarche, we built 18 
categories as it follows: 
“time_travel_mobility<positive>”, 
“time_physical_activity<positive>”, 
“time_myself<positive>”, “time_friends<positive>”, 
“time_family<positive>”, “time_family<negative>”, 
“screen_time<negative>”, 
restriction_travel<negative>”, 
“restriction_physical_activity<negative>”, 
“restriction_peer_interaction<negative>”, 
“psiho_risk<negative>”, 
“online_learning<negative>”, 
“online_learning<positive>”, “comfort<positive>”, 
“economic_risk<negative>”, 
“general_state<positive>”, “general_state<negative>” 
and the unconfirmed answers category which was 
excluded from the analysis. The figure bellow portrays 
our model and connections between categories in a 
graphical manner. 
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Figure 1. Model built upon respondents’ answers 

Dots represent the number of respondents 
belonging to that category and the bigger the dot, the 
larger the number. Lines represent a connection 
between two categories and the thicker the line, the 
larger the number of respondents belonging to both 
categories. 

At a first glance we can observe that certain 
categories stand out, the most prominent ones being 
“restriction_peer_interaction<negative>”, concept 
that can be found in the answers of 38 respondents, 
“time_myself<positive>”, within 25 answers, 
“psiho_risk<negative>”, within 20 answers, 
“time_family<positive>”, within 19 answers, 
“online_learning<negative>”, within 16 answers, 
“restriction_travel<negative>” within 13 answers and 
“general_state<negative>” within 13 answers. 

The most significant connections were established 
between some of the already mentioned categories, 17 
out of 38 respondents which belonged to the 
“restriction_peer_interaction<negative>” category 
could also be found in the “psiho_risk<negative>” 
category, 15 out of 38 also belonged to the 
“time_myself<positive>” category, 13 out of 38 also 
belonged to the “time_family<positive>” category, 12 
out of 38 also belonged to the 
”general_state<negative>” category, 11 out of 38 also 
belonged to the “online_learning<negative>” 
category.  

It is also noteworthy to mention the tringle 

between the categories 

“restriction_peer_interaction<negative>”-

“psiho_risk<negative>”-“general_state<negative>” 

because they share a significant number of  answers. 

5. Discussions 

The analysis offered us the opportunity to have a 
deeper understanding of discontents and contents 
surfaced in the life of our respondents due to the 
pandemic.  

As probably expected, the worst aspect was lack of 
social interaction. Humans are a social species, we 
need to physically interact to establish durable 
relations, because our behavior is based on senses, 
which cannot be replicated in the online environment. 
More so, learning can be done only when situations 
become memorable by involving feelings, which are 
hard to induce in a physical context, let alone in a 
virtual scenario. Our respondents were at the age when 
the need to physically interact socially and travel was 
at its peak, the results speaking for themselves. 
Although, presumably, the outcomes of this pandemic 
would have been worse if the events wouldn’t have 
taken place in this era when communication is at our 
fingertips.    

Times of isolation could be good opportunities for 
introspection, return to inner self and reconsideration 
of relationships. Some of our respondents regarded the 
pandemic as an opportunity to self-discovery, 
otherwise, in normal cohabiting conditions, being hard 
to achieve. Family support remains important 
regardless age and our results show that. The fact that 
a high number of respondents which stated in their 
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answers that their social life was affected by pandemic 
also identified time with family and self in a positive 
manner expresses their need for balance to maintain 
their inner equilibrium. 

Mental health was, is and will always be a hot topic 

regardless of contextual events, as it sits at the very 

core of us, but the prolonged isolation state has 

stretched its manifestation intervals for some of us. 

Insomnia, stress, anxiety or depression are only some 

of the mental health concerns which our respondents 

reported that they’ve experienced. Life threatening 

events have an undesirable effect upon our mind and 

even more so when we are faced with an unknown one. 

Coping with them becomes essential in these cases, 

but the used mechanisms aren’t always without 

repercussions and that’s why support becomes 

essential. 

6. Conclusions 

The present research approach managed, from our 
point of view, to respond to the main question and thus 
we can declare ourselves satisfied with the results. 
Although the data processing method didn’t offer 
automated comprehensible results, it provided the 
flexibility for further human intervention and favored 
a straightforward output for easy interpretation and 
presentation. 

Our respondents faced numerous negative aspects 
in this period of their lives due to the pandemic, but the 
worst of them referred to social, psychological and 
educational aspects. The positive side of this period 
from the perspective of our respondents was time, 
which was used to consolidate connections with 
family, friends and self. 

The presence of a pronounced negatively triangle 

between the general state, social interaction and 

psychological risks and existence of eight positive 

categories with a low density of answers, in contrast to 

nine negative ones with a high density, makes us 

believe that the effects of this pandemic upon our 

respondents were rather negative than positive. 
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Abstract 
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This article discusses the assimilation process of a Computerized Pedagogical Management System (CPMS), 

which was developed in Israel in 2006 by Hameiri, and since then has been integrated into 1,680 Jewish and 

Arab schools throughout the country. It was developed in the aim of utilizing the computer and internet 

infrastructure to process, report and use real time relevant data to carry out management tasks and data 

presentation by school principals and staff and to improve school effectiveness. This research seeks to examine 

the culture’s impact on the assimilation of the CPMS leading to educational change process, relevant to the 

21st century. The Participants (N=96) were teachers, coordinators, and principals, 39 from the Arab society 

and 57 from the Jewish society.  

The study findings indicate that the extent of assimilation of the CPMS vary between Arab and Jewish schools, 

with the Arab educational staff reporting a greater degree of assimilation. There is also a greater degree of 

assimilation in the schools supervised by the Ministry of Education, than in the schools of the Ministry of 

Labor. At the practical level, the study indicates a need to strengthen the assimilation of CPMS in schools 

supervised by the Ministry of Labor. Training programs and technological support are needed so they may 

benefit from this system. Training the parents in all schools - both Jewish and Arab, on the value of CPMS, 

which provides real-time updates on their child's educational development, and how to use this system is of 

particular importance. 

 

  
Zusammenfasung 

 

 

Schlüsselworte: 
Computergestütztes 

pädagogisches 
Managementsystem; jüdische 

und arabische Schulen; 

Assimilationsprozess.  

 

Dieser Artikel diskutiert den Assimilationsprozess eines computergestützten pädagogischen 

Managementsystems (CPMS), das 2006 von Hameiri in Israel entwickelt wurde und seitdem in 1.680 jüdische 

und arabische Schulen im ganzen Land integriert wurde. Es wurde mit dem Ziel entwickelt, die Computer- 

und Internetinfrastruktur zu nutzen, um relevante Daten in Echtzeit zu verarbeiten, zu melden und zu 

verwenden, um Verwaltungsaufgaben und Datenpräsentationen durch Schulleiter und Mitarbeiter 

durchzuführen und die Schuleffektivität zu verbessern. Diese Forschung versucht, den Einfluss der Kultur auf 

die Assimilation des CPMS zu untersuchen, was zu einem für das 21. Jahrhundert relevanten 

Bildungsveränderungsprozess führt. Die Teilnehmer (N=96) waren Lehrer, Koordinatoren und Direktoren, 39 

aus der arabischen Gesellschaft und 57 aus der jüdischen Gesellschaft. 

Die Studienergebnisse zeigen, dass das Ausmaß der Assimilation des CPMS zwischen arabischen und 

jüdischen Schulen variiert, wobei das arabische Bildungspersonal einen höheren Grad der Assimilation 

berichtet. Auch in den vom Bildungsministerium beaufsichtigten Schulen ist die Assimilation stärker 

ausgeprägt als in den Schulen des Arbeitsministeriums. Auf praktischer Ebene weist die Studie auf die 

Notwendigkeit hin, die Assimilation von CPMS in den vom Arbeitsministerium beaufsichtigten Schulen zu 

verstärken. Schulungsprogramme und technologische Unterstützung sind erforderlich, damit sie von diesem 

System profitieren können. Es ist von besonderer Bedeutung, die Eltern in allen Schulen – sowohl jüdischen 

als auch arabischen – über den Wert von CPMS zu schulen, was Echtzeit-Updates über die schulische 

Entwicklung ihres Kindes liefert, und wie dieses System zu nutzen ist. 

  

 

1. Introduction  

This article discusses a Computerized Pedagogical 

Management System (CPMS), that was developed in 

Israel in 2006 (Blau & Hameiri, 2010) and has been 

integrated currently into 1,680 schools throughout the 

country. The aim was to apply the computer and 

internet infrastructure for processing, reporting and 

using real time relevant data in order to perform 

management tasks and present information by 

principals and school staff.  

The system is designed to improve school 

effectiveness and contribute to change and efficiency 

among all position holders in the school. The guiding 

principle for investing in this software technology is in 
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its ability to provide a data-based decision-making for 

both administrative and pedagogical management 

objectives (Eisenberg & Selivansky, 2019).  

In general, CPMS may contribute to enhancing 

consideration of social and educational phenomenon 

(weak spots and educational gaps), pedagogical 

coping strategies and the bettering of education 

(Raichel, 2013). Student data provide a valuable 

resource in helping teachers identify students' needs, 

choosing tools for students' assessment based on 

correlated data stored in the system. The CPMS 

increased professionalism and cooperation among 

teachers and eventually increased usage due to 

immediate availability of data and a growing demand 

for the integration of shared data management 

technology by both administration and teaching staff 

in order to improve pupils' academic progress 

(Raichel, 2013). 

The present study examines implementation of this 

system by teachers and principals. All interactions 

regarding pupils are conducted in the system as well 

as a function that provides parents and pupils access to 

pupils’ data, enabling them to communicate with the 

teaching staff.  The interactions are conducted through 

two main channels:  

a.  Data entered into the system daily - lesson 

topics, homework assignments, grade 

certificates for the student, attendance, scores, 

and pupil conduct – interruptions and 

commendations.  

b. An online informal communication channel 

between the teaching staff, the pupils and their 

parents, through an intra-organizational email 

system 

Figure 1: An example of the information that parents, students and 

educational staff receive at CPMS. 

 

 

 

 

 

 

 

 

 

The more effective this system database is, the 

more frequent and immediate data entry by the school 

staff is. This study examines the process of 

assimilating the program in the Arab and the Jewish 

schools in Israel. No previous research has indicated 

the factors that inhibit and promote the assimilation of 

CPMS nor have there been studies that compare 

between the Jewish and Arab schools in this respect. 

2. Theoretical background 

There is a worldwide consensus in the field of 

Education that this is the age of "digital pedagogy" 

brought about by rapid technological advances that 

have changed all walks of life. Education is one of the 

major fields impacted by technology as an individual 

has access to vast databases of knowledge at press of 

a button. Many of the digital tools developed have 

contributed to advancing schools both from a 

managerial as well as from a pedagogical aspect. One 

of the digital tools being developed and implemented 

in schools, is the CPMS. This article addresses the 

assimilation of CPMS into the Arab and Jewish 

schools in Israel. 

Cultural and psychological differences between 

Jewish and Arab societies in Israel 

The demographic composition of Israeli society is 

heterogeneous, with multicultural and religious 

differences. The majority of the population is Jewish, 

and 20% of the population is comprised of the Arab 

minorities: Muslim, Christian, Bedouin, Druze and 

Cherkasy. 

Arabs represent 1/6th of the entire population and 

are characterized as a non-assimilating minority, both 

distinguished and segregated from the Jewish majority 

in terms of language, religion, place of residence, 

values, beliefs, cultural differences and tradition. 

Other cultural characteristics are gender differences, 

patriarchal approach, power distance (hierarchy 

between classes), collectivity and uncertainty 

avoidance (Tatar & Da'as, 2012).  

The Arab education system is an integral part of 

the state education system in Israel, influenced and 

shaped by academic decision makers in the Ministry 

of Education. Arab society retains its unique identity 

and culture, yet at the same time realizes the 

educational, economic and occupational benefits of 

integration and acculturation (Gross & Gamal, 2014). 
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Gaps between Jews and Arabs high-school 

students in academic achievements 

In contrast to predominant secular, modern 

western culture of the majority of Hebrew speaking 

students, the Arabic speaking student belongs to a 

traditional culture characterized by its collective 

nature, conservative behavior patterns, dominated by 

male patriarchy (Gross & Gamal, 2014). Israel has 

large gaps in educational performance among student 

population sub-groups between and within schools. 

Christians Arabs have higher academic achievement 

than the Muslims and city children have higher 

academic achievement than those that live in the 

periphery (Gross & Gamal, 2014). 

Dkeidek et. al. (2012) maintains that in the Arab 

schools, the teachers' approach "in the center of the 

stage" impairs the autonomous development of the 

students' learning behavior as independent and 

constructivist learners. The Arab students expected 

more teacher support and guidance than the Jewish 

students who were able to get along independently. 

The Ministry of Education in Israel is currently 

putting into place reform strategies in education 

allowing for the more teacher-student autonomy and 

they are given more choice in choosing subjects on the 

curriculum.  

Table 1 shows data from the review published by 

Haddad-Haj Yahya and Rudnicki (2018) for the Israel 

Democracy Institute on the Arab education system in 

Israel about Percentage of those entitled to a 

matriculation certificate of all examinees among Arab 

and Jewish students. 

Table 1: Percentage of those entitled to a matriculation certificate out of 

all the examinees among Arab and Jewish students: 

As can be seen from the table, although there 

seems to be a trend of improvement in the level of 

achievement in the Arab education system, the 

eligibility rates for matriculation certificates in Arab 

schools are lower than in Jewish schools. (Haddad-Haj 

Yahya & Rudnitzky, 2018) 

The Education, Culture and Sports Committee of 

Israel held a preparation meeting for the school year 

2020-2021 for the Arab society, and four concerns 

emerged: 

1. From 2006-2015, the achievements in the Pisa 

study among Arab students were significantly lower 

than those of Jewish students in all areas of knowledge 

examined. 

2. In 2017-2018, the final matriculation exam 

scores of the Arab students increased yet remain lower 

than the Hebrew sector. 

3. The data shows that the annual dropout rates 

among Arab post-primary education students are 

higher than the corresponding dropout rates in Jewish 

schools. 

4. An Arab student receives on average a lower 

budget than a Jewish student, at all stages of education. 

(Assaf, 2020). 

The Ministry of Education recognizes there are 

gaps in educational support and have implemented 

CPMS to provide real-time data that help managers in 

making the information-based decisions needed to 

narrow the gaps. 

Schools supervised by the Ministry of Education 

and schools supervised by the Ministry of Labor3.   

The Ministry of Education and the Ministry of 

Labor operate various education systems in Israeli 

high schools. The Ministry of Education operates 

under the Compulsory Education Law (1949) which 

regulates the basic right to education from the age of 3 

to 18 while emphasizing academic-educational 

aspects. 

The Ministry of Labor operates under the 

Apprenticeship Law (1953) which regulates the 

practical work of the student under the guidance of a 

vocational school approved by the state while 

emphasizing professional aspects, either because of 

academic difficulty, or because of the requirement to 

combine profession with work. The gaps between 

schools supervised by the Ministry of Labor compared 

to schools supervised by the Ministry of Education 

that exist to this day: 

A. Gaps in the conditions of students taking the 

matriculation exams - in the schools of the Ministry of 

Labor there is no recognition of an annual grade that 

can help students improve the final matriculation 

score. This grade is averaged together with the 

matriculation exam score.  

Year 1995 2016 

Arabic 49% 63% 

Jewish 69% 79% 
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B. Gaps in the pedagogical field - Students in the 

schools of the Ministry of Labor receive less budget 

for study hours in English and Mathematics, and fewer 

services such as a library and learning centers. 

C. Gaps in budget and infrastructure - These 

institutions receive less funding and resources for 

classrooms, services, rewards and incentives for 

teachers, renovation and equipment. (Udi, 2002). 

3. Methodology 

The research aims were to investigate the 

differences in the process of assimilating CPMS 

between the Arab and Jewish schools, between male 

and female teachers and principals and between 

schools under the Ministry of Labor and the Ministry 

of Education.  

The study participants were 39 teachers, 

coordinators and principals from the Arab schools and 

57 from the Jewish schools. 

The Arab participants’ demographics: Male 

(43.6%), Female )56.4%). Average Age: 43.23 years. 

School Supervision: Ministry of Labor ( %23.1 ), 

Ministry of Education (%76.9) . Seniority: 15.33 years. 

The Jewish participants’ demographics: Male 

(33.3%), Female )66.7%), Average Age: 48.53 years. 

School Supervision: Ministry of Labor ( %36.8 ), 

Ministry of Education (%63.2) . Seniority: 18.18 years. 

The research questionnaire (Blau and Hameiri, 

2011) examined the extent of assimilation of the 

CPMS at school. For the present study, this 

questionnaire was amended to a Likert-type 

questionnaire on a scale ranging between 1 (never) and 

7 (to great extent).  The questionnaire was tested for 

validity by expert judges and reliability was calculated 

by Cronbach's Alpha test. 

The educational staff (teachers, principals, 

coordinators) answer the questionnaire regarding the 

assimilation of teachers, parents, principals and 

students. 

 

Table 2: The structure of the questionnaire, its purpose, validity and reliability 

 

 

CPMS assimilation questionnaires 

To examine the level of assimilation of the CPMS by comparison of results 

between Arab and Jewish schools 

Objective 1.  

A qualitative questionnaire developed by Hameiri and Blau (2010) and 

adapted to a quantitative version for this study by the researcher. 

Source 2.  

General Assimilation Cronbach’s Alpha Reliability of: 0.96  

Divides into 4 assimilation variable –  

Educational staff’s perspective on teachers' assimilation - 9 items. Cronbach's 

Alpha Reliability of .92  

Educational staff’s perspective on parents' assimilation– 6 items.  Cronbach's 

Alpha Reliability of,95 

Educational staff’s perspective on principals' assimilation– 8 items, 

Cronbach's Alpha Reliability of.91  

Educational staff’s perspective on students' assimilation– 8 items, Cronbach's 

Alpha Reliability of.90 

General 

description & 

Reliability 

3.  

The average of items 1 to 7; the higher the result the higher the degree of 

assimilation. 

Calculation of 

results 

4.  

In order to test the validity, expert validation was performed by team 

professionals in this field. In order to verify if the questionnaire examines the 

proper variables of the research, 3 team professionals holding senior positions 

in education were involved in the assimilation process in schools (pedagogical 

team of the education network) as well as 5 teachers.    

Instrument 

validity 

5.  

Very Low Degree 1 2 3 4 5 6 7 Very High Degree Measurement 

scale 

6.  
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4. Findings  

In order to examine whether there is a difference 
in the CPMS level of assimilation between the Jewish 

and Arab schools, a t-test was performed for 
independent samples as shown in Table 3. 

 

Table 3:  The results of t-test of two independent samples for the extents of assimilation of the CPMS   

                 by teachers, students, parents, and principals according to sector 

Assimilation of the 
CPMS, (General) 

 Arabs 
N=39 

Jews 
N=57 

t (94) 

Mean 
Standard Deviation 

4.952 
1.342 

4.382 
1.138 

2.239* 

Teachers' 
Assimilation of the 
CPMS 

 Arabs 
N=39 

Jews 
N=57 

t (94) 

Mean 
Standard Deviation 

5.182 
1.415 

5.048 
1.259 

0.478 

Educational staff’s 
perspective on 
Students' 
assimilation  

 Arabs 
N=39 

Jews 
N=55 

t (92) 

Mean 
Standard Deviation 

4.667 
1.443 

3.788 
1.415 

2.943** 

Educational staff’s 
perspective on 
Parents' assimilation 

 Arabs 
N=38 

Jews 
N=53 

t (89) 

Mean 
Standard Deviation 

4.246 
1.810 

3.460 
1.714 

2.106* 

Principals' 
Assimilation of the 
CPMS 

 Arabs 
N=37 

Jews 
N=52 

t (87) 

Mean 
Standard Deviation 

5.515 
1.428 

4.852 
1.313 

2.263* 

*p<.05 ,**p<.0 

There is a significant difference between the 
assimilation extent of the two sectors: The Arab 
educational staff reported a higher assimilation extent 
by parents, students and principals than the Jewish 
one. In order to examine whether a difference exists in 

the CPMS assimilation extent between the Ministry of 
Education and the Ministry of Labor schools, a t-test 
was performed for independent samples as presented 
in Table 4 and 5. 

Table 4: The results of the t-test of two independent samples for the CPMS assimilation extent according to the schools´ affiliation, for the general 

sample and for Jews and Arabs 

Assimilation of 
the CPMS, 
(general) 

 Ministry of 
Labor 
N=30 

Ministry of 
Education 
N=67 

t (95) 

Mean 
Standard 
Deviation 

4.066 
1.309 

4.858 
1.140 

-3.019** 

Assimilation of 
the CPMS, (Jews) 

 Ministry of 
Labor 
N=21 

Ministry of 
Education 
N=36 

t (55) 

Mean 
Standard 
Deviation 

3.930 
1.037 

4.645 
1.124 

-2.382* 

Assimilation of 
the CPMS, 
(Arabs) 

 Ministry of 
Labor 
N=9 

Ministry of 
Education 
N=30 

t (9.932) 

Mean 
Standard 
Deviation 

4.382 
1.833 

5.123 
1.141 

-1.147 
p>.05 

p>.05 ,*p<.05 ,**p<.01 

As seen in Table 4, there is a significant difference 
in the CPMS assimilation, between the Ministry of 
Education and the Ministry of Labor schools: the 

extent of assimilation was higher in the Ministry of 
Education Jewish schools.  

No significant difference was found in the Arab 
schools supervised by the Ministry of Education, as 
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compared with school supervised by the Ministry of 
Labor. 

 

Table 5 : The results of the t-test of the educational staff’s perspective on CPMS assimilation by teachers, students, parents and principals (ranking 

1-7) according to school affiliation, for the general sample. 

Assimilation of the 
CPMS, Teachers 

 Ministry of 
Labor 
N=30 

Ministry of 
Education 
N=67 

t (95) 

Mean 
Standard 
Deviation 

4.340 
1.359 

5.446 
1.180 

-
4.067** 

Assimilation of the 
CPMS, Educational 
staff’s perspective on 
Students assimilation 

 
Ministry of 
Labor 
N=28 

Ministry of 
Education 
N=67 

t (93) 

Mean 
Standard 
Deviation 

3.583 
1.629 

4.390 
1.350 

-2.496* 

Assimilation of the 
CPMS, Educational 
staff’s perspective on 
Parents assimilation 

 
Ministry of 
Labor 
N=26 

Ministry of 
Education 
N=66 

t (90) 

Mean 
Standard 
Deviation 

3.250 
1.746 

3.991 
1.761 

1.821- 

Assimilation of the 
CPMS, Principals 

 
Ministry of 
Labor 
N=24 

Ministry of 
Education 
N=66 

t (88) 

Mean 
Standard 
Deviation 

4.979 
1.331 

5.181 
1.411 

0.611- 

p>.05 ,*p<.05 ,**p<.01

Table 5 shows a significant difference in the 
CPMS assimilation extent for teachers and students: 
the assimilation extent is higher in the Ministry of 
Education schools. 

No significant differences were found in the 
CPMS extent of assimilation of principals and of 

parents between the Ministry of Education and the 
Ministry of Labor schools. For examining the impact 
of gender on CPMS assimilation t-test was performed 
for independent samples, as can be seen in the Tables 
6 and 7. 

 

Table 6:  The results of the t-test of two independent samples for the CPMS assimilation extent (ranking 1-7) according to gender, for the general 

sample, for Jews, and for Arabs. 

Assimilation of the 
CPMS, (general) 

 Males 
N=37 

Females 
N=60 

t (95) 

Mean 
Standard 
Deviation 

4.624 
1.237 

4.606 
1.258 

0.067 

Assimilation of the 
CPMS, (Jews) 

 Males 
N=19 

Females 
N=38 

t (55) 

Mean 
Standard 
Deviation 

4.389 
0.992 

4.378 
1.217 

-0.033 

Assimilation of the 
CPMS, (Arabs) 

 Males 
N=17 

Females 
N=22 

t (37) 

Mean 
Standard 
Deviation 

4.890 
1.482 

4.999 
1.257 

0.249 

p>.05
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 No significant differences were found in the 
CPMS assimilation between male and female teachers 
and principals in the Arab and in the Jewish schools. 

Table 7: The results of the t-test of two independent samples of the educational staff’s perspective on CPMS assimilation by teachers, students, 

parents and principals (ranking 1-7) according to gender, for the general sample. 

Assimilation of the 
(CPMS), Teachers 

 Male 
N=37 

Female 
N=60 

t (95) 

Mean 
Standard 
Deviation 

4.982 
1.298 

5.179 
1.361 

-    
0.706 

Assimilation of the 
(CPMS), Educational 
staff’s perspective on 
Students assimilation 

 Male 
N=35 

Female 
N=60 

t (93) 

Mean 
Standard 
Deviation 

4.262 
1.490 

4.089 
1.477 

0.549 

Assimilation of the 
(CPMS), Educational 
staff’s perspective on 
Parents assimilation 

 Male 
N=35 

Female 
N=57 

t (90) 

Mean 
Standard 
Deviation 

3.757 
1.795 

3.796 
1.785 

0.102 
- 

Assimilation of the 
(CPMS), Principals 

 Male 
N=34 

Female 
N=56 

t (88) 

Mean 
Standard 
Deviation 

5.259 
1.171 

5.048 
1.505 

0.699 

p>.05

 No significant differences between males and 

females were found in the CPMS assimilation by 

teachers, parents, students and principals. 

5. Discussions 

The research findings show a significant higher 
CPMS assimilation extent by principals, parents and 
students among the Arab schools than in the Jewish 
schools, which is contrary to the hypothesis.  

It is worthwhile mentioning that increased 
investment in education and technology in recent years 
throughout the country including the periphery and 
Arab populations, has improved academic 
achievements and decreased educational disparities 
that still exist in the results of the matriculation exams 
between the Arab and Jewish schools. CPMS seems to 
have the potential to enhance teaching and learning 
strategies, students' achievements as well as provide a 
data-based decision-making for both administrative 
and pedagogical management objectives. Maybe, 
therefore the Arab high schools principals and 
educational staff have higher motivation in CPMS 
assimilation.  

Other possible explanation for the discrepancies 
may be Social Desirability: the Arab participants 
might present the assimilation in a more positive way 
in accordance with what is considered appropriate and 
desirable. Another explanation can be the Extremity 

Bias: extreme reports trying to illuminate small 
successes as if they were bigger. Perhaps this is 
because when considering all areas of educational 
achievements, they have been lower than those of the 
Jews. So, when successes are seen, they are given 
more value.  

Findings proved that the level of CPMS 
assimilation was considerably higher for both Jews 
and Arabs in the Ministry of Education schools than in 
the Ministry of Labor schools.   

Based on the scientific literature, vocational 
schools like the schools of the Ministry of Labor in 
Israel have yet to develop innovative technologies 
involved in higher education (Pfeiffer, 2015). Huge 
investments by governments around the world have 
focused on mainstream education system whereas 
vocational schools remain neglected and have much 
lower budgets for technological innovation (Pfeiffer, 
2015). Additional constraints in the CPMS 
assimilation in the Ministry of Labor schools are:  

a. heavy bureaucracy and lack of coordination due 
to multiple units (pedagogical administration, 
computer, technology and information systems unit); 

 b. lack of administrative support and training 
programs for integrating technology (Kay, 2006; 
Pelgrum & Anderson, 1999). 



Marwa Maklasa, Ciprian Ceobanu Educatia 21 Journal, 22 (2022) Art. 04,  Page | 39   

  

 

No CPMS assimilation differences were found 
between male and female teachers and principals in 
the Jewish and the Arab schools.  The Arab traditional 
society have gender differences such as male 
dominance, but the previous research pointed out that 
female teachers have many leadership traits, a fact that 
could shed light on lack of difference in assimilation 
patterns between Arab male and female teachers 
(Reichel, 2015). 

The lowest degree of assimilation reported in this 

study was found among parents in both Arab and 

Jewish schools. It is possible the parents did not 

receive sufficient instruction on the importance of 

entering the system in order to access the information 

on their child’s development. They may have found it 

difficult to navigate the technology. 

6. Conclusions 

The study sheds light on the CPMS assimilation in 
Arab and Jewish high schools. CPMS helps the 
educational staff make information-based educational 
decisions and allows parents and students to receive 
real-time information about assignments, academic 
achievement and school functioning. The importance 
of implementing the system in schools lies in the 
ability to make information-based educational 
decisions that can help reduce educational gaps.  

The main conclusions of the study are as follows:  

1. The Arab educational staff reported a greater 
degree of assimilation than Jewish educational staff. 

2. There is a greater degree of assimilation in 
schools supervised by the Ministry of Education than 
in the schools of the Ministry of Labor. 

3. No significant differences were found in the 
degree of assimilation between women and men 
among teachers, principals, parents and students in the 
Arab and Jewish schools. 

4. There is not enough assimilation of the system 
by the parents in both the Arab schools and the Jewish 
schools. 

At the methodological level, the study presents a 
valid and reliable questionnaire that was adapted to 
examine the degree of assimilation of the CPMS in 
school.  

At the practical level, the study indicates a need to 
strengthen the assimilation of CPMS in schools 
supervised by the Ministry of Labor. There is a need 
for training programs for educational staff as well as 
for the parents, that will reveal the value of CPMS and 
instruct them how to implement it in their context, so 
that the educational system as a whole may capitalize 
on the benefits of this system. 

Future research should engage in an in-depth 

examination of the factors that promote and inhibit 

assimilation of CPMS in Jewish and Arab schools. 
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Abstract 

 

 

Keywords: 
formative assessment; portfolio; e-

portfolio. 

 

The formative assessment that is increasingly required in the context of a competency-focused university is 

supported by various assessment methods and tools. One of these is the student's learning portfolio, an 

evaluation method that can maximize the potential and individuality of each student. If correctly applied in the 

university practice, the portfolio is an objective tool for assessing the level of knowledge and skills in the field 

of the discipline. At the same time, it offers real feedback and the possibility of optimizing the educational 

activity, both for the student and the teacher. This article presents a quantitative interpretation of students' 

views on how the portfolio used during a semester, in the context of online teaching, has contributed to the 

acquisition of knowledge and skills specific to the discipline, personal, and professional skills. Based on the 

students' responses positive and negative aspects of the teaching, learning, and evaluation specific to the 

discipline were identified in the current pandemic context, to valorize and optimize them. 

 

  
Zusammenfasung 

 

 

Schlüsselworte: 
Formative Beurteilung; 

Portfolio; E-Portfolio.  

 

Die Formative Beurteilung, die zunehmend im Kontext einer kompetenzorientierten Universität zunehmend 

erforderlich ist, wird durch verschiedene Prüfungsmethoden und -instrumente gefordert und unterstützt. Eines 

davon ist das Lernportfolio der Studenten, eine Bewertungsmethode, die das Potenzial und die Individualität 

jedes Beteiligten am Lernprozess maximieren kann. Bei richtiger Anwendung in der Hochschulpraxis ist das 

Portfolio ein objektives Instrument zur Einschätzung des Wissens- und Kompetenzstandes im Fachgebiet. 

Gleichzeitig bietet es echtes Feedback und die Möglichkeit, die pädagogische Aktivität sowohl für den 

Lernenden als auch für den Lehrenden zu optimieren.  

Dieser Artikel präsentiert eine quantitative Interpretation der Einschätzung der Studierenden, wie das während 

eines Semesters verwendete Portfolio im Kontext der Online-Lehre zum Erwerb von fachspezifischen 

Kenntnissen und Fähigkeiten, persönlichen und beruflichen Kompetenzen beigetragen hat. Anhand der 

Antworten der Studierenden könnten wir positive und negative Aspekte des Lehrens, Lernens, aber auch der 

fachspezifischen Evaluation im aktuellen Pandemie Kontext identifizieren, um daraus Kapital zu schlagen und 

eine mögliche Optimierung vorzunehmen. 

  

 

1. Introduction  

Formative evaluation in the context of student-

centered teaching and learning should be associated 

with a complex process which has as objectives the 

following: assessment of the high level of knowledge 

of the tested student- items correlated with the goals; 

assessment of the student's motivational level-

identification of the level of attention, interest, 

curiosity, and persistence in the task through periodic 

observations and monitoring, psychological tests, etc. 

and students skills-assessment of both theoretical and 

pragmatic level, being a reflection of the learning 

process (Dulamă, 2004, p.69). 

Associating formative assessment at the university 

level with these goals, we can identify some formative 

valences of each assessment process initiated at the 

university level:  

 Increases the quality level of the teaching 

process by permanent correlation with the specific 

objectives of the discipline; updating the scientific 

content according to the social progress, but also to the 

needs of the students; permanent reconsideration of 

the adopted teaching strategies; maintaining the 

teacher-student relationship at an optimal functional 

level and maintaining a high positive motivation 

towards learning. 

 Provides the student with high-quality skills: 

the participation of the student in the process of 

assessment or self-evaluation training and evaluation 

(by ascertaining the progress during the course); aware 
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of one's own learning needs and acquired skills; 

improving one's learning style; encouraging 

permanent reflection on one's activity and active 

involvement and maintaining a highly positive tone 

towards learning. 

In this order, Yorke (2003, p.485) mentioned that 

formative assessment at the university level, while the 

validity of the assessment has to reach an acceptable 

level, the reliability is less important because the 

fundamental purpose of the activity is developmental 

rather than related to measurement. Thus, any possible 

plan for a learning-oriented assessment should comply 

with the following: 

 Establishing the objectives of the formative 

evaluation: see the discipline syllabus. 

 Proposing for the evaluation tasks: correlation 

with the objectives and curricular contents of the 

discipline; the wording following the level of the 

students; their number; ways of feedback, date of 

delivery; evaluation criteria, scale. 

 Involvement of the student in the formative 

assessment process: choosing the assessment tasks or 

the assessment tools; feedback provided to colleagues 

and teacher, self-assessment. 

 Presentation and analysis of models or 

examples of good practice. 

 Analyzing and interpretation of the students' 

results. 

 Providing ways to optimize the results 

obtained (individualized or differentiated, as 

appropriate).  

At university level, the pandemic context showed 

the importance of the context of the activities and not 

only the course content. Internal organization is 

essential to assure the learning trajectory's quality 

(Abcouwer et al. 2021, p.203). Various factors 

influencing students' learning are also related to each 

educational institution's specificity and approach to 

teaching and learning processes.   

The formative assessment was/ is more pressing 

since many universities have to switch from face-to-

face to online instruction, and online teaching, 

learning, and assessment have become "the new norm" 

(Todd, 2020). Because of this pressing, many teachers 

had difficulties facilitating students' knowledge and 

engaging with online formative assessment, and they 

need a guideline with specific and descriptive 

orientation (Rahim, 2020). When employing online 

assessment, university teachers must consider 

readiness among students and teachers, cheating 

practices, and student diversity (Tuah & Naing, 2021) 

as practical issues. They must handle them to ensure 

and reconsider good learning experiences for their 

students. On the one hand, the pandemic online 

assessment process was intended to be formative. On 

the other hand, ensuring this goal in this specific 

context was difficult, with many challenges. 

2. Theoretical background 

Senel & Senel (2021) mentioned some assessment 

techniques used in the online assessment process: 

online assignments, take-home exams, performance 

tasks, e-portfolios, and peer/self-assessment forms, 

which were activated higher-level skills of the students 

us: student's thinking, criticizing, evaluating, creating 

an idea or product and preparing students for related 

tasks or questions. So, the online assessment supposes 

finding the best modalities for ensuring objectivity 

and, at the same time, a student-centered assessment. 

So, it is essential to select the best assessment tools and 

insist on their contribution to students' learning, one of 

which is the portfolio.  

As an assessment method, the portfolio represents 

"a transversal selection in the authentic documents that 

show the student's progress in learning" (Manolescu & 

Panţuru 2008, p.336). Therefore, the portfolio is a 

cross-sectional reflection on the student's learning 

activity and the teacher's teaching activity. The 

portfolio becomes a source of feedback, introspection, 

and self-reflection for both actors. It provides a good 

framework for capitalizing on formative assessment. 

But how does the portfolio become a formative 

assessment resource? For sustaining the formative 

assessments, each students' portfolio must be aware of: 

clear establishment of the portfolio pieces together 

with the students; for each piece will be established: 

skills needed, the objectives; the targeted curricular 

contents, recommendations for bibliographic 

resources, concrete task, accompanied sometimes by a 

model of achievement, a scoring bar for each 

assessment criteria, date of delivery (partial and final 

date), the feedback method and the way to receive 

teacher's suggestions, the possibility to improve, the 

practice of self-reflection on the realized portfolio. 

It was observed the pragmatic character of the 

portfolio (transposed in the possibility of using the 

assimilated knowledge within the subsequent 

educational activity); the structured and systematic 

character of the portfolio (elaboration of the products 

of the action, respecting their staggering on the given 

period and the natural continuity of the approaches 
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initiated by the students; the scientific character of the 

portfolio (the use of scientific language appropriate to 

the standards of the field of activity and specific 

rigors); the objective character of portfolio 

(elaboration and drafting particular criteria for each 

product within the portfolio, but also on the portfolio 

as a whole in accordance, explicit standards and 

scoring guides for each specific course portfolio 

(Dysthe et al. 2007); the creative character of the 

portfolio (originality in making the products presented 

in the portfolio, so as to reflect the student's own style) 

and the personal character of the portfolio (rendering 

an analysis and a personal conclusion on the issues 

presented in the portfolio, etc. 

In addition, Colen et al. (2006; apud. Martinez-

Lirola & Rubio, 2009, p.94) mentioned that a portfolio 

evaluation is very reliable if it seeks the following 

objectives: help students assume the responsibility for 

their learning involving them in the evaluation 

process; give teachers detailed information about 

students' work and progress; integrate evaluation into 

the learning process; encourage teachers and students 

to introduce changes in the way of teaching and 

learning and organize and give coherence to the 

information that students have prepared. So, teachers 

and students need to reflect on their daily work 

supporting the assessment process and teaching and 

learning processes and their optimized value. 

The e-portfolio was defined from a different point 

of view in the literature. Related to the organization 

goal, for example, The National Learning 

Infrastructure Initiative (NLII, 2003) defines an 

electronic portfolio as: "a collection of authentic and 

diverse evidence, drawn from a larger archive 

representing what a person or organization has learned 

overtime on which the person or organization has 

reflected, and designed for presentation to one or more 

audiences for a particular rhetorical purpose" (Barrett 

& Carney, 2005). At the individual level, the e-

portfolio is a purposeful aggregation of digital items - 

ideas, evidence, reflections, feedback which 'presents' 

a selected audience with evidence of a person's 

learning and ability (Sutherland & Powell, 2007; apud.  

Alexiou & Paraskeva, 2010, p.3049). In both 

definitions, the e-portfolio refers to a temporal 

evolution and a set/selection of material or tools as 

evidence of the manifested activities. It is essential to 

point out these crucial characteristics of an e-portfolio 

for understanding the function of such an instrument 

for the student.   

Like the traditional portfolio, the e-portfolio has a 

goal to monitor students' competencies to accredit 

learning (Kankaanranta et al., 2001) and offer the 

possibility to optimize it (Duca & Duque, 2006). The 

e-portfolio assures and sustains student-centered 

learning (Stefani et al. 2007) in the university. 

Regarding the connection of e-portfolio with the 

development of students' self-awareness in the 

learning process, the focus is on promoting students' 

self-management and self-responsibility (Lopez-

Fernandez, O., & Rodriguez-Illera, 2009; Chen et al. 

2001) and self-regulation in the learning process 

(Wade et al., 2005; Abrami et al., 2007; Alexiou & 

Paraskeva, 2010), helping students to be self-

awareness of the educative goals achieved throughout 

an academic endeavor (Zubizarreta, 2004) and support 

personal development, reflective learning (Stefani et 

al., 2007) and reflective thinking (Alsbai, 2017). 

For students' professional development, the e-

portfolio supports the students to select and pursue 

learning activities within and outside of their formal 

curricula to achieve personal and professional goals 

(Reardon et al.2005) and develop their professional 

standards (Alajmi, 2019) 

The portfolio helps teachers to understand and 

know the students' behavior (Hope, 2005), providing a 

great and precise follow-up of their students 

(Rodriguez-Donaire et al. 2010). Also, it supports and 

encourages the educational motives of the student in 

the educational process (Tregubova et al., 2008), 

developing student-teacher and student-student 

communication and collaboration (Guo & Greer, 

2005) and cooperation among teachers (Ozgur & 

Kaya, 2011). 

In the previously mentioned literature, the e-

portfolio has multiple functions in the teaching 

process. Synthetizing the previously mentioned, 

Sakhieva et al. (2015) pointed out the portfolio 

functions. A portfolio is a tool for better motivation, 

improving students' motivation for learning. It helps to 

ensure students acquire new knowledge, skills, and 

competencies. To support projection and modeling, 

through a portfolio, the student designs his educational 

path and models the personal professional 

development. It is an instrument for reflection and 

evaluation, it supports a formative assessment of the 

student and enhances learning through review. Also, 

the portfolio is essential for the teachers and could be 

a reflective tool on teacher's activity and necessary 

optimizations. So, the portfolio remains the most 
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illustrative instrumental sets of a multimodal 

assessment (summative/formative; initial/current 

/final; intermittent/continuous) (Ungureanu, 2001). 

3. Research methodology 

This research aimed to identify students' opinions 

on how the portfolio used in the online university 

process (due to the pandemic educational context) 

influenced some specific aspects of their learning and 

learning results. In this respect, it was designed a 

quantitative analysis on students' opinions regarding 

how the usage of the portfolio influenced students 

learning on the five dimensions proposed by Chang et 

al. (2013): knowledge sharing (measured sharing 

status among peers), knowledge innovation (measured 

students' changes on their thinking toward 

knowledge), knowledge acquisition (measured 

students' status on knowledge acquisition), knowledge 

application (measured how students applied 

knowledge on artifacts or how they reflected)  and 

knowledge accumulation (students' status on 

knowledge storage and accumulation). It was adapted 

these items for measuring not the level of each 

dimension but their opinion on portfolio influence on 

attending them through the portfolio. Ninety-one 

second-year students completed these items at 

Pedagogy II discipline, the 2021-2022 year of study, 

first semester, at Teacher Training Department from 

The West University of Timisoara, Romania. At the 

end of the semester, its completion was optional. The 

answers presented below are anonymous. A scale from 

1 (totally disagree), 2 (disagree), 3 (somehow), 4 

(agree) to 5 (totally agree) was used.  

We present the portfolio components and each 

assessment criteria from the beginning of the semester 

(first online meeting). The pieces were the following:  

Application of a teaching/assessment method – 

oral and PowerPoint presentation in groups of 3 

students – 25% of the final grade of the seminar. The 

task was uploaded until the established date on the 

Google Classroom platform. The PowerPoint could be 

optimized on the oral feedback given by the teacher. 

Design two lesson sequences on a specific theme, 

individually realized - 25% of the final grade for that 

seminar. This task construction was a long-term 

common effort of students with the teacher support (6 

seminaries' practical activities supported this task 

completion). Students have had the freedom to 

complete this as they have advanced in practical 

support applications and could use the opportunity of 

partial feedback from the teacher (if they finished on 

time the practical activity support. The students did not 

have the opportunity to make any changes to this task 

after it was uploaded on the classroom platform.  

Optionally, students can upload an observation 

sheet for one of the presentations made by their 

colleagues, used as feedback for their colleagues' 

presentations. By completing this observation sheet 

and uploading it on the classroom platform, students 

have obtained a 1-point bonus to the final grade of the 

seminar. 

The final evaluation (50% of the final grade of 

discipline) was by uploading the final exam topic on 

Google Classroom until the set exam date. Students 

had one week to attend this task and upload it on 

Google Classroom. They did not have the opportunity 

to optimize this task, but they received written 

feedback from their teacher.  

Due to the fact that during the COdiv-19 pandemic 

courses at university were delivered online, this 

portfolio was a combination between the traditional 

portfolio and an e-portfolio. 

4. Results  

The students' opinions on how the usage of the e-
portfolio has influenced their knowledge and abilities 
will be in the following (Table 1.) on each dimension 
(average for each dimension and each item):   

 
Table 1. The students’ responses 

Dimensions Score 
(average) 

1. Knowledge sharing 3.482 

I shared the process or result of 
reflection with peers 

3.600 

I shared the process or result of 
revision of artifacts with peers. 

3.411 

I shared the process or the result of the 
self-assessment with peers. 

3.367 

I shared the learning contents (e.g., 
notes, handouts, and website 
resources) that I rearranged with 
peers. 

3.607 

I shared the result of peer feedback 
toward my artifacts with peers. 

3.367 

I shared the result of teacher feedback 
toward my artifacts with peers. 

3.551 

I shared the feeling and thought of 
viewing others’ artifacts with peers. 

3.270 

I spent time to share and discuss with 
peers. 

3.681 
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2. Knowledge innovation 4.069 

I developed my own thinking model 
from reflection.  

4.135 

I developed my own thinking model 
from revision of artifacts.  

4.189 

I developed my own thinking model 
from self-assessment.  

4.110 

I developed my own thinking model 
from rearrangement of learning 
contents (e.g., notes, handouts, and 
website resources).  

3.656 

I developed my own thinking model 
from peer feedback toward my 
artifacts.  

4.256 

I developed my own thinking model 
from teacher feedback toward my 
artifacts.  

3.780 

I developed my own thinking model 
from peer review of others’ artifacts.  

4.247 

I developed my own thinking model 
from discussions. 

4.176 

3. Knowledge acquisition 4.113 

I acquired knowledge from reflection.  4.176 
I acquired knowledge from revision of 
artifacts.  

4.242 

I acquired knowledge from self-
assessment.  

4.178 

I acquired knowledge from 
rearrangement of learning contents 
(e.g., notes, handouts, and website 
resources).  

4.165 

I acquired knowledge from peer 
feedback toward my artifacts.  

3.648 

I acquired knowledge from teacher 
feedback toward my artifacts.  

4.411 

I acquired knowledge from peer 
review of others’ artifacts.  

3.725 

I acquired knowledge from 
discussions. 

4.360 

4. Knowledge application 
 

3.920 

I applied knowledge that I learned 
from reflection to real or other 
situations.  

3.967 

 I applied knowledge that I learned 
from revision of artifacts to real or 
other situations.  

4.044 

I applied knowledge that I learned 
from self-assessment to real or other 
situations.  

3.922 

I applied knowledge that I learned 
from rearrangement of learning 
contents (e.g., notes, handouts, and 
website resources) to real or other 
situations.  

3.933 

I applied knowledge that I learned 
from peer feedback toward my 
artifacts to real or other situations.  

3.600 

I applied knowledge that I learned 
from teacher feedback toward my 
artifacts to real or other situations.  

4.253 

I applied knowledge that I learned 
from peer review of others’ artifacts to 
real or other situations.  

3.615 

I applied knowledge that I learned 
from discussions to real or other 
situations. 

4.022 

5. Knowledge accumulation 
 

4.125 

I accumulated knowledge from 
reflection. 

4.135 

I accumulated knowledge from 
revision of artifacts 

4.389 

I accumulated knowledge from self-
assessment. 

4.191 

I accumulated knowledge from 
rearrangement of learning contents 
(e.g., notes, handouts, and website 
resources). 

4.156 

I accumulated knowledge from peer 
feedback toward my artifacts. 

3.674 

I accumulated knowledge from peer 
review of others’ artifacts. 

4.495 

I accumulated knowledge from peer 
feedback toward my artifacts. 

3.500 

I accumulated knowledge from 
teacher feedback toward my artifacts. 

4.461 

General score   3.941 
The general mean obtained from students' answers 

was 3,941, demonstrating that the respondents agreed 
that the usage of the portfolio influenced their 
knowledge and the related abilities (students' opinion). 
Also, Knowledge sharing and Knowledge application 
obtained a mean under 4, but the last one is very close 
in value to 4. 

Regarding the items, the lowest score was obtained 

on Knowledge sharing: "I shared the feeling and 

thought of viewing others' artifacts with peers" 

(3.270), and the highest score was obtained on 

knowledge accumulation: "I accumulated knowledge 

from peer review of others' artifacts" (4.495). 

5. Discussions 

By using the portfolio some steps suggested by 
Martinez-Lirola & Rubio (2009) were implemented to 
help students create and maintain their portfolios to be 
helpful in their learning process. In this respect, the 
tasks included in the portfolio reflected the main 
learning objectives and the discipline's competencies 
and defined the evaluation criteria for each portfolio 
piece clearly from the beginning of the semester. After 
that, were designed and implemented situations for 
self-evaluation and peer evaluation; evaluated 
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students' tasks according to the criteria that had been 
previously established and talked about the portfolio 
in some individual and group situations. It was assured 
a solid foundation for knowledge acquisition and 
application, cooperation, self-assessment of our 
students, and assessment of others.  

The highest mean was obtained for the Knowledge 
accumulation dimension – meaning how they 
considered that the portfolio influenced their status on 
knowledge storage and accumulation (an average of 
4,125- 4 on the scale expressing the accord) and 
Knowledge acquisition dimension- meaning how they 
considered that the portfolio influenced their students' 
status on knowledge acquisition (4,113). The obtained 
scores demonstrate that students' opinion about their 
obtained knowledge status through the portfolio is 
high, and they have that the portfolio contributed on 
its.  

Within the Knowledge accumulation dimension, 
the highest score was obtained by "I accumulated 
knowledge from peer review of others' artifacts" 
(4.495) and "I accumulated knowledge from teacher 
feedback toward my artifacts (4.461) ". This score 
could accentuate the role of the teacher and other peers 
in the personal accumulation process. For the 
accumulation process, students considered that "I 
accumulated knowledge from peer feedback toward 
my artifacts" was less important, obtaining the lowest 
score for this dimension (3.500).  

Within the Knowledge acquisition dimension, the 
highest score was for "I acquired knowledge from 
teacher feedback toward my artifacts" (4.411) and "I 
acquired knowledge from discussions" (4.360). It 
could be demonstrated that students acquire 
knowledge through portfolios and from teachers and 
discussion with teachers; less this is an exclusive 
personal action in settling up the portfolio or peers' 
feedback (3.648). Although accumulation is an 
individual and independent task, the teacher remains 
the important figure and the expertise in completing 
the portfolio task and acquiring knowledge.  

Within the Knowledge application dimension, "I 
applied knowledge that I learned from teacher 
feedback toward my artifacts to real or other situation" 
– obtained the highest score on Knowledge application 
dimension (4.253). These demonstrate the importance 
of teacher feedback on the learning and assessing 
through portfolio and the lower importance accorded 
by students on others' feedback "knowledge that I 
learned from peer feedback toward my artifacts to real 
or other situations" (3.600).  

Within the Knowledge innovation dimension, "I 
developed my own thinking model from peer feedback 
toward my artifacts "(4.256) and "I developed my own 
thinking model from rearrangement of learning 
contents (e.g., notes, handouts, and website 
resources)" (3.656), the highest and the lowest score 
could demonstrate that through the portfolio students 
developed innovation and creativity from others and 

not from a personal reconsideration of a task. Unlike 
the other dimensions, the contribution of the others is 
better highlighted in this dimension, although 
creativity/ innovation are personal attributes.   

The lowest average (3.482) was obtained within 
the Knowledge sharing dimension, students' 
considering "I shared the feeling and thought of 
viewing others' artifacts with peers" somehow (the 
lowest average on this dimension-3.2), but they "spent 
time to share and discuss with peers" (3.681) on the 
personal artifacts. Probably, peer feedback must be a 
dimension that could be improved in future similar 
online educational contexts.  

What is the most relevant dimension that 

contributes to the formation of the student through the 

portfolio? For sure that one of them is more important 

than the other. It depends on what goals are settled at 

the level of the discipline and what concrete results 

were aimed to achieve. Of course, the results should 

be connected with the syllabus, covering the student's 

knowledge, aptitude, responsibility, and autonomy. It 

is also essential to develop transversal skills through 

the portfolio: communication, cooperation, academic, 

and professional ethics. 

6. Conclusions 

The "e-portfolios" could be the next big thing in 
campus computing as more and more institutions are 
encouraging, even requiring, students to create 
portfolios to highlight their academic work (Young, 
2002). After using the portfolio, the students declared 
that developed accumulation and acquisition from 
others or through peer review. Also, applying the 
knowledge through a portfolio teacher's feedback is the 
most relevant. These results are somewhat natural in 
the context in which the students consider the teacher 
responsible for the acquisition and accumulation of 
knowledge at university level. If are analyzed in-depth, 
the two are different: acquisition is the foundation of 
the accumulation of knowledge, accumulation is due 
overtime and both depend on students’ learning. The 
teacher is just a facilitator, and his feedback guides the 
student to concrete ways of optimization. Of course, 
feedback through the portfolio is helpful for 
optimization regarding the two dimensions, but it 
should not be a purpose in itself.  

The students’ responses showed that others are 
important milestones when it comes to innovation.  As 
this process is very personal, the portfolio needs to 
provide favorable contexts for manifestation. It is 
necessary to pay more attention to the parts of the 
portfolio that support this dimension. 

Unfortunately, the respondents considered that the 

portfolio support them only to some extent for sharing 

their feelings, issues, and reflections. New generations 

must acquire social skills and competencies that are 
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developed in a learning community and in a 

contemporary society that undergoes changes 

(Nitulescu & Rotaru, 2012). As a learning and 

assessment tool, the portfolio could also sustain this 

need. Due to the pandemic context, and the related 

students' actions, the portfolio must ensure great 

cooperation with peers, much independence in 

innovative learning, and more context for sharing the 

process and the results of construing the portfolio with 

others. 
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Abstract 
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Achievement emotions constitute an important individual variable in the complex process of self-regulated 

learning, through its effects not only on student's well-being, but also on academic performance. Exploring the 

individual and contextual correlates of this type of emotions experienced by students in the educational 

environment is important for both improving the learning climate and developing an optimal self-regulation.  

In this study, the analysis of data obtained from a number of 365 participants showed that students' perceived 

classroom assessment environment in the Romanian Language and Literature subject matter in high school is 

a significant predictor of the emotions experienced by students during learning this subject for baccalaureate 

exam, beyond the effect of autonomous motivation and previous academic performance. The results showed 

that perceived learning-oriented assessment environment was positively correlated with students' autonomous 

motivation. Moreover, it proved to be a positive predictor for the enjoyment in learning, and a negative one 

for anger and hopelessness, while its correlation with anxiety or boredom was not significant. In contrast, the 

perceived performance-oriented assessment environment was uncorrelated with students' autonomous 

motivation and enjoyment, but was confirmed as a positive predictor of anxiety and boredom experienced 

during individual learning. Finally, the results and some educational implications are discussed. 

 

  
Zusammenfasung 

 

 

Schlüsselworte: 
Schulleistungsemotionen; 
wahrgenommenes 

Bewertungsumfeld; 

Selbstmotivation; 
Abiturprüfung.  

 

Leistungsemotionen sind eine wichtige individuelle Variable im komplexen Prozess des selbstregulierten 

Lernens, da sie sich auf das Wohlbefinden und die schulischen Leistungen der Schüler auswirken. Die 

Erforschung der individuellen und kontextuellen Korrelate dieser Art von Emotionen, die von Schülern im 

Bildungsumfeld erlebt werden, ist sowohl für die Verbesserung des Lernklimas, als auch für die Entwicklung 

einer optimalen Selbstregulierung, wichtig.  

In dieser Studie zeigte die Analyse der Daten, die von einer Zahl von 365 Teilnehmern erhalten wurden, zeigte, 

dass die von den Schülern wahrgenommene Bewertungsumgebung in der Klasse im Fach Rumänische Sprache 

und Literatur in der Sekundarstufe ein signifikanter Prädiktor für die Emotionen, die von den Schülern während 

des Lernens dieses Fachs für die Abiturprüfung erlebt werden, unabhängig von der früheren schulischen 

Leistungen und der autonomen Motivation, ist. Die Ergebnisse zeigten, dass die wahrgenommene 

lernorientierte Beurteilungsumgebung positiv mit der autonomen Motivation der Schüler korreliert und ein 

positiver Prädiktor für Freude am Lernen und ein negativer Prädiktor für Ärger und Hilflosigkeit ist, und nicht 

signifikant mit Angst oder Langeweile korreliert. Im Gegensatz dazu war die wahrgenommene 

leistungsorientierte Bewertungsumgebung mit der autonomen Motivation und der Freude am Lernen der 

Schüler unkorreliert, obwohl sie ein positiver Prädiktor für Angst und Langeweile während des individuellen 

Lernens darstellt. Abschließend werden die Ergebnisse und einige pädagogische Implikationen diskutiert. 

  

 

1. Introduction  

The Romanian pre-university education system 

encompasses a variety of methods, forms, means and 

tools designed for classroom assessment that 

constitute what is called the assessment process, the 

last stage of which is represented by the baccalaureate 

exam. Each generation of students who complete their 

studies in the upper secondary education cycle in 

Romania has the right to participate in this national 

exam, which represents a means of assessing, and 

certifying their skills, level of general knowledge and 

specialization achieved (Ministerul Educației, 2010). 

The stakes of this exam are high because, as stipulated 

in the legislation, promoting the baccalaureate exam 

allows access to state and private higher education. 

This exam is complex and comprises 3 oral tests (the 

first one, designed to assess the language skills for oral 
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communication in Romanian / mother tongue, the 

second, to assess language proficiency in two 

languages of international circulation studied during 

high school and the third one, designed to assess 

digital skills) along with 3 written tests (one written 

test in Romanian Language and Literature / mother 

tongue and other two differentiated written tests, one 

compulsory and one optional, in accordance with the 

branch and profile of the graduated high school) (LEN, 

2011, art. 77). 

Given the implications of the baccalaureate exam 

for the medium and long-term development of 

students, it would be only fair to acknowledge that the 

effort required to prepare it is a considerable one. 

Therefore, while the last year of high school often 

proves to be a very stressful period for students, the 

exam itself may also be regarded as a difficult and 

intense time in their lives. This exam is not only a 

milestone reflective of individual learning and 

assessment experience, but it also entails the 

institutional and the socio-cultural components, which 

shape students' perceptions. Moreover, the results 

obtained by students have both an individual and a 

social stake, as they shed light on the Romanian 

education system, which reflects the level of general 

and specialized knowledge of trained professionals, as 

well as the quality of the educational process and the 

quality of graduates who will either adhere to higher 

education or join the labour market. This assessment 

context perceived and interpreted by students on an 

individual level, engenders undoubtedly various 

affective-motivational experiences. 

The present article joins the theoretical and 

empirical efforts to identify the relationships between 

the specifics of assessment, represented by the 

evaluative climate in the classroom, the extent to 

which students perceive it, the motivation behind 

studying, and the students’ emotions, in an evaluation 

scenario as important as the baccalaureate exam. More 

precisely, we aim to identify the link between the 

assessment climate in the classroom and the 

autonomous motivation of students in preparing for 

the Romanian Language and Literature baccalaureate 

exam. Additionally, we will analyse the way in which 

these two variables can be constructed as predictors 

for the emotions felt by students during their studying 

process of this subject matter while preparing for this 

exam. 

2. Theoretical foundation 

2.1 Classroom assessment environment 

The concept of classroom assessment environment 

was first introduced by Stiggins & Conklin (1992), 

with the teacher being given an important role in 

creating the reality described by the two authors. 

Through the choices they make regarding the means, 

frequency, criteria or evaluation standards, teachers 

transform the class of students into a climate of 

evaluation. The classroom assessment environment is 

based on eight key elements: assessment goals, 

context and preparation of the assessment performed 

by the teacher, criteria for selecting assessment 

methods, assessment methods, assessment quality, 

feedback on the assessment results, as well as teacher's 

perception of students and the assessment policy 

(Stiggins & Conklin, 1992). Teachers' choices in 

creating a specific context of assessment environment 

are influenced by several categories of factors: a) 

teacher's attitude, orientation, philosophy and 

conviction regarding students and the teaching-

learning process; (b) teacher’s preparation, knowledge 

and educational assessment skills; (c) teacher’s 

perception of students; and (d) institutional policies 

(Brookhart, 1997, p. 165). Starting from this 

perspective on classroom assessment environment, 

Susan Brookhart (1997) resumed and enriched this 

theory by including the assumption that students have 

also a role in building the assessment context. Students 

are active participants in the classroom’s dynamics, 

especially during assessments, developing beliefs 

about the importance, usefulness, relevance of all 

practices, ways of assessment in the classroom, giving 

meaning and significance to the whole approach that 

teachers put into play (Brookhart & DeVoge, 1999). 

Therefore, we may consider that the assessment 

climate in the classroom has two dimensions: a more 

objective one, reflected by the way in which students' 

perceptions are shaped by their teachers' assessment 

tasks, performance criteria, type of feedback provided 

etc., as well as a subjective one, which addresses 

students' perceptions of all these specific classroom 

assessment practices (Brookhart & DeVoge, 1999). 

While analysing the specificity of this 

environment, researcher Hussain Alkharusi (2010, 

2011) discriminated between a learning-oriented 

assessment environment and a performance-oriented 

assessment environment. The learning-oriented 

classroom assessment environment is characterized by 

assessment practices that encourage learning, giving 

students the opportunity to complete a wide range of 

tasks, with varying degrees of difficulty, intended to 

help students master the content taught. In such an 
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environment, teachers provide support for situations 

where there are difficulties in understanding and 

completing tasks, clearly specify assessment criteria 

and provide students feedback on the subject matters 

they are not fully clear on and on the actions they can 

take to compensate for their shortcomings, with an 

emphasis on learning rather than on results. Mistakes 

are considered a natural part of the learning process 

and students are provided with opportunities and 

support in order to correct them. The performance-

oriented classroom assessment environment is 

characterized by choosing difficult assessment tasks, 

offering feedback that could help improve 

performance, using value judgments and evaluation 

criteria based on social comparisons, as well as 

considering grades obtained as being more important 

than the undertaken effort (Alkharusi, 2010, 2011). 

Relatively ample amount of research has been 

conducted in order to establish the relationship 

between the classroom assessment environment and 

different other individual or contextual variables 

involved in learning. Much of the research examines 

the influence of assessment on learning motivation and 

student academic outcomes (Brookhart, 1997; 

McMillan & Workman, 1998; Stiggins & Chappuis, 

2005). More specifically, some studies have shown 

that the two assessment environments have different 

focal points when associated with motivational 

factors, such as students' achievement goals or 

academic self-efficacy, or with academic achievement 

(Alkharusi, 2008, 2009). For example, the learning-

oriented assessment environment was positively 

associated with academic self-efficacy and academic 

achievement, while the performance-oriented 

assessment environment was negatively associated 

with these variables (Alkharusi, 2009, 2010, 2011). 

Moreover, the link between the assessment 

environment in school and the motivational 

orientations of the students was also investigated. 

Brookart and DeVoge (1999) highlighted positive 

relationships between the characteristics of assessment 

tasks perceived by students, self-efficacy, effort 

undertaken, and obtained results. During the 

interviews, the participants considered important the 

assessment tasks that were in line with their 

motivational orientations: some appreciated the 

assessment tasks that stimulate learning, while others 

appreciated the ones that help them obtain good 

grades. Given these findings, the authors suggested 

that when studying the impact of classroom 

assessment on student motivation, students' 

perceptions should be taken into consideration 

(Brookhart & DeVoge, 1999). 

H. Alkharusi (2010) studied the relationship 

between teachers' assessment practices and students' 

perceptions of them. Statistical analysis of the 

responses of the 1636 students and 83 teachers showed 

that students' perceptions of the assessment 

environment were moderated by individual 

characteristics, such as students' self-efficacy, but also 

by collective ones, such as self-efficacy levels of the 

class, collective perceived assessment environment, 

academic level of the class and teacher's teaching 

experience and assessment practices. The findings of 

the study underlined that individual self-efficacy was 

positively correlated with a learning-oriented 

assessment environment and negatively correlated 

with a performance-oriented assessment environment. 

Following the same idea, Ames (1992) noted that 

certain classroom assessment practices increase 

students' motivation to learn by developing a sense of 

effectiveness, by perceiving the task as important and 

meaningful, alleviating test anxiety, and emphasizing 

the importance and meaning of deep learning, 

compared to surface learning based on memorization 

without understanding. Designing varied and 

challenging assessment tasks, offering choices, 

recognizing effort and progress, avoiding social 

comparisons, as well as focusing on private 

assessment for improvement are some positive 

practices that increase motivation to learn (Ames, 

1992), and, in our opinion, emotional regulation too. 

2.2 Achievement emotions 

The evaluation process is infused with emotions 

like any other segment of the formative-educational 

process. Evaluating school efforts and results has 

positive and/ or negative effects not only on a 

cognitive level, but also behaviourally and 

emotionally. For the student, assessment is a source of 

information about his level of knowledge and skills in 

relation to the standard set by the teacher, about 

possible gaps or mistakes in assimilating certain 

knowledge that they have to correct. These aspects are 

also reflected in the emotional side, through the 

appearance of positive emotions such as gratitude, 

hope, pride or negative ones such as anger, frustration 

or anxiety. However, we may view this feedback as a 

double-edged sword, as for some students it acts like 

an incentive, mobilizing them, whereas for others it 

becomes a negative catalyst driving them even further 

away from that subject matter, from the teacher and 
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sometimes even from school itself. The complex 

dynamics of emotions in the school space was 

captured by several theoretical directions, such as: the 

dual processing self-regulation learning model 

(Boekaerts, 2007), the achievement goals theory 

(Elliot, 1999; Elliot & Church, 1997; Elliot & Pekrun, 

2007), the theory of causal attribution of success and 

failure in school (Weiner, 1985, 2007), as well as the 

control-value theory (Pekrun, Frenzel, Goetz, & Perry, 

2007). 

Relevant to the present study is the control-value 

theory of Reinhard Pekrun and his collaborators 

(Pekrun, Goetz, Titz, & Perry, 2002; Pekrun et al., 

2007). According to it, during the learning process we 

may find the so-called achievement emotions, that is, 

those affective states involved in learning activities or 

in pursuing achievement goals, established in 

accordance with a standard of excellence. In school, 

the achievement emotions are, therefore, the feelings 

that arise during learning and in achieving academic 

performance, compared to certain quality standards by 

students or other people/ institutions (Pekrun et al., 

2007). As stated by this theory, achievement emotions 

can be: mobilizing positive emotions, such as 

enjoyment, hope, challenge, pride, gratitude; positive 

demobilizing emotions, such as contentment, 

relaxation or relief; negative mobilizing emotions, 

such as shame, anger, or anxiety, and negative 

demobilizing emotions, including boredom or 

hopelessness. As emotions accompany the entire 

learning and assessment process, the authors 

mentioned above developed a taxonomy that identifies 

three categories of emotions, depending on their object 

focus: emotions experienced in relation to learning 

activities, emotions that anticipate learning outcomes 

and emotions manifested in relation to the obtained 

results. 

Should we extend our search beyond names and 

classifications, it is the mechanisms that produce 

emotion we deem most important, more specifically, 

identifying what precedes emotions and analysing the 

effects they produce. Thus, according to the control-

value theory, academic emotions are based on the 

following background: the feeling of control the 

student believes he has over the activity (This is a 

difficult / easy activity for me?) and over its results (It 

is easy / difficult to get a good grade?), the subjective 

value of these activities and results (It is important/ 

unimportant to get a good grade in this subject 

matter?), the specific physiological processes 

(heartbeat, breathing etc.) and the way of designing the 

learning environment (the environment provides 

support, feedback, clear requirements etc.) (Pekrun et 

al., 2007). 

Achievement emotions are important individual 

factors in the self-regulated learning that affect 

cognitive processes, motivation and academic 

performance. Emotions do not have direct effects on 

academic performance, as their action is mediated, 

among others, by motivation, by the student's 

cognitive resources, learning and problem-solving 

strategies and by previous achievement (Curelaru, 

2016). Consequently, during learning, students 

experience positive or negative emotions depending 

on the value / significance they attribute to this activity 

as well as the degree of control over it. If the student 

appreciates learning and feels that he knows what he 

has to do, then he experiences positive emotions: 

enjoyment, challenge, satisfaction. However, if he 

does not have all the information about what and how 

he will be evaluated while also knowing he has no 

control over this situation, then he may feel irritated, 

helpless or frustrated. If he does not appreciate the 

activity, but perceives that he has some control over it, 

he feels irritated, annoyed or even dissatisfied, because 

he has to invest in a meaningless or useless activity. 

Should the student not value learning tasks and not 

know how to learn in order to achieve performance, he 

will feel bored and disinterested. 

While waiting for the results of their work, 

students also experience numerous and intense 

emotions. When they estimate success or a good 

result, know that they are capable, and that they did 

what they were asked to do, they feel anticipated joy. 

However, if the result is uncertain because they only 

partially control their learning, students can hope for 

success, but can also feel anxious if they estimate 

failure. The lower the degree of control in such a 

situation, the less likely the chance of success and the 

greater the chance of failure, the emotional cost being 

sadness, helplessness, resignation, hopelessness or 

frustration. According to Pekrun and his colleagues, 

after learning the results of an exam, the emotions are 

very intense and do not depend at first on the students' 

perceived control over the learning and assessment 

process. Only at a later stage does perceived control 

moderate emotions, both in the situation of success 

and in the situation of failure. At first, success 

provokes positive emotions, while failure stirs 

negative emotions. However, should we estimate the 

degree of control perceived in obtaining the results, the 

subsequent emotions become nuanced: if the obtained 
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results are considered successful and dependent on the 

estimated degree of control, students experience pride, 

satisfaction and contentment, but if the control 

depended on other people, then gratitude appears. In a 

situation of failure dependent on personal control, 

shame, sadness and guilt are characteristic, whereas in 

a situation where control is held by someone else, 

frustration and annoyance may occur. 

Being aware of the achievement emotions is 

important not only for teachers, but also for the 

student, in order to regulate their causes, as well as to 

optimize their effects on the motivation, performance 

and well-being. Pekrun and his colleagues studied the 

relationship between achievement emotions and 

academic performance in a longitudinal study (Pekrun, 

Lichtenfeld, Marsh, Murayama, Goetz, 2017), 

between goals, emotions and their regulation (Pekrun, 

Elliot & Maier, 2009), resulting, among others, in the 

development and validation of a 24-scale self-

reporting tool, called the Academic Emotions 

Questionnaire (AEQ), (Pekrun, Goetz, & Perry, 2005; 

Pekrun, Goetz, Frenzel, Barchfeld, & Perry, 2011). In 

empirical research, an explanatory model was 

proposed regarding the way in which emotions, self-

regulated learning and motivation determine academic 

performance (Mega, Ronconi & De Beni, 2014). The 

model was tested on 5,805 students and results showed 

that emotions influence self-regulated learning and 

motivation, while these last two affect, in turn, 

academic achievement. Thus, self-regulated learning 

and motivation mediate the effects of emotions on 

academic performance. Moreover, positive emotions 

favour academic achievement only when they are 

mediated by learning and self-regulated motivation. 

2.3 Autonomous motivation  

The autonomous motivation construct was 

developed within the theory of self-determination, in 

opposition to controlled motivation (Deci & Ryan, 

1985). This type of motivation, experienced 

subjectively as initiative, will and freedom of choice, 

refers to the regulation of behaviors by motives 

derived from one’s integrated sense of self (Ryan & 

Deci, 2017). By contrast, controlled motivation 

emanates from sources perceived as external to the 

person and is experienced as pressure and coercion. 

Students who are self-motivated feel free from 

rewards or contingencies and are determined to learn 

both by their own intrinsic interest in certain activities 

or contents and by fully internalized extrinsic motives, 

such as the value or importance of an activity for them. 

Thus, according to the theory of self-determination, if 

the student has developed an autonomous motivation, 

he will be able to mobilize the necessary resources for 

learning, even when the tasks are not interesting 

enough by themselves. Autonomous motivation is a 

multidimensional construct that reflects the experience 

of students when they have to perform a certain 

activity and is expressed in interest / enjoyment, 

perceived competence, invested effort/ importance, 

perceived value / usefulness, felt pressure / tension, 

and perceived choice (Ryan & Ryan, 2017). 

Currently, a large body of empirical research is 

available on both the factors that influence the 

development of autonomous motivation and its effects 

on students' emotions, learning strategies and 

academic achievement. Thus, studies show that 

autonomous motivation develops in educational 

settings which meet the three fundamental needs of the 

human being (the needs for competence, autonomy 

and relatedness), while teachers, parents and 

colleagues can contribute to creating appropriate 

learning contexts (Guay, Lessard, & Dubois, 2016). 

Most studies investigating the role of teachers in 

developing students' autonomous motivation support 

the importance of them adopting an autonomy-

supportive teaching style (e.g., Reeve, 2006; Reeve, & 

Jang, 2006; Jang, Kim, & Reeve, 2012). This style 

implies the adoption of certain teaching-learning 

practices, such as providing meaningful rationales for 

learning, offering choice, acknowledging students' 

feelings, using non-controlling language and nurturing 

inner motivational resources (Su & Reeve, 2010). In 

school, teachers' concern for supporting autonomy is 

often in opposition to assessment and grading, 

phenomena inherent to the learning process, which 

exert external pressure on students. For this reason, 

assessment and grading may diminish students' 

autonomous motivation if they perceive them as 

contingent rewards (external pressure factors) and not 

as informational feedback, which is an internalized 

motivation (Reeve & Jang, 2006). In an experimental 

study aimed to assess the effects of grading on 

students' motivation, a decrease in autonomous 

motivation for learning in English as a foreign 

language was found, when students were asked to 

perform a listening comprehension activity for a 

grade, compared to the situation where the same task 

was performed without receiving a grade (Pulfrey, 

Buchs, & Butera, 2011). These results draw attention 

to the relationship between the evaluative climate of 

the classroom and the self-determined motivation of 
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students, which in the long run has beneficial effects 

on the healthy development of students. Research on 

the benefits of autonomous motivation shows that it is 

significantly correlated with a number of positive 

educational outcomes, such as students' psychological 

well-being, school adjustment and academic 

performance (Ryan & Deci, 2016). 

In the present research, students' achievement 

emotions associated with individual studying of 

Romanian Language and Literature were investigated 

in relation to perceived classroom assessment 

environment of this subject matter, but also with two 

variables of autonomous motivation, namely 

perceived effort invested in learning and perceived 

choice. Previous studies explored the influence of 

classroom assessment environment on learning 

motivation and performance, but to our knowledge, 

research that analysed the relationship between this 

contextual variable and students' emotions are still 

scarce. More so, this relationship was examined in a 

learning context with high stakes for the Romanian 

educational context, namely the preparation for the 

baccalaureate exam. Given the framework of control-

value theory, which attributes to the instructional 

environment an important role in emotions production 

(Pekrun et al., 2007), as well as research from 

framework of self-determination theory that supports 

the relationship between autonomous motivation and 

well-being (Ryan & Deci, 2016), the following 

hypotheses were proposed for the present study: 

H1. Students’ emotions relating to learning in 

Romanian Language and Literature for the 

baccalaureate exam would significantly correlate with 

perceived assessment environment in this classroom. 

H1.1. Enjoyment of learning would correlate 

positively with perceived learning-oriented 

assessment environment in Romanian Language and 

Literature classroom and negatively with 

performance-oriented assessment environment. 

H1.2. Anger, anxiety, hopelessness and boredom 

would correlate positively with perceived 

performance-oriented assessment environment in 

Romanian Language and Literature classroom and 

negatively with learning-oriented assessment 

environment. 

H2. Perceived assessment environment in 

Language and Literature classroom would 

significantly predict students’ emotions relating to 

individual learning of this subject, beyond the effect of 

gender, academic performance and autonomous 

motivation. 

3. Research methodology 

3.1 Participants and procedure 

This study involved 380 first-year students from 

several faculties of the "Alexandru Ioan Cuza" 

University of Iasi. 15 incomplete questionnaires were 

removed and only a number of 365 students in arts and 

humanities (N = 201), formal sciences (N = 106) and 

natural sciences (N = 58), enrolled in the optional 

course of Educational Psychology, with an average 

age of 19.22 years (SD = 0.88) were kept under 

investigation. 94 participants were boys and 270 were 

girls, and one participant did not declare their gender. 

At the beginning of the first semester of the 

undergraduate program’s first year, students were 

asked for approval to participate in a study regarding 

educational sciences aiming to improve the learning 

conditions of high school students. Only students who 

passed the baccalaureate the current year were invited 

to the study. They were informed that their 

participation was voluntary and confidential, with the 

possibility of withdrawing from the investigation if 

they so wished. Before handing out the questionnaires 

to be filled in, the students were asked to remember 

the period of learning Romanian Language and 

Literature for the baccalaureate exam and the months 

before the exam, in particular. More precisely, they 

were requested to remember how they felt, as well as 

what they experienced when they were studying in 

preparation of this exam. Then they had to fill in the 

questionnaires that measured the variables included in 

the study in the following order: achievement 

emotions relating to learning, perceived effort / 

importance of learning for this exam, perceived choice 

in learning and, finally, perceived classroom 

assessment environment. The study received the 

approval of the Ethics Commission of the "Alexandru 

Ioan Cuza" University of Iasi. 

The perceived classroom assessment environment 

was evaluated using 10 items from the Students’ 

Perception of the Classroom Assessment Environment 

Scale (Alkharushi, 2007. In the present study, the scale 

used includes two dimensions that assess the 

perceptions of 12th grade students regarding two types 

of evaluative climate created by the teacher in 

Romanian Language and Literature classes during 

high school. Six items refer to the learning-oriented 

assessment environment (e.g.: In this class, my teacher 



Versavia Curelaru, Georgeta Diac  Educatia 21 Journal, 22 (2022) Art. 06,  Page | 57   

  

 

helps me identify the places where I need more effort 

in the future; In this class, my teacher encourages 

viewing mistakes as learning opportunities; In this 

class, teacher’s oral questions encourage thinking.). 

Four items evaluate the performance-oriented 

assessment environment (e.g.: In this class, my teacher 

compares my performance with the performance of 

other students; In this class, students who do well are 

praised in front of the whole class; In this class, 

students who do poorly are criticized in front of the 

whole class.). For the present study, the items were 

translated from the original tool using a forward-

backward procedure and then adapted to fit the 

classroom learning context to the Romanian Language 

and Literature subject in high school. Participants 

were asked to rate on a 6-point Likert scale the extent 

to which each statement was true for them (1 = not at 

all true to 6 = very true). High scores indicate that 

students estimate the presence of a particular type of 

climate to a great extent, while low scores show that 

the presence of that climate is perceived less. 

Exploratory factor analysis in principal components 

confirmed the two-factor model that explained 60.64 

% of the variance, with learning-oriented assessment 

environment factor explaining 37.57% and 

performance-oriented assessment environment factor 

explaining 23.06 % of the total variance. Both 

subscales have a good internal consistency. 

Achievement emotions were measured using 5 of 

the 24 subscales of the Academic Emotions 

Questionnaire (AEQ), a multidimensional self-report 

tool that measures students' emotions in three 

academic contexts: attending class, individual 

learning, and taking exams or tests (Pekrun et al., 

2005; Pekrun et al., 2011). In this study, we used an 

adapted form of scales that measure learning-related 

emotions for the baccalaureate exam, namely for 

Romanian Language and Literature subject matter. 

The students were asked to remember the months 

before the baccalaureate exam when they were 

studying Romanian Language and Literature. They 

were then asked to estimate to what extent they agreed 

that they experienced the feelings described by the 

items in the questionnaire, using a 6-point Likert scale 

(1 = completely disagree with the statement to 6 = 

completely agree with the statement). Low scores 

indicate a low level of self-reported emotion, while 

high scores indicate a high intensity of the same. Five 

emotions were evaluated (one with positive valence 

and 4 with negative valence): enjoyment (4 items; e.g.: 

I enjoyed the challenge of understanding and retaining 

the elements of Romanian Language and Literature; 

During learning for the baccalaureate exam, I enjoyed 

acquiring new knowledge of Romanian Language and 

Literature.), anger (7 items; e.g.: I was angry with the 

teachers and the Ministry because they gave us so 

much Romanian Language and Literature to study; 

While I was studying Romanian Language and 

Literature for the baccalaureate exam, I was so angry 

I felt like throwing the textbooks out the window.), 

anxiety (5 items; e.g.: I felt tense and nervous while 

studying Romanian Language and Literature for the 

baccalaureate exam; The thought that I had a lot to 

learn for Romanian Language and Literature for the 

baccalaureate exam scared me.), hopelessness (6 

items; e.g.: I felt discouraged when I was studying 

Romanian Language and Literature for the 

baccalaureate exam; When I had to learn more 

difficult Romanian Language and Literature material, 

I felt that I was not capable of anything.), boredom (4 

items; e.g.: The elements I had to learn for Romanian 

Language and Literature for the baccalaureate exam 

bored me to death; Reading for Romanian Language 

and Literature made me feel tired.). All five subscales 

have an acceptable internal consistency. 

Autonomous motivation was assessed by two 

motivational components described by the theory of 

self-determination (Deci & Ryan, 1985): perceived 

invested effort and perceived choice in learning. These 

two variables were measured using two subscales from 

the Intrinsic Motivation Inventory, a multidimensional 

instrument that assesses students' motivation in 

various specific activities and contexts. In our study, 5 

items measured perceived effort / importance (e.g.: I 

didn’t try hard enough to study Romanian Language 

and Literature for the baccalaureate; It was important 

to me to do well at Romanian Language and Literature 

baccalaureate exam.) and 7 items assessed perceived 

choice while performing individual learning in 

Language and Literature for the baccalaureate exam 

(e.g.: I believe I had some choice about studying or not 

Romanian Language and Literature for the 

baccalaureate; I studied Romanian Language and 

Literature for the baccalaureate because I had no 

choice.). Participants were asked to estimate how true 

or false each statement was for them (1 = not at all true, 

to 6 = very true). Low scores indicate a low level of 

autonomous motivation, while high scores show a 

high level of the same. Previous research has shown 

the psychometric qualities of the instrument (e.g., 

McAuley, Duncan, & Tammen, 1989; Monteiro, 
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Mata, & Peixoto, 2015). The two subscales used in the 

present study showed good internal consistency. 

Language and Literature performance. The 

participants of the study reported their Romanian 

Language and Literature grades obtained in high 

school. 

4. Results  

The data was analysed using the SPSS statistical 
program, version 23.0. First, descriptive statistical 
analyses of all variables included in the study were 
performed. In addition, preliminary analyses were 
conducted to explore gender differences for academic 
performance in Romanian Language and Literature, 
for autonomous motivation, and for achievement 
emotions. Independent samples t-tests showed that 
female students had a significantly higher level of 
academic performance (Mfemale=9.07, SD=.76), 
compared to boys (Mmale=8.75, SD=.89), with t(360) 

= 3.30, p=.001. In terms of autonomous motivation, 
there is a significant difference between girls and boys 
for perceived invested effort [Mfemale=4.29, SD=1.09, 
Mmale=3.69, SD=1.11, with t(362) = 4.50, p<.001], but 
not for perceived choice in learning. For three of the 
five types of emotions investigated, the results 
indicated significant gender differences: girls reported 
a higher level than boys for enjoyment [Mfemale=4.31, 
SD=.93; Mmale=3.78, SD=.98, with t(362) = 4.68, 
p<.001] and for anxiety [Mfemale=3.20, SD=1.28; 
Mmale=2.84, SD=1.22, with t(362) = 2.34, p=.02], 
while boys estimated the boredom experience as more 
intense [Mfemale=2.43, SD=1.17; Mmale=3.26, 
SD=1.40, with t(362) = 5.66, p<.001]. Additionally, 
the study showed there are no gender differences for 
anger and hopelessness in learning. 

Then, the correlations between all the variables 
were calculated and several hierarchical regression 
analyses were performed to verify the hypotheses. 

 

 

Table 1. Correlation, descriptive statistics and Cronbach alphas for all the variables of the study 

Note. N=365; the correlation is significant at *p < .05; **p < .01. Gender was coded 0 = male, 1 = female.

 
As shown in Table 1, perceiving a strong learning-

oriented assessment environment in Romanian 
Language and Literature classroom was correlated 
with perceiving a poor performance-oriented 
assessment environment. A perceived learning-
oriented assessment environment was positively 
correlated with students' perceived effort, perceived 
choice and academic performance, and negatively 

correlated with anger, hopelessness and boredom. In 
contrast, perceived performance-oriented assessment 
environment was negatively correlated with 
enjoyment of learning and academic performance, 
positively correlated with anger, anxiety, hopelessness 
and boredom while uncorrelated with the two 
dimensions of autonomous motivation - perceived 
effort and perceived choice. As expected, the two 
components of autonomous motivation were 
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positively associated with the enjoyment of learning 
and academic performance, and negatively associated 
with boredom. In addition, a low level of perceived 
choice in learning was related to a high level of anger, 
anxiety and hopelessness, perceived effort not being 
linked to these negative emotions. Regarding the 
relationship between emotions and academic 
performance in Romanian Language and Literature, 
the higher the level of academic performance, the 
higher the self-reported enjoyment of learning, and the 
lower the self-reported anger, anxiety, hopelessness, 
and boredom. 

Aiming to verify the second hypothesis of our 
study, we investigated the unique relationships 
between perceived assessment environment and 
students' emotions experienced in individual learning. 
We assumed that while controlling for the effect of 
gender, previous academic performance in Romanian 
Language and Literature, along with autonomous 
motivation, we would still find a significant effect of 
perceived assessment environment on students' 

emotions in this classroom. Five regression analyses 
were performed with four steps included in each of 
them. First, we entered gender and academic 
performance as control variables, since prior studies 
proved gender differences in experiencing some 
emotions (e. g., Pekrun et al., 2011). Moreover, 
significant correlation between academic performance 
and all the five emotions explored was also found in 
the present study. Second, we introduced the two 
components of autonomous motivation, a proven 
predictor of emotions (e. g. Ryan & Deci, 2017). Then, 
we included perceived learning-oriented assessment 
environment and, finally, perceived performance-
oriented assessment environment. Since predictors 
showed certain inter-correlations, we checked for 
multi-collinearity. The VIF values were all below two 
and the tolerance indicators were all far above 0.2 
(tolerance ranged from 0.77 to 0.96), therefore 
collinearity was not a problem for our models (Field, 
2013).  

Table 2. Summary of regression analyses for variables predicting students' emotions experienced in learning Romanian Language and Literature for 

baccalaureate exam 

 

Note: N=365; *p < .05; **p < .01; +p – marginal effect (p = .052/.054/.058); gender was coded 0 = male, 1 = female. All models were statistically 

significant; Δ R2 indicates whether a variable makes a significant contribution to improving the prediction model.

Steps and predictors  enjoyment anger anxiety hopelessness boredom 

 R2 Δ R2 β R2 Δ R2 β R2 Δ R2 β R2 Δ R2 β R2 Δ R2 β 

Model 1 (step 1)  .08**   .03**   .04**   .10**   .12**   

Gender (female)    .21**   .11*   .15**   .09   -.26** 

Academic Performance    .15**   -.17**   -.17**   -.32**   -.20** 

Model 2 (Steps 1, 2)  .18** .10**  .20** .17**  .14** .10**  .18** .08**  .21** .08**  

Gender (female)    .16**   10*   .13*   .10*   -.24** 

Academic Performance    .07   -.06   -.10*   -.24**   -.11* 

Perceived effort    .27**   .05   .09   -.03   -.08 

Perceived choice    .17**   -.42**   -.31**   -30**   -.28** 

Model 3 (Steps 1, 2, 3)  .21** .03**  .22** .02**  .14 .00  .20** .02**  .22** .01*  

Gender (female)    .16**   .10*   .13*   .10+   -.24** 

Academic Performance    .05   -.04   -.10   -.23**   -.10+ 

Perceived effort    .25**   .06   .10   -.02   -.07 

Perceived choice    .15**   -.41**   -31**   -.28**   -.27** 

Perceived learning-

oriented assessment 

environment 

 

  .20***   -.16**   -.02   -.14**   -.11* 

Model 4  

(Steps 1, 2, 3, 4) 

 
21** .00  .22** .00  .15** .01+  .21** .01  .24** .02**  

Gender (female)    .17**   .10*   .13*   .10+   -.24** 

Academic Performance    .05   -.04   -.09   -.22**   -.08 

Perceived effort    .25**   .06   .10   -.02   -.07 

Perceived choice    .15**   -.41**   -.31**   -.28**   -.27** 

Perceived learning-

oriented assessment 

environment 

 

  .21**   -.13*   -.02   -.11*   -.03 

Perceived performance-

oriented assessment 

environment 

 

  .02   .05   .11+   .07   .17** 
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The Model 4 (Table 2) analysis, which contains 

both the control variables and the variables of interest 

for the present study, shows that beyond the effect 

produced by gender, academic performance and 

autonomous motivation on students’ emotions, 

perceived learning-oriented assessment environment 

makes a small, but statistically significant contribution 

to explaining the variation in enjoyment, anger, and 

hopelessness. On the other hand, the perceived 

performance-oriented assessment environment could 

explain only a small part of the variation in boredom, 

as it is not predictive of either enjoyment or other 

negative emotions. The analysis of the beta 

coefficients in Model 4 allows us to summarize the 

following findings. While male gender was 

significantly associated with boredom, in the present 

study, female gender predicted enjoyment, anger, and 

anxiety with a marginal effect on hopelessness. As 

shown, students' academic performance is predictive 

only for hopelessness, and not for other emotions. 

Perceived effort is correlated only with enjoyment of 

learning, while in this model, perceived choice is the 

most important predictor for all explored emotions, as 

it is positively associated with enjoyment and 

negatively associated with anger, anxiety, 

hopelessness and boredom. Perceived learning-

oriented assessment environment is a positive 

predictor of enjoyment, and it is negatively correlated 

with anger and hopelessness. In contrast, our results 

indicated a significant effect of the perceived 

performance-oriented assessment environment 

exclusively on boredom and a marginal effect on 

anxiety, in the sense that students who perceived the 

assessment environment as a performance-focused 

one disclosed a higher level of self-reported boredom 

and anxiety (Table 2). 

5. Discussions 

Classroom activity is infused by various types of 
emotions that we may view as a psychosocial 
barometer of this reality. Despite the fact that 
psychologists focused their attention on emotional 
processes relatively late, as they considered them 
rather irrational manifestations, the influence of such 
emotional processes on self-regulated learning in 
school is becoming increasingly clear, one could even 
say undeniable, nowadays. The plethora of theoretical 
points of view concerning the dynamics of academic 
emotions proves their complexity and versatility in 
relation to various people, processes, and situations 
involved in the school reality. Bearing in mind the 
optimization of both learning climate and individual 
learning process, acknowledging and, implicitly, 

regulating emotions represents a useful approach for 
the educational practice. 

Following the control-value theory that explains 
achievement emotions in the school environment 
(Pekrun et al., 2007), the present study aimed to 
analyse, as a contextual variable, the possible 
influence of the classroom assessment environment on 
the emotions experienced by students during learning 
for an important exam, namely the baccalaureate. For 
this learning context, we evaluated the subjective 
dimension of the classroom assessment environment 
in Romanian Language and Literature classes in high 
school, reflected by students' perceptions of certain 
teacher evaluation practices (Brookhart & DeVoge, 
1999). While previous research focused primarily on 
the influence of the classroom assessment context on 
the regulation of student motivation and performance 
(Andrade, 2013; Andrade & Brookhart, 2016), there 
are relatively few studies linking this variable to 
students' emotions triggered in the individual learning 
context. Within this framework, we aimed to study the 
potential effect of the classroom assessment 
environment in Romanian Language and Literature on 
students' emotions, taking into account two important 
dimensions of autonomous motivation in self-
regulated learning: the student's perceived effort and 
importance of learning for baccalaureate exam and the 
perceived choice. The control-value theory considered 
the two variables as essential in regulating students' 
emotions during the learning and assessment process, 
as the influence of environmental educational factors 
is mediated by them (Pekrun et al., 2007). 

The obtained results partially support the 
formulated hypotheses. Overall, regardless of 
academic performance and students' autonomous 
motivation, perceiving a learning-oriented assessment 
environment in Language and Literature classroom 
was associated with high enjoyment of learning and 
with low levels of anger, anxiety, hopelessness and 
boredom, while perceiving a performance-oriented 
assessment environment was correlated with low 
enjoyment of learning and high levels of anger, 
anxiety, hopelessness and boredom. However, should 
we take into consideration the previous academic 
performance of students in Romanian Language and 
Literature, as well as the autonomous motivation in 
learning in this subject matter, the predictive effect of 
the perceived assessment environment on some 
emotions decreases or even disappears. For example, 
perceiving a performance-oriented assessment 
environment does not predict either a decrease in joy 
of learning or an increase in anger or hopelessness, as 
these emotions are rather regulated by the perceived 
choice and perceived learning-oriented assessment 
environment. Our results rather indicate a possible 
influence of the performance-oriented assessment 
environment on the production of anxiety and 
boredom emotions. 
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More specifically, we could argue that being 
exposed more time to a learning-oriented assessment 
environment could trigger more enjoyment and less 
anger and hopelessness in individual learning 
situations, while perceiving a performance-oriented 
assessment environment could prompt boredom or 
anxiety. These findings could be explained by the fact 
that focusing the assessment on learning stimulates 
challenge, the desire to improve and, therefore, 
amplifies the positive emotions while diminishing the 
negative ones. On the other hand, prolonged focus on 
performance in classroom assessment contexts can 
increase students' competitiveness and, as a result, 
activate anxiety even in individual learning. In 
addition, the focus on performance, induced by the 
evaluative climate, can sabotage autonomous 
motivation in the conditions of individual learning, 
triggering boredom. 

There are some limitations in the present research 

that we need to keep in mind when discussing the 

educational implications of the obtained results. One 

of these limitations is related to the fact that, while 

having a correlational study, we cannot conclude on 

the causal relationship between the variables, but we 

can only ascertain the associations between them. 

Another limitation concerns the assessment of the 

subjective dimension of the evaluation climate while 

excluding the objective one. However, literature 

shows that there is a significant correlation between 

these two dimensions (e.g., Brookhart & DeVoge, 

1999). Moreover, students' perceptions of the 

assessment climate may turn out to be even a more 

important predictor than teachers' actual practices. A 

third limitation refers to the evaluation of students' 

emotions by self-report instruments, a certain period 

after these emotions were experienced. In order to 

reduce this bias, when applying the questionnaires, we 

activated the learning context before the baccalaureate 

examination through remembrance. In addition, we 

counted on the fact that feelings recollection is 

stronger in a context with significant emotional 

potential, as was the period of study for the 

baccalaureate exam. Further studies could investigate 

the role of the evaluative context in regulating 

achievement emotions, by using the experiment, as 

well as by exploring other relevant learning situations 

and other age categories. 

6. Conclusions 

Assessment is one of the educational acts bearing 
broad psychosocial implications reflected over time on 
the learning behaviour initiated by students in various 
contexts. The assessment climate mirrors the 
classroom teaching process, where teachers are 

responsible for the choices they make regarding the 
frequency, forms, conditions, assessment criteria, 
strategies and means of instruction. These choices shed 
light not only on the teachers’ principles and training 
strategies, but also on their knowledge of how the 
practices used influence the development of students' 
cognitive and motivational-affective system. The way 
the classroom objectives are structured, the contents 
taught, the feedback provided, the assessment tools as 
well as the relationship with the class are aspects that 
will create a certain evaluation climate, with effects on 
the motivation, academic performance and subjective 
well-being of students. Through his educational 
endeavours, each teacher contributes to the orientation 
of learning activities in terms of value and to the 
development of students' beliefs about the control they 
can have over school tasks and performance. 

Students process and interpret classroom 

assessment events and develop perceptions about the 

importance, significance, and difficulty of assessment, 

which in turn can shape learning strategies, self-

efficacy beliefs, autonomous motivation, achievement 

goals, and emotions. When students perceive the 

assessment task as difficult and less meaningful, and 

the assessment feedback as an indication of social 

comparison or socio-cultural norm, they are less likely 

to develop a high sense of effectiveness for the task, 

approach it with enthusiasm and use deep learning 

strategies. On the contrary, when students perceive the 

assessment task as enjoyable, meaningful, within the 

limits of their abilities, and the assessment feedback 

encourages mistakes as part of the learning process and 

not as a lack of skills, they are more likely to show a 

high level of involvement based on profound interests, 

self-efficacy, autonomy and the use of deep learning 

strategies. Therefore, teachers must constantly 

evaluate students, provide them with informative, 

specific and meaningful feedback, thus helping them 

to regulate their effort, as well as their cognitive-

behavioural and emotional resources. When it comes 

to performance feedback, it is important not to 

overemphasize social comparison. The teacher's 

feedback on success and failure in learning, as well as 

on expectations and perceived values of future 

performance has effects on students' achievement 

emotions. The feeling of control that each student 

acquires through the appropriate messages of 

reinforcement is a tool for self-regulating the effort 

invested in a subsequent endeavour, as it represents a 

step forward towards gaining autonomy in learning. 
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Abstract 

 

 

Keywords: 
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Through this study, we set out to find out what teachers can do to be effective and to generate positive learning 

experiences for all students. The main research question from which our study started was related to the actions 

that teachers can take to strengthen their relationship with students and to design and carry out relevant and 

authentic teaching and learning activities. We were also interested in determining which of the educational 

activities where members of the community were invited were real and unforgettable learning opportunities 

for the students. An important aspect for optimizing the activities of the teacher is related to the ability to ask 

for feedback. The feedback received from students is a useful tool through which the quality of the teaching-

learning-assessment process increases considerably. 

 

  
Zusammenfasung 

 

 

Schlüsselworte: 
Interaktives Lernen;  

Lehrerkompetenzen;  Feedback; 
Lehrer-Schüler-Beziehung.  

 

Mit dieser Studie wollten wir herausfinden, was Lehrer tun können, um effektiv zu sein und positive 

Lernerfahrungen für alle Schüler zu generieren. Die Hauptforschungsfrage, von der unsere Studie ausging, 

bezog sich auf die Maßnahmen, die Lehrer ergreifen können, um ihre Beziehung zu Schülern zu stärken und 

relevante und authentische Lehr- und Lernaktivitäten zu entwerfen und durchzuführen. Wir waren auch daran 

interessiert zu erfahren, welche der Bildungsaktivitäten, zu denen Mitglieder der Gemeinschaft eingeladen 

wurden, echte und unvergessliche Lernmöglichkeiten für die Schüler waren. Ein wichtiger Aspekt zur 

Optimierung der Aktivitäten des Lehrers hängt mit der Fähigkeit zusammen, Feedback zu erbitten. Das 

Feedback der Studierenden ist ein nützliches Instrument, durch das die Qualität des Lehr-Lern-

Beurteilungsprozesses erheblich gesteigert wird. 

  

 

1. Introduction  

Teachers are the most important educational 

agents. Teaching skills, the teacher's emotional estate, 

their feelings, and the work atmosphere in the 

classroom are some of the factors that ensure the 

efficiency of teaching activities. The current 

pedagogical tendencies are related to the development 

of the social and emotional skills of the pupils. The 

action of evaluating the efficiency of teaching 

activities, from multiple perspectives, is extremely 

important. The feedback received from other 

colleagues or pupils is a helpful instrument to improve 

the teachers’ activity. 

2. Theoretical foundation 

"Teaching competence refers to the ability of 

teachers to carry out theoretical, practical or integrated 

instruction in the implementation of their teaching 

duties successfully. Teachers have to be able to 

determine learning objectives and teaching content on 

the basis of considering individual properties of 

vocational learners (e.g. their existing background, 

their social/ family/ personal characteristics, their 

needs etc.), as well as on the basis of the philosophy of 

education and training, the curricula and the 

corresponding link with the real work processes." 

(Diep & Hartmann, 2016, p. 17). Each teacher should 

create a stimulating educational environment and a 

positive work atmosphere. "We also suggest that 

workplace-based, collaborative reflections on own 

practice, including cross-collegiate observations and 

guidance, may represent a valuable tool for 

practitioners on which they could capitalize" 

(Bubikova-Moan, Hanne Næss, and Wollscheid, 

2019, p. 17). Not only the way the teaching activity is 

done and the students' grading is important. The 

teacher's enthusiasm for the teaching activity, an open 

attitude towards the students, and the sense of humor 

are some of the important characteristics of the 

teachers (Stan & Manea, 2014). Anitha & Krishnaveni 

(2013, p. 13) mentioned that according to Albee and 
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Piveral (2003) some of the characteristics of an 

effective teacher are: "interest and enthusiasm in their 

subject and students, respect for all students, concern 

about student learning, fairness and sympathy toward 

students, and others that are associated with learner-

centered teachers".  

Game-based learning has positive effects on 

students' cognitive, emotional and social development 

(Mitton & Murray-Orr, 2022). For preschoolers or 

primary school students, teachers should frequently 

initiate teaching games and learning should take place 

in a relaxing and fun environment (Martle, Stephen, & 

Ellis, 2011; Pyle & Danniels, 2016). The way teachers 

are seen by students is influenced both by the 

personality of the teacher, and also by contextual 

factors (der Heijden, Beijaard, Geldens, & Popeijus, 

2018). 

3. Research methodology 

Data were collected through a questionnaire 

survey. 431 students (aged 6 to 19) from an 

educational unit in Cluj county filled in a short 

questionnaire consisting of 3 questions, through which 

we set out to find out what teachers can do to make 

students truly happy in school (see Appendix A). The 

students were asked to briefly describe the most 

beautiful day of school, a nice gesture that a teacher 

made towards them, and an activity in which 

community members were invited and in which they 

gladly participated. Through this study, we set out to 

find the answer to the question, "What can teachers do 

to become memorable to their students?" 

4. Results  

The answers of the students were very varied. 

Most students fondly remember the first or last days of 

school, celebrations, trips, or lessons where they were 

appreciated or received high marks. Students 

understand the efforts that teachers make in order to 

educate them, to design interesting lessons for them, 

and are very grateful for their support. 

We have carefully analyzed the students' answers 

and, based on them, we have formulated some 

recommendations that teachers can use to improve 

their relationship with the students, to increase the 

quality of their teaching activities, and also to become 

unforgettable teachers for their students (see Table 1).
 

Table 1. Strategies to become an effective teacher 

Recommendations for 
becoming a memorable 
teacher, based on 
children's opinion 

Students’ statements 

Organize outdoor 
lessons whenever 
possible! 

"An ideal school day is a day when we have interactive outdoor classes and we do 

sports and sports activities with the class." 

"Yesterday I liked it when we spent our Romanian lesson outdoors, to connect 

with nature. The outing was truly unforgettable and full of adrenaline, but also 

suspense ". 
"The teacher showed us some team games. That day, I befriended my best friend. 
" 

Give your students a 
chance to increase their 
grades or extra time to 
prepare for a test! 

"It's an unforgettable gesture that has given us extra time to prepare for a more 

difficult test." 

"I think a nice gesture that the teachers made was to give me a second chance." 

"Although I cut a correct calculation in the test, the teacher gave me the maximum 

score." 

"The teacher did not pass the grade in the catalog and gave me a second chance." 

"It gives us extra points if we're active, which we can use to increase our test 

score." 
"A nice gesture that a teacher made for me is when I took a low grade in a subject 
and it gave me a second chance to take the test, and this time I took a higher grade 
because I learned a lot ”. 

Work after class with 
students who need extra 
training! They will not 
forget your effort! 

"I appreciate my teacher for all the passion she puts into her work and for how 

much she tries to prepare us." 

"The teacher stayed after classes to help me understand and know better about 

math." 
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"I did some extra exercises for the Olympics. I really appreciated that the teacher 

stayed overtime in school with me to prepare me extra. " 
Be understanding, 
friendly and empathetic! 

"My former religion teacher is the most beautiful thing I've ever had. She made 

the most beautiful gestures and always understood me ". 

I am very grateful to the teacher because she is our friend first and then our teacher 

”. 

"The most beautiful gesture was when the math teacher took me in his arms in the 

fourth grade." 

"The religion teacher teaches us a lot of new things and she always comes to class 

happy." 
Make sure every student 
is well before the lesson 
begins! 

"She was an excellent teacher and she always thought about our feelings, not only 

about the knowledge we have about the Romanian language and literature. She 

just made a gesture: it made my last year of high school more beautiful. " 

"The French teacher never judged me and is always with us when we are not well. 

It always brightens my day, either with a nice gesture or with her voice ". 
Help them and listen to 
them more! Give them a 
chance to talk about the 
issues they face! 

"I would like to thank the history teacher for her patience with each of us, and I 

consider the headmaster to be my second father because he was with me when I 

needed him, even if he wasn't connected to school." 

"Being more emotional, the teachers encouraged me and trusted me more than I 

did. I feel like I can talk to anyone with the math teacher. He is my colleague and 

friend, not my teacher. " 

"A beautiful gesture that a teacher made for me was to aspire to do something that 

I did not think I would succeed. If that teacher hadn't spoken to me, I wouldn't 

have accomplished what I set out to do. " 
Always give positive 
feedback! 

 "I like it when some teachers praise me when I do something or when I did well 

on a test, it makes me feel good and motivates me to do the same." 

"Every time a teacher congratulates me, I feel good." 
Give students the 
opportunity to cooperate 
or carry out group 
projects as often as 
possible! 

"In my opinion, a beautiful school day means understanding. It is important to 

communicate, to understand each other, to unite and to help each other with 

whatever is needed. One day when I felt really happy was when my class and I 

were supported to come together and work in teams. ” 

"The school days that I consider unforgettable and in which I felt happy were the 

days when I did activities with my colleagues and we had fun, being productive at 

the same time." 

"It was a day when we were all integrated, we were a group of friends, not 

colleagues." 

"A school day when I felt happy was a day full of harmony between classmates, 

seriousness and fun games on the break." 
Organize volunteer 
activities! 

 "I had an unforgettable day when I made greeting cards for those in Ukraine when 

I felt very good and I was very happy." 

"Making and selling greeting cards for Ukraine was a great and fun activity. We 

felt very good knowing that the money is being raised for a charity project. " 

"We made globes, stars and tinsel, which we put on some Christmas trees, which 

we gave to some elderly people. Many people from the community attended the 

event. " 
Encourage collaboration 
between students from 
one or more classes! 

 "I felt happy the day I went to the other class and we played together." 

"The best day of school was when I made two good friends in the other class." 

"I love collaborations between classes. I like those sports classes in which students 

from several classes collaborate and play different games together ”. 
Invite people from 
outside the school! 

"I like the moments when people come to present us with faculties because it helps 

us all to focus on a career and a better future." 
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"One activity that I took part in and that I enjoyed was the meeting with the priest 

of the city who helped us to perceive life and school differently." 

"I really enjoyed it when my parents and my classmates came to school to tell us 

about their jobs." 

"It was a beautiful day when my father, who is a painter, came to school." 

In the third grade, a doctor, the mother of a colleague, came to tell us what we can 

eat and what not. I enjoyed learning how to eat healthily. ” 
Organize fun and 
relaxing activities! 
Mistakes are learning 
opportunities! 

"An unforgettable day is a day when you feel better about yourself, you are full of 
energy and you want to interact with your loved ones. Those are the days when 
we, as well as the teachers, are in a good mood and there is a much more pleasant 
collaboration between us. ” 

Make a pleasant surprise 
for your students! 

"It was very nice that the teacher was thinking about us and brought us sweets." 

"The most beautiful gesture was when the teacher gave us sweets." 
Even though we have grown up and we are no longer in her class, the teacher 
brings us sweets, tells us words of encouragement and she still has our pictures in 
the classroom ”. 

Organize celebrations or 
excursions! 

"We miss trips!" 

"The celebration was a special activity, which was to my liking and attended by 

my parents." 
"In the first grade, when the end of the school year celebration took place, our 
parents and friends came to see us. It was an unforgettable day". 

Students prefer outdoor activities and want them to 

be organized as often as possible. They also rejoice 

when teachers give them a second chance when they 

receive poor grades or receive extra time to prepare for 

a test. Some of the students mentioned that they 

appreciate the teachers who give them extra points, 

which they can use to increase their grades. In the 

opinion of students, mistakes should be seen as 

learning opportunities and it would be beneficial to 

create a stimulating environment in which students 

feel relaxed and happy. 

Also, students who need additional training are 

very grateful to their teachers when they are offering 

them support and stay with them at the end of class. 

Students want that their qualities to be highlighted 

and to have had a close relationship with their teachers. 

They want teachers to be concerned about their well-

being. Therefore, the students mentioned that they 

appreciate the teachers who do not start the class until 

they make sure that all the students are well. They also 

need encouragement. Teachers should also listen to 

them and talk with them about their concerns or even 

problems. Most of the students appreciated the 

teachers who listened to them and encouraged them. 

From the students’ answers, it turned out that they 

are happy when they receive positive feedback. 

Students feel great when teachers praise them and 

remember with great joy when teachers praise or 

appreciate them. Other moments that students fondly 

remember are the days when people from outside are 

invited to school. Students enjoy the presence of their 

parents in school so it is very important to invite them 

to activities. Thus, they have participated with 

pleasure in the activities in which members of the 

community were invited. They have mentioned people 

who work in various fields (for example, firefighters, 

policemen, chefs, writers, librarians, actors, athletes or 

coaches, older students to present their projects, 

members of Erasmus+ or eTwinning projects, visual 

artists, entrepreneurs, NGO employees, parents, 

priests, doctors, lawyers or judges, university 

graduates). 

They are also happy when teachers surprise them. 

Both primary and secondary school students 

mentioned that an unforgettable gesture for them is 

when teachers bring them sweets. 

Other contexts that make them happy are school 

celebrations or trips. The happiest school days for the 

students were the ones when they went on a trip or the 

ones when the parents participated in their 

celebrations. The results of this study are in line with 

another study conducted in the school year 2020-2021, 

through which we set out to identify the most beautiful 

activities organized by teachers for primary education. 

Thus, celebrations and excursions are moments that 

parents also remember with great pleasure (Marin & 

Bocoș, 2021). 

5. Discussions 

The sample of participants was low so the results 

obtained cannot be generalized, but they can be an 
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important point of reference in the organization of 

future teaching activities. The students' answers are in 

line with the latest pedagogical trends, in which the 

student is valued and great importance is given to 

interactive training. The study found that eighth- and 

12th-grade graduates were in great need of teacher 

guidance regarding the path they should take in the 

future. Thus, it is important to have scientifically 

validated, easy-to-apply tools, including digital 

applications, to help teachers, school counselors or 

parents make the right choices, according to the most 

developed skills or according to the intelligences 

profile of the children. There is also a need for 

effective collaboration with higher education 

institutions and vocational counseling centers. 

6. Conclusions 

In order to become memorable teachers for the 

students, teachers need to make an effort to get to know 

them, discover their qualities, and discuss their 

concerns. The students consider to be unforgettable, 

the teachers who are very involved, who carry out their 

teaching activity with a lot of dedication.  Teachers 

should encourage students to take steps to self-

knowledge, to know each other, and to cultivate 

students' self-confidence in their own forces. Also, the 

differentiation and individualization of training are 

based on the analysis of the educational, intellectual, 

and emotional needs of the learner. Thus, both non-

formal and informal activities are extremely important. 

The results of the research reveal the importance of 

good emotional management - essential in the 

management of intellectual and social activities. 

Emotional intelligence is considered a relevant 

predictor of students' success in school, to ensure their 

satisfaction and achievement, but also good social 

integration). Therefore, the results of this study 

revealed that the integrated modeling of emotional and 

cognitive intelligence is a current trend in the field of 

pedagogy extremely important. Given the importance 

that students place on interpersonal relationships (both 

with students and with teachers), teachers' actions 

should be focused on developing their social skills, in 

order to achieve effective management of 

interpersonal relationships. The results of this study 

are useful to all teachers who work in pre-university 

education and want to improve their relationships with 

their students. 
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Appendix A. 

 

Date: _______________ 

Class: _______________ 

 

Questionnaire for students 

 

1. Describe in a few sentences a school day that you consider unforgettable, in which you felt really happy. 

 

2. Indicate a nice gesture that one of your teachers made for you and that you can't forget. 

3. Think of a special activity that has been to your liking and to which members of the community who work 

in various fields (for example, writers, parents, doctors, firefighters, police officers, etc.) have been invited. 

Mention who was invited, where the activity took place and why you really liked it.
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Abstract 

 

 

Keywords: 
preschoolers; socio-emotional 

abilities; puppet theatre; educational 

intervention program. 

 

In general, undesirable behaviors of people and particularly of children occur due to a lack of socioemotional 

skills and competences. The training and development of these skills begins in the family environment, the 

first environment with which the preschooler came into contact. 

However, preschool is the period of accelerated development on all levels: physical, cognitive and 

socioemotional. These periods develop the basic skills (cognitive, emotional and social) so necessary for 

adaptation to adult life. 

From the moment when children are received in kindergarten, the teacher must model their teaching discourse 

and behavior, in order to establish a network of appropriate and secure social relationships, in which each 

participant (child) to feel valued and confident, to express his inner experiences: thoughts, emotions, desires, 

motivations and so on. 

The aim of this study was to implement and test the effectiveness of an educational intervention program based 

on puppet theatre in order to develop emotional abilities (recognition of personal and other people’s emotions) 

and social abilities (social interaction, problem solving, respect for rules and tolerance). 

The results showed that puppet theatre contributes statistically significantly to the development of socio-

emotional abilities in preschoolers, and after calculating the effect size, a strong effect was demonstrated for 

emotional expressiveness, regulation of socio-emotional response, empathy, self-image and cooperation, and 

in terms of social interaction the proposed intervention program had a medium effect. 

 

  
Zusammenfasung 

 

 

Schlüsselworte: 
Vorschulkinder; sozio-

emotionale Fähigkeiten; 

Puppentheater; pädagogisches 
Interventionsprogramm.  

 

Unerwünschtes Verhalten von Menschen im Allgemeinen und Kindern im Besonderen entsteht durch einen 

Mangel an sozio-emotionalen Fähigkeiten und Kompetenzen. Die Bildung und Entwicklung dieser 

Fähigkeiten beginnt im familiären Umfeld, dem ersten Umfeld, mit dem der Mensch in Kontakt kommt. 

Die Vorschule ist jedoch die Zeit der beschleunigten Entwicklung auf allen Ebenen: körperlich, kognitiv und 

sozio-emotional. Es ist die Phase der Entwicklung grundlegender Fähigkeiten (kognitiv, emotional und sozial), 

die für die Anpassung an das Erwachsenenalter so notwendig sind. 

Von dem Moment an, in dem Kinder im Kindergarten aufgenommen werden, muss die Erzieherin ihren 

Unterrichtsdiskurs und ihr Verhalten modellieren, um ein Netzwerk angemessener und sicherer sozialer 

Beziehungen aufzubauen, in denen sich jeder Teilnehmer (Kind) wertgeschätzt und sicher fühlt, um seine 

inneren Erfahrungen auszudrücken : Gedanken, Emotionen, Wünsche, Motivationen. und so weiter. 

Das Ziel dieser Studie war es, ein auf Puppentheater basierendes pädagogisches Interventionsprogramm zu 

implementieren und dessen Wirksamkeit zu testen, um emotionale (Erkennen sowohl persönlicher als auch 

anderer Emotionen) und soziale Fähigkeiten (soziale Beziehungen, Problemlösung, Einhaltung von Regeln,  

Toleranz und so weiter) zu entwickeln.  

 Die Ergebnisse zeigten, dass Puppentheater statistisch signifikant zur Entwicklung sozio-emotionaler 

Fähigkeiten bei Vorschulkindern beiträgt, und nach Berechnung der Effektgröße wurde ein starker Effekt für 

emotionale Ausdrucksfähigkeit, Regulation sozio-emotionaler Reaktionen, Empathie, Selbstbild und 

Kooperation nachgewiesen, und in Bezug auf die soziale Interaktion hatte das vorgeschlagene 

Interventionsprogramm eine mittlere Wirkung. 

  

 

1. Introduction  

Preschool age represents the period when children 

need us, adults, to teach them how to relate to each 

other, how to solve different social situations they 

encounter, how to express and live their emotions 

healthy. They imitate and observe our behaviors, as 

well as those of our colleagues, so everyone's actions 

must be of quality, to guide them to an optimal social 

and emotional development, to a formation of self-

confidence. 



Floarea Iuga, Emanuel Sebastian Turda  Educatia 21 Journal, 22 (2022) Art. 08,  Page | 74   

  

 

Optimal emotional development is one of the 

essential components of adaptation. It is necessary for 

maintaining mental health and influences the 

development and maintenance of social relationships. 

In the case of adults, emotional development is often 

treated under the term ”emotional intelligence”, while 

in the case of children, the literature uses the term 

”emotional competence”. 

Social relations influence the continuous 

structuring of identity. The self-image and self-

awareness of the child and, especially, his moral 

awareness are strongly outlined. The child is open to 

learning rules and rules of behavior, becomes 

receptive to family or kindergarten habits and this 

leads to discipline of socially desirable behaviors. The 

degree of autonomy of the child increases through the 

acquisition of basic skills, hygiene, clothing, etc. 

In recent years, so educational policies in the 

United States, so in other states have reflected an 

increased interest in investing in the development of 

socio-emotional skills as a means of promoting well-

being, adaptation and academic achievement among 

children (Humphrey et al., 2011). 

2. Theoretical foundation 

Socio-emotional development aims at the 

beginning of the preschooler's social life, his capacity 

to establish and maintain interactions with adults and 

children, to perceive and express their emotions, to 

understand and respond to the emotions of others, and 

to develop the self-concept. In close correlation with 

the concept of self, the child's self-image develops, 

which decisively influences the learning process. Until 

recently, the success of adapting to environmental 

requirements has been associated with the level of 

development of intellectual abilities separating 

rationality from emotions. Although skills are very 

important, emotions are a source of information that is 

essential for survival. 

2.1. Emotional abilities at preschool age 

Emotional skills is defined as the capacity to 

recognize and interpret one's own emotions and those 

of others, and the capacity to manage appropriate 

emotionally charged situations (Stefan & Kallay, 

2010). 

The main emotional skills described in the 

literature are: experiencing and expressing emotions, 

understanding and recognizing emotions, and 

emotional regulation. 

Table 1. Description of emotional abilities (Ștefan & Kallay, 2010, p. 

18) 

Types of 

emotional 

abilities 

Examples of behavior 

 

Experiencing and 

expressing 

emotions 

1) awareness of one's own 

emotional feelings; 

2) adequate transmission of 

emotionally charged messages: 

3) manifestation of empathy. 

 

 

Understanding 

and recognizing 

emotions 

1) identification of emotions 

based on nonverbal cues;  

2) naming emotions ("I'm sad", 

"I'm happy") 3) understanding 

the causes and consequences of 

emotions. 

Emotional 

regulation 

1) use age-appropriate 

emotional regulation strategies. 

During the preschool period, the child names and 

recognizes his or her own and others' emotions, 

allowing him or her to respond appropriately to his or 

her own emotional feelings and those of others around 

him or her. By age 3, the child names and recognizes 

emotions such as joy, sadness, anger and fear, reaching 

at age between 5-6 where the child has a wider range 

of emotional labels (shame, guilt or embarrassment). 

Also, during this period, the language of emotions 

is rapidly gaining in accuracy, clarity and complexity, 

and reporting on the possible causes of people's 

feelings is becoming more common. By being able to 

talk about emotions, preschoolers can have a more 

objective view of emotions, try to understand their 

own emotions, and listen to what others have to say 

about their emotions. The language of emotions has 

significant implications for the child's emotional 

development. 

Preschoolers begin to associate different feelings 

with typical situations such as, for example, 

acknowledging that losing something dear or not being 

able, for various reasons, to achieve your goals can 

make you sad (Sacaliuc, 2019). So, they realize the 

association between emotions, between thoughts and 

expectations about events. 

At preschool age, understanding that emotions can 

also be invoked through thoughts about past events 

leads to noticing the connections between feelings and 

thoughts. It is very interesting that preschoolers tend 

to understand much better the causes of negative 

emotions than positive ones (Banciu, 2017). 
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However, preschoolers' understanding of emotions 

is limited. They have difficulty in understanding how 

emotions can be based on false beliefs.  Haheu-

Munteanu & Bruja (2020) claims that at the age of 4-

5, when they begin to distinguish between reality and 

appearance, preschoolers begin to understand the way 

they express their emotions influences by the 

dynamics of relationships with others. They 

understand that a person does not show his true 

feelings in order to protect another person, thus 

starting to use the rules of emotional expression. 

Moreover, emotions understanding involves the 

initial assessment of the emotional message conveyed 

by the other, the accurate interpretation, the 

understanding of the message through the constraints 

imposed by the rules of the social context. At this age 

the child acquires an essential skill for further 

development, namely emotional self-regulation 

(control of their own emotions and desires). This 

involves the ability to initiate, inhibit, or modulate 

physiological processes, cognitions, and emotions-

related behaviors so as to achieve individual goals 

(Haheu-Munteanu & Bruja, 2020). 

Developing children's emotional abilities is 

important for the following reason: 

a) help to build and maintain relationships with 

others. 

 Ex: The child's successful interaction with other 

people depends on his ability to understand what is 

happening, as well as his ability to react appropriately 

to it. 

b)  help the children to adjust to kindergarten and 

school. 

 Ex: Children whose understandings of emotions 

and how they are expressed will be able to empathize 

with and support other children. Then, children who 

understand the emotions of others are privileged by 

their peers as better and more fun play partners, are 

able to use their expressiveness for social purposes, 

respond to the emotions appropriate to their peers 

during play, and adapt more easily to the preschool 

environment. 

c) Because it prevents the occurrence of emotional 

and behavioral problems. 

 Problems in children's emotional development 

can lead to behavioral difficulties in early and middle 

childhood ” (Botiș & Mihalca, 2007, p. 12). 

2.2. Social abilities at preschool age 

The requirements of the environment are 

increasingly complex so that the effective adaptation 

of children to them is ensured by the optimal 

development of emotional and social competencies. 

“The degree to which children and teenagers are 

able to establish and maintain acceptable interpersonal 

relationships, gain the approval of peers, make friends, 

and end relationships that are harmful or negative to 

them, defines social competence, and predicts long-

term psychological and social regulation” (Gresham, 

2000, p. 52). 

Ștefan and Kallay (2010) defined the social 

abilities as the capacity of children to form functional 

social relationships with other children and adults in 

their lives. In other words, social competencies 

facilitate positive interactions, respect for cultural 

norms, so as to allow the achievement of one's own 

goals and at other times the observance of needs. 

The basic social skills, according to the literature, 

are divided into two categories: 1) interpersonal skills 

of relationship and problem solving and 2) 

intrapersonal skills. 

Table 2. Description of social abilities (Ștefan & Kallay, 2010, p. 27) 

Types of social abilities Examples of abilities 

 

 

I. 

Interpersonal 

 

 

A. Social 

interaction 

1) interacts with other 

children through age-

appropriate games; 

2) initiates interactions 

with other children; 

3) share objects / toys; 

4) offers and asks for 

help; 

5) waiting his turn; 

6) use polite 

addressing formulas. 

 

B. Solving 

social 

problems 

1) resolve conflicts 

through age-

appropriate strategies. 

II. Intrapersonal 1) respect the rules; 

2) tolerates frustrating 

situations. 

Interpersonal social skills are developed and 

shaped in social contexts. Children’s ability to adapt is 

largely influenced by how they can control their own 

behavior. The source of behavioral self-control is the 

acquisition of emotional regulation skills. 
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  Many social situations involve the child's 

ability to inhibit his first impulse: if a child always 

likes to be the first to be asked, the first in a 

competition, or any other activity, the appropriate 

reaction would be to have, to ask permission to 

intervene, or be. offers alternatives ("you say first and 

then I will say"). Thus, the correct behavior in 

situations that generate frustration is dependent on the 

extent to which the child can, in a first phase, control 

his first reaction and then postpone what he wanted 

(frustration tolerance) (Sacaliuc, 2019). 

The educator-child relationship has multiple 

implications in terms of developing socioemotional 

competencies. To be positive, such a relationship must 

fulfil several conditions: 

 to be a collaborative educator-child 

relationship; 

 be based on trust and respect; 

 to be one of maximum involvement on the part 

of the educator. 

 cultivating perseverance in achieving the 

proposed goal. 

2.3. The relationship of stories with puppet 

theatre - an important element in the socioemotional 

abilities development 

The stories that children listen to have a major 

influence on the development of emotional and social 

abilities. Children's literature contains an 

inexhaustible source of beautiful examples of 

behaviors mirrored in small antitheses between 

characters, offers us the consequences of disobedience 

or obedience, worthiness or laziness, honor or 

dishonesty, truth or falsehood; presents us some 

positive traits of some heroes: courage, bravery, 

wisdom, self-control, devotion, sincere friendship, but 

also unworthy, reprehensible traits of some characters: 

cunning, stinginess, greed, cunning, arrogance, etc. 

The stories presented to the preschoolers help them 

to understand the meaning of kindness, diligence, etc. 

, teaches them to hate wickedness, laziness, enmity, 

etc. 

The emphasis on the moral qualities that the 

characters are endowed with gives the stories an 

important educational value. By listening to or 

watching stories, preschoolers learn to make their own 

decisions; to distinguish the difference between good 

and evil; to express their own feelings and emotions 

better; to develop self-confidence; to turn their 

attention to the positive aspects of life (beauty, joy, 

love, etc.), but without excluding the negative side; to 

develop their emotional life. 

Puppet theatre has a lot of benefits. Doing theatre 

is a funny, stimulating and educational activity, 

suitable for any age. 

In kindergarten, the puppet theatre can be found in 

the sphere of extracurricular activities and supports, 

with real success, the abilities of perception, 

understanding, observation, perseverance, 

exploitation or the sense of abstraction.  The emotions 

experienced by children in this situation are relevant. 

The positive heroes of the stories played by dolls 

become a part of the children's imagination, which 

then takes over, through role-plays, lines, attitudes and 

emotions. 

The plays (watched or with the direct participation 

of preschoolers - as actors) support the field of notions 

of socialization, of interaction with other colleagues, 

experiencing emotions and feelings. 

Through theatre, pre-schoolers learn to manage 

their emotions, learn new words, improve self-esteem, 

sense, learn to be with others. 

 In addition to the knowledge that children acquire 

by watching or playing theatre, their imagination, 

creativity, etc. will also be developed. 

The puppet theatre is a theatre in which the actor, 

hidden from the eyes of the spectators, chooses a 

special way of presenting the audience, the life of the 

characters. This shape is given to her by the doll. There 

are a variety of dolls that can be used, many of which 

can be made of textiles, wooden spoons, paperboard, 

etc. 

The aims of theatre are the following:  

 improving the capacity to carefully follow an 

accessible story in order to understand and reproduce 

it; 

 developing the capacity to receive the oral 

message; 

 cultivating nuanced, expressive speech and 

enriching vocabulary; 

 formation of the aesthetic taste, the cultivation 

of the pleasure of participating in a theatre show; 

 telling stories with the help of puppets, using 

dialogue; 

 training in team work skills; 
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 cultivating perseverance in achieving the 

proposed goal; 

 development of memory and imagination. 

3. Research methodology 

3.1 Purpose of research 

The aim of this research was to implement and test 

the educational intervention program "We and the 

puppet theatre", in order to develop emotional abilities 

(recognition of  personal and other people’s emotions) 

and social abilities (social interaction, problem 

solving, respect for rules and tolerance), as a result the 

following objective emerge: 

 Assessment of preschoolers in terms of the 

level of socio-emotional abilities they gain. 

 Elaboration and implementation of an 

educational intervention program based on puppet 

theatre for the preschoolers socio-emotional abilities 

development. 

 Investigate the effectiveness of the proposed 

intervention program on developing the socio-

emotional abilities of the participants included in the 

study 

3.2. Hypothesis and research variables 

 This study’s hypothesis is the following: 

 The implementation of the educational 

intervention program ”We and the puppet theatre” will 

increase the level of socio-emotional abilities of 

preschoolers. 

Independent variable: the educational intervention 

program ”We and the puppet theatre” 

Dependent variables: preschoolers’ socio-

emotional abilities level 

 

3.3. Participants 

 The participants of this study were 24 

preschoolers aged between 3 years and 2 months and 

5 years and 10 months (M age = 4 years and 8 months), 

preschoolers of the combined group "Năzdrăvanii", 

from "Birț” Kindergarten, Borșa town, Maramureș 

county, Romania. 

 

3.4. Instruments 

 Social-Emotional Assessment/ Evaluation 

Measure ( SEAM TM , Jane & Waddell, 2014) 

SEAM TM  is a functional and effective tool for 

screening behavioral and socio-emotional skills for the 

following age groups: 1) infants (3-18 months), 2) 

toddlers (18-36 months) and preschoolers (36- 63 

months). 

The SEAM TM questionnaire includes 41 items that 

reflect certain behaviors, socio-emotional skills of 

children grouped on 10 scales, these scales being the 

following: social interaction, emotional 

expressiveness, empathy, commitment, independence, 

self-image, cooperation, adaptative skills, regulation 

of socioemtional responses and adjusting the attention 

and level of activity. 

This scale can be completed in pencil-paper 

version by teachers, psychologists, school counselors, 

social workers, and they will score items on a Likert 

scale from 1 to 4 where, "1 = never" and 4 representing 

"completely ”. 

   Regarding the fidelity and validity of this 

questionnaire, Squires, Waddell et. al. (2012) 

indicated a strong internal consistency and a good test-

retest fidelity (r = .99 for infants and toddlers and an r 

= .97 for preschoolers). 

3.5. Procedure 

For testing the hypothesis of this research it has 

been used an experimental design and the research 

took 6 month (October 2020 - March 2021). 

The dependent variables of this research were the 

socio-emotional competencies (measured with the 

Social-Emotional Assessment/ Evaluation Measure- 

SEAM TM) and the educational intervention program 

represents the independent variable. 

On the pre-test phase was took place the 

evaluation of socio-emotional abilities by applying the 

questionnaire through systematic direct observation. 

After gathering the results and interpreting them it was 

noticeable that they possess a decreased level of socio-

emotional competencies and we decided to elaborate 

an interventional program “We and the puppet theatre” 

which had the goal to develop a set of activities based 

on puppet theatre which are going to develop the 

socio-emotional competencies. 

The post-testing phase took place the following 

week after the program was finished consisting on 

reassessment by applying the same questionnaire in 

order to establish the effectiveness of the educational 

program. 
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The interventional program “We and the puppet 

theatre” contains ten activities and the main objectives 

are the following: development of social interaction 

skills, development of the ability to identify several 

solutions to the same problem, approach a problem 

from different perspectives, identifying and becoming 

aware of one's emotions, expressing and labelling 

properly their emotions and developing the 

ability to regulate their emotions. 

4. Results  

 

Table 3. Comparative analysis of the measured variables of the participants from pre-test and post-test 

Experimental 
phase 

Social 
interaction 

Emotional 
expressivity 

Social-
emotional 
responses 
regulation 

Empathy Self-
image 

Cooperation 

Pre-
test 

N 24 24 24 24 24 24 
Mean 14.16 9.91 11.16 5.50 8.66 9.25 

Median 14 10 11 6 9 9.50 
Std. 

Deviation 
2.88 2.18 2.37 1.35 2.21 2.23 

% of Total 
Sum 

45% 41,5% 46,1% 46,5% 47,1% 48,2% 

% of Total 
N 

50% 50% 50% 50% 50% 50% 

Post-
test 

N 24 24 24 24 24 24 
Mean 17.29 14 13.04 6.3 9.75 9.95 

Median 17 12 13 6 9 10 
Std. 

Deviation 
1.75 6.2 1.33 .81 1.22 1.42 

% of Total 
Sum 

55% 58,5% 53,9% 53,5% 52,9% 51,8% 

% of Total 
N 

50% 50% 50% 50% 50% 50% 

Total N 48 48 48 48 48 48 
Mean 15.72 11.95 12.10 5.91 9.20 9.60 

Median 16 12 12 6 9 10 
Std. 

Deviation 
2.84 5.04 2.12 1.18 1.85 1.88 

% of Total 
Sum 

100% 100% 100% 100% 100% 100% 

% of Total 
N 

100% 100% 100% 100% 100% 100% 

Observing the first table (table 3), the participants 
of this research encounter difficulties at the following 
levels: social interaction (M=14.16), emotional 
expressivity (M=9.91), socio-emotional responses 
regulation (M=11.16) and empathy (M=5.50). 
Regarding the social interaction some preschoolers do 
not fully communicate with the other children in the 
kindergarten group, do not interact with each other and 
do not agree to share and exchange toys. Also at the 
level of emotional expressivity some pre-schoolers 
cannot succeed to identify their own emotions and are 
not capable to describe them to other people (teacher, 

peer group, member of family). Moreover, at the level 
of social-emotional responses regulation and empathy 
some preschoolers are unable to calm down when they 
are upset, do not remain calm in disappointing 
situations (such as losing a game) and do not respond 
promptly to the emotional reactions of their peers. 
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Table 4. Paired Samples t test Results 

 

Variables 

Pre-test Post-test  

N 

95% CI for 

Mean 

Difference 

 

t 

 

df 

 

d M SD M SD 

Social interaction 14.16 2.88 17.29 1.75 24 -4.16; -2.75 10.16* 23 .47 

Emotional 

expressivity 

9.91 2.18 14 6.2 24 -4.32; -2.42 7.37* 23 .65 

Social- emotional 

responses 

regulation 

11.16 2.37 13.04 1.33 24 -2.58; -1.24 5.92* 23 .81 

Empathy 5.50 1.35 6.30 .81 24 -1.78; -.71 4.86* 23 .98 

Self-image 8.66 2.21 9.75 1.22 24 -2.16; -.67 3.92** 23 1.22 

Cooperation 9.25 2.23 9.95 1.42 24 -1.95; -.54 3.65* 23 1.31 

* p<.00; **p<.05

After the application of the educational 

intervention program proposed implemented behind 

the needs identified in the pre-test phase, there are 

improvements at the following social-emotional 

competencies: preschoolers are able to make positive 

statements about themselves, to collaborate during the 

playtime or when they have a task to do, have acquired 

a secure attachment, verbalize when they need 

attention or help, can to identify, express and describe 

a variety of emotions and respond promptly to the 

emotional reactions of their peers. 

In order to verify the impact of the activities of the 

educational intervention program proposed we 

calculated the size effect (see table 4). After the 

calculation, we found the following aspects: for the 

social interaction we obtained a d=.47 which means 

that the program had an medium effect and for the 

emotional expressivity (d=.65), social- emotional 

responses regulation (d=.81), empathy (d=.98), self-

image (d=1.22) and cooperation (d=1.31) the program 

had a strong effect. 

5. Conclusions 

Preschoolers acquire knowledge, positive / 
negative behavior, rules of group living, socializing, 
by the simple fact that they attend kindergarten, which 
is the basis of all further development. At this age, 
preschoolers tend to imitate the behaviors of those 
around them, adults or other children, and especially of 
the characters in the stories, characters considered by 
them (sometimes even involuntarily) heroes or role 
models. 

The development of activities in the form of 
theatre, a form beloved by children, leads to the 
development of emotional states, to the formation of a 
moral conduct, adequate for coexistence in society. 

In carrying out this research we set out to highlight 
the positive impact that the use of puppet theatre has 
on the socio-emotional development among 
preschoolers. 

Testing the interventional program “We and the 
puppet theatre”, we can confirm that this program has 
demonstrated its effectiveness regarding raising the 
level of socio-emotional abilities (d=.47 for the social 
interaction, d=.65 for the emotional expressivity, 
d=.81 for social- emotional responses regulation, 
d=.98 for empathy, d=1.22 for self-image and d=1.31 
for cooperation) among preschoolers. 

One of the limitations of this research could be the 
use of the Social-Emotional Assessment/ Evaluation 
Measure (SEAM, Jane & Waddell, 2014), which is not 
validated and adapted to the Romanian population, so 
that its psychometric properties remain unchanged. 
The second limit is the small number of participants. 
As the activities were carried out in only one class, 
there is no high degree of accuracy in generating the 
results obtained. 

A future research direction would be to develop a 

study to investigate the extent to which attachment and 

parenting style influence the preschoolers emotional 

intelligence development. 
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Abstract 

 

 

Keywords: 
Teachers’ resilience; online teaching; 

teachers self-assessment; teachers 

perceived online teaching. 

 

Through this study we aimed to explore how primary school teachers were able to adapt their teaching practices 

in the online context during the COVID-19 pandemic and which were the protective factors that contributed 

to the development of resilience. We focused on their self-assessment of online teaching quality and 

investigated its correlation with their level of resilience. In measuring the resilience levels of primary school 

teachers we have taken into account risk and protective factors. Thus, we observed that social and family 

support had the greatest influence on the formation of resilient attitudes among teachers. The majority of the 

teachers that participated in this study scored a high and very high level of resilience. We obtained a positive 

correlation between the chosen variables: primary school teachers' level of resilience and their self-assessment 

on the quality of their own online teaching during the quarantine caused by the COVID-19 pandemic. 

 

  
Zusammenfasung 

 

 

Schlüsselworte: 
Belastbarkeit von Lehrern; 

Online-Unterricht; 

Selbsteinschätzung der Lehrer; 
Wahrnehmung von Lehrern des 

Online-Unterrichts.  

 

Mit dieser Studie wollten wir untersuchen, wie Grundschullehrer ihre Unterrichtspraxis im Online-Kontext 

während der COVID-19-Pandemie angepasst haben, und welche Schutzfaktoren zur Entwicklung der 

Resilienz beitrugen. Wir konzentrierten uns auf ihre Selbsteinschätzung der Qualität des Online-Unterrichts 

und untersuchten deren Zusammenhang mit ihrem Resilienzniveau. Bei der Messung des Resilienzniveaus von 

Grundschullehrern haben wir Risiko- und Schutzfaktoren berücksichtigt. So stellten wir fest, dass die soziale 

und familiäre Unterstützung den größten Einfluss auf die Ausbildung einer resilienten Einstellung bei den 

Lehrern hatte. Die Mehrheit der Lehrer, die an dieser Studie teilnahmen, wies ein hohes und sehr hohes 

Resilienzniveau auf. Wir erhielten eine positive Korrelation zwischen den ausgewählten Variablen: das 

Resilienzniveau der Grundschullehrer und ihrer Selbsteinschätzung der Qualität ihres eigenen Online-

Unterrichts während der durch die COVID-19-Pandemie verursachten Quarantäne. 

  

 

1. Introduction  

Along with the COVID-19 pandemic and the shift 

of the educational process into the online environment, 

differences of opinion have emerged among 

educational practitioners regarding the quality of 

teaching activities. Some of them perceived this 

transformation of educational practices as an 

adaptation to the needs of today's society - a 

digitalised, knowledge-based society. Others looked 

forward to returning to the traditional model of 

teaching, with physical presence at school, 

considering the school environment as an essential 

formative factor in achieving educational goals. 

From the perspective of teachers' adaptability to 

change, we believe that resilience could be a good 

predictor for ensuring the quality of teaching 

activities. Thus, the level of resilience could be the 

source of differences of opinion mentioned above.  A 

teacher who manages to overcome some 

psychological, cognitive or social barriers will be 

more likely to be effective in teaching and to facilitate 

students' learning regardless the context. However, the 

validation of this prediction could be verified only 

through an extensive system of internal and external 

evaluation on the quality of educational services, 

which were conducted online. In this study we 

particularly focused on teachers' attitudes towards the 

online teaching activity and their perception of it. We 

looked on the extent of primary school teachers' 

preference for a sanogenous, problem-solving 

approach in critical situations and whether we could 

find pedagogical optimism among teachers in times of 

reform or change. 

Therefore, through this study we aimed to 

investigate whether there is a significant relationship 
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between the level of resilience of primary school 

teachers and their self-assessment on the quality of 

their own online teaching activities carried out during 

the quarantine caused by the COVID-19 pandemic. 

2. Theoretical foundation 

Given the challenges imposed by the pandemic 

context, resilience has become an essential mechanism 

for maintaining the mental health and well-being of 

teachers. Although there is relatively limited and 

recent research approaching the topic of resilience, we 

have not identified an agreed operational definition of 

the concept. However, most authors describe 

resilience in terms of “positive adaptation, or the 

ability to maintain or regain mental health, despite 

experiencing adversity” (Herrman, et al., 2011, p. 

259). The complex nature of resilience, as well as 

approaching it from a multidisciplinary perspective, 

has led to the formulation of numerous definitions that 

focus on different aspects of this construct (Niţă & 

Pârvu, 2020; Sikorska, 2014). 

Firstly, we mention the three-dimensional 

approach to resilience, which can be described: 

 as a personality trait that is influencing human 

behaviour since birth. It allows a person to function in 

an adapted way despite the circumstances. There 

exists a latent form of resilience that is triggered in risk 

situations (Crăciun, 2018; Toia, 2019). 

 as a process of adaptation and overcoming 

adversity. This paradigm focuses on the phases of 

adaptation, cushioning the effects of adversity and 

rebound from adversity (Roosa, 2000), but also on the 

factors that influence the process of adaptation and 

overcoming difficulties (Egeland, Carlson, & Sroufe, 

1993; Kolar, 2011). 

 as a result of the interaction between personal 

factors (emotions, values, cognitions, etc.) and the 

events to which an individual is exposed. In this case, 

by resilience we are referring to “the capacity to 

maintain equilibrium and a sense of commitment and 

agency in the everyday worlds in which teachers 

teach” (Gu & Day, 2013, p. 26). 

 Maintaining a balance between risk and 

protective factors. 

 Some authors introduce and emphasise the 

presence of risk factors as a defining element in 

explaining resilience (Masten & Coatsworth, 1998; 

Hauser & Allen, 2006; Beltman, Mansfield, & Price, 

2011). Alternatively, several studies focus on 

identifying protective factors that contribute to the 

formation and development of resilience, such as: 

 personal characteristics (intelligence, 

optimism, temperament, empathy, self-efficacy), 

family and filial support, community (Masten & 

Garmezy, 1985); 

 discernment, independence, interpersonal 

skills, initiative, creativity, humour, morality (Wolin, 

2003); 

 sociability, communication skills, personal 

attributes, family encouragement, appreciation, socio-

economic status, school experience, community of 

reference etc. (Olsson, Bond, Burns, Vella-Brodrick, 

& Sawyer, 2003) 

 self-esteem, positive self-image, sense of 

control over life, humour, ability to elicit sympathy, 

creativity, presence of "resilience tutors" (Ionescu, 

2013, p. 35) 

 From this perspective, resilience is an 

individual's ability to maintain a balance between risk 

and protective factors. In this paper we intended to 

explore resilience factors at all three levels proposed 

by Masten & Garmezy (1985): personal resources, 

family coherence and social resources. The risk factors 

we have identified were: restrictions imposed by the 

state of emergency, changes in educational practices, 

the quarantine, instability and social distress. We 

believe that teachers' self-assessment on the quality of 

their own online teaching activity in this context 

represent a parameter for their ability to maintain a 

balance between the risk factors to which they were 

exposed and the protective factors they had at their 

disposal. 

3. Research methodology 

Our research interest was to conduct an epistemic 

analysis on the adaptability of primary school 

teachers. The pandemic context, the quarantine and the 

transformation of the educational environment from 

onsite (at school) to online (school from home) 

represented risk factors that destabilized and 

endangered the whole social and educational system. 

Under these circumstances, resilience as a personality 

trait of teachers may have significantly contributed to 

ensuring the quality of teaching and, hence, supporting 

student learning even remotely. 

The aim of the research was to verify whether 

there is a relationship between the level of resilience 

of primary school teachers and their self-assessment 
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on the quality of their own online teaching activity 

during the quarantine caused by the COVID-19 

pandemic. 

 We have formulated the following research 

questions that structure the research approach: 

 What is the overall level of resilience of 

primary school teachers? 

 How do primary school teachers self-assess 

their remote online teaching activity in terms of 

quality? 

 How does age, teaching experience, teaching 

grade or biological gender influence primary teachers' 

level of resilience and/or their self-assessment on the 

quality of their online teaching activity? 

 Is there a correlation between the level of 

resilience of primary school teachers and their self-

assessment on the quality of their own online teaching 

activity during the quarantine caused by the COVID-

19 pandemic? 

Research hypothesis: Primary school teachers' 

level of resilience correlates positively with their self-

assessment on the quality of their own online teaching 

activity during the quarantine caused by the COVID-

19 pandemic. 

In order to verify the hypothesis, we conducted a 

questionnaire–based survey. The questionnaire was 

distributed online in Google Forms format via several 

teachers’ groups on social media. Through the 

questionnaire we collected data on the two research 

variables. The variables were measured using the two 

scales retrieved, translated and adjusted: 

 RSA: Resilience Scale for Adults (Friborg, 

2003)  

 Teach tool (Molina, et al., 2020) –  a scale for 

measuring the quality of teaching in primary school 

education. 

Participant sample. A sample of  81 primary 

school teachers from Romania participated in the 

research, most of them working in Cluj county (63%). 

Out of these, 46.9% work in urban areas and 53.1% in 

rural areas. A percentage of 33.3% were aged between 

19 and 30, 44.4% were between 31 and 45, and the 

remaining 22.3% were older than 45 years old. 

4. Results  

The descriptive analysis of the data recorded with 
Resilience Scale for Adults (Friborg, 2003) indicates 
an asymmetric and negative distribution of the scores 

obtained by the participants on this variable (Figure 1). 
Therefore, we can infer that teachers who responded 
to our questionnaire generally had high and very high 
levels of resilience. The items proposed in the RSA: 
Resilience Scale for Adults (Friborg, 2003) were 
grouped into five subcategories of protective factors 
that contribute to the development of resilience: 
personal competence, social competence, personal 
structure, social support and family coherence. We 
analysed the data for each subcategory of protective 
factors and observed that the highest scores were 
recorded for the dimensions: social support and family 
coherence. We understand, therefore, that social and 
family support have the greatest influence on the 
formation of resilient attitudes among teachers. The 
scores obtained for the level of resilience were rated 
on a scale from 1 to 5, where 1 means very low and 5 
means very high. Respondents scored between 2.54 
and 5, the mean score was 4.26 and the median value 
was 4.32. Analysing the levels of resilience in relation 
to the age of the respondents, we observe that the most 
resilient were teachers aged between 36 and 45 (Figure 
2). This can be explained by the typical stability at this 
stage of life, which generally does not involve major 
changes or unexpected life events. 

 

Figure 1. Histogram for the variable resilience of primary school 

teachers 

 

Figure 2. Resilience level according to the age of respondents 

 

 

 Similarly, we analysed data for the second 
variable: self-assessment of primary school teachers 
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on the quality of their own online teaching activity 
carried out during the quarantine caused by the 
COVID-19 pandemic. In this case as well, we obtained 
a negative skewed distribution of the recorded scores 
(Figure 3), with a very high mean score of 4.52, from 
the maximum value of 5, and a range of scores from 
2.85 to 5, with the central value being 4.7. So, at the 
primary education level, teachers perceive that they 
had kept providing high quality educational activities 
even during remote education on digital platforms. Or 
at least, teachers' satisfaction with their own teaching 
was high. The high scores for this variable can also be 
explained by the fact that the participants self-assessed 
their teaching activity retrospectively, when the 
quarantine was over and they were back in school 
physically. Analysing primary teachers' self-
assessment on the quality of their own online teaching 
activity in relation with the grade they teach, we 
observed that teachers of preparatory, second, and 
fourth grades mostly self-assessed their activity at a 
very high quality level (Figure 4). 

 

Figure 3. Histogram for the variable self-assessment of primary school 

teachers on the quality of their own online teaching activity 

 

Figure 4. Self-assessed quality of online teaching activity in relation 

with the grade they teach 

 

 Since the distribution of the data recorded for 
the two research variables were not normally 
distributed, we decided to use the Rho Spearman test 
to establish the correlation between them. From the 
data recorded in Table 1, it can be observed that there 

is a statistically significant correlation between the 
research variables: resilience of primary school 
teachers and their self-assessment on the quality of 
their own online teaching activity (p=.00<.01). 

 

Table 1. Correlational analysis of research variables 

Variables Mean 
(Std. 
Dev.) 

1 2 

1. Resilience of 
primary school 

teachers 

4.52 
(.45) 

-  

2. Self-assessment of 
primary school 

teachers on the quality 
of remote online 
teaching activity 

 
4.26 
(.51) 

 
.63** 

 
- 

 

 A correlation coefficient rho = .63, p<0.01, 

was obtained between primary school teachers' 

resilience and their self-assessment on the quality of 

online teaching activity. The positive nature of the 

correlation coefficient indicates the positive 

correlation between the chosen variables. This means 

that 63.3% of the variance of primary school teachers' 

resilience is explained by their self-assessment on the 

quality of their own online teaching activity. Thereby, 

the hypothesis of our research was confirmed. 

5. Discussions and conclusions 

This research has an analytical character, the 
correlation identified having an explanatory function 
for an important aspect of the educational 
phenomenon: adaptability to change and reform. The 
high and very high scores recorded for the two chosen 
variables: the level of resilience and the self-
assessment of primary school teachers on the quality 
of their own online teaching activity, reveal a 
pedagogical optimism among the participants in this 
study. Questioning a larger group of participants and 
using qualitative research methods in parallel would 
have provided a clearer picture of the variables chosen 
and the correlation between them. Another limitation 
of this study is that the items of the Teach tool Scale 
(Molina, et al., 2020) were developed for the 
assessment of the quality of instruction carried out 
physically in the classroom. This scale could be 
revised and extended for the online teaching version 
for a better internal validity. 

We consider that the findings of this study are 

relevant for teachers - concerned with increasing the 

quality of teaching, for educational managers - 

interested in the well-being, resilience and recruitment 

of effective teachers, and for researchers - focused on 
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broadening the horizon of theoretical and practical 

knowledge about resilience. In this way, some future 

research directions are emerging, such as: research on 

methods, techniques and practices that could stimulate 

and support resilience of educational agents; 

correlation analysis between resilience and teaching 

quality from the perspective of external evaluation; 

checking the relationship between the level of 

resilience of the teacher and the resilience of his/her 

students, and so on. 
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Abstract 

 

 

Keywords: 
Digital skills; Media literacy; 
eTwinning; ErasmusPlus; Project-

Based Learning, Web 2.0. 

 

This article discusses the role of digital literacy in education. It reviews previous framings of digital and media 

literacy, European policies on developing key competences and it suggests how these could be developed 

through eTwinning projects, presenting examples of activities and Web 2.0 tools from #Digital EU – we’ll do! 

eTwinning project (awarded both nationally and at a European level). 

 

  
Zusammenfasung 

 

 

Schlüsselworte: 
Digitale Fähigkeiten; 

Medienkompetenz; eTwinning; 
ErasmusPlus; Projektbasiertes 

Lernen, Web 2.0.  

 

Dieser Artikel diskutiert die Rolle der digitalen Kompetenz in der Bildung. Es überprüft frühere 

Rahmenbedingungen der Digital- und Medienkompetenz, europäische Strategien zur Entwicklung von 

Schlüsselkompetenzen und schlägt vor, wie diese durch eTwinning-Projekte entwickelt werden könnten, und 

präsentiert Beispiele für Aktivitäten und Web 2.0-Tools von #Digital EU – we`ll do! eTwinning-Projekt 

(verliehen auf nationaler und europäischer Ebene). 

  

 

1. Introduction  

Media Literacy and Disinformation was the annual 

theme of 2021 on eTwinning. Both students’ and 

teachers’ need to gain competences in this area has 

increased since the pandemics and the eTwinning 

platform has become the place where teachers and 

students develop these competences and also, learn 

how to be safe online, while sharing and collaborating 

with their European peers. 

In this article, we have made an inventory of the 

European policies and strategies to help teachers and 

schools become digitally aware, due to the importance 

of digital literacy in today’s education. Therefore, we 

will present a few successful initiatives of using 

Project-Based Learning as means of raising awareness 

about topics such as Fake News and Disinformation 

and to develop media literacy and digital skills. We 

also listed the Web 2.0 tools used to collaborate in the 

#DigitalEU – we’ll do! eTwinning project. This 

project was carried out in the 2020-2021 school year 

(it was founded on 12th of February 2021 and the 

activities were held until the end of April 2021, on the 

eTwinning platform). The project was awarded with 

First Prize for Digital Citizenship (as part of Romanian 

National eTwinning Prizes, 2021) and with one of the 

22 prizes offered as part of The 68th European 

Competition (Digital EU – and you?), organised by 

European Movement Germany. 

2. Theoretical foundation 

Competences are a combination of knowledge, 

skills, and attitudes. The National Education Law 

(1/2011), Appendix 1 – The list of terms and 

expressions definitions used in the law - defines 

competence as “the proven ability to select, combine 

and use adequate knowledge, skills and other 

acquisitions consisting of values and attitudes, to 

successfully solve  certain categories of work or 

learning related situations, in addition, to develop 

professionally or personally in terms of effectiveness 
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and efficiency”. The Praxeological Dictionary of 

Pedagogy (Bocoș, M.-D. (coord.), Răduț-Taciu, R., 

Stan, C., Chiș, O., Andronache, D.-C., 2016) describes 

competences as the result of a dynamic process, being 

specific to a situation and having the capacity to be 

adapted to other situations, almost isomorphic with the 

current situation and belonging to the same family of 

situations: “Being competent means knowing how to 

act qualitatively, efficiently and promptly in a 

category / class of similar or atypical situations”. 

The European Council (in Council 

Recommendation of 22 May 2018 on key competences) 

defines key competences as “those which all 

individuals need for personal fulfilment and 

development, employability, social inclusion, 

sustainable lifestyle, successful life in peaceful 

societies, health-conscious life management and 

active citizenship. They are developed in a lifelong 

learning perspective, from early childhood throughout 

adult life, and through formal, non-formal and 

informal learning in all contexts, including family, 

school, workplace, neighbourhood and other 

communities”. The key competences, which are 

equally important for the development of individuals, 

are, as shown in table 1: 

 

Table 1. Key competences and skills embedded throughout the key 

competences 

Key competences Skills embedded 

throughout the key 

competences 

Literacy competence Critical Thinking 

Multilingual competence Team-Work 

STEM competence Problem-solving 

Digital competence Communication 

skills 

Personal, social and learning to 

learn competence 

Negotiation skills 

Citizenship competence Analytical skills 

Entrepreneurship competence Creativity 

Cultural awareness and expression 

competence 

Intercultural skills 

Digital competence, part of the key competences, 

is defined by the European Council, in the Council 

Recommendations of 22 May 2018 on key 

competences for lifelong learning as “the confident, 

critical and responsible use of, and engagement with, 

digital technologies for learning, work, and for 

participation in society. It includes information and 

data literacy, communication and collaboration, media 

literacy, digital content creation (including 

programming), safety (including digital well-being 

and competences related to cybersecurity), intellectual 

property related questions, problem solving and 

critical thinking”. The Praxeological Dictionary of 

Pedagogy (Bocoș, M.-D. (coord.), Răduț-Taciu, R., 

Stan, C., Chiș, O., Andronache, D.-C., 2016) presents 

digital competence as a key-competence that includes 

safe and critical use of technology, as an instrument of 

learning and knowledge in general (for work, free time 

and communication): “the mastery of information and 

communication technologies as a tool of knowledge 

and learning: the use of the computer to obtain, 

evaluate, store, produce, present and exchange 

information and to communicate and participate via 

the Internet in collaborative networks”, in a safe 

environment, facilitating the development of other 

competences. 

Media literacy education teaches students to apply 

critical thinking to media messages and to use media 

to create their own messages consequently becoming 

one of the key 21st century-skills for students. The 

most important skills for students, as a key 21st century 

skills, Media literacy is critical to the health and well-

being of all children, as well as to their future 

participation in the civic and economic life of world 

democracy, since we live in a digital society where 

children are surrounded by a plethora of images (TV, 

websites, billboards, magazines, video games, social 

media, and endless types of advertising). The average 

kindergarten student sees around 70 images each day 

and, by the time they reach high school, teenagers 

spend over 1/3rd of the day using media. The safe and 

correct use of the Internet has to become a purpose of 

our teaching also, because we raise citizens who 

should be aware of fake news and disinformation, who 

should have the capacity to understand the correct 

messages behind the news, who should know what 

they are allowed to post online and what is harmful to 

others and, therefore, should be avoided. 

The Digital Education Action Plan (2021-2027) is 

a renewed European Union (EU) policy initiative to 

support the sustainable and effective adaptation of the 

education and training systems of EU Member States 

to the digital age. At a European level, a 

comprehensive framework describing the digital 

competence in more detail was first published in 2013 

and later updated. It has become a common reference 

tool, both at a European and a national level. It divides 

digital competence into five areas, namely, 

information and data literacy, communication and 
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collaboration, digital content creation, safety, and 

problem solving. The latest version, DigComp 2.1: 

The Digital Competence Framework for Citizens with 

eight proficiency levels and examples of use 

(Carretero, Vuorikari & Punie, 2017), has added 

proficiency levels and examples of use. DigCompEdu 

details 22 competences organised in six Areas. The 

focus is not on technical skills. Rather, the framework 

aims to detail how digital technologies can be used to 

enhance and innovate education and training. It 

focuses on educators’ professional competences 

(professional engagement), educators’ pedagogical 

competences (digital resources, teaching and learning, 

assessment, empowering learners) and learners’ 

competences (facilitating learners’ digital 

competences). In figure 1, the DigCompEdu 

Framework (EU Science Hub), the three competences 

are explained: for educators’ professional 

competences, the skills required are organisational 

communication, professional collaboration, reflective 

practice and digital continuous professional 

development. Educators’ pedagogical competences 

require digital resources (that are useful for selection, 

creation, modification, managing, protecting and 

sharing of relevant content); assessment (strategies, 

feedback and planning); teaching (guidance, 

collaborative and lifelong learning); and also, 

empowering learners (by promoting inclusion, 

differentiating learning and actively involving learners 

in their learning process). Extremely important is to 

focus not only on educators’ professional and/or 

pedagogic competences, but to have learners’ 

competences as a focal point (and these competences 

require media literacy, communication skills, content 

creation, responsible use of digital technologies and 

problem-solving skills). 

Figure 1. DigCompEdu framework

Since DigCompEdu mentions digital continuous 

professional development requirements, the safest and 

most complex platform that can be accessed by 

educators all over Europe and beyond is the 

eTwinning Platform, where professionals can share, 

construct and grow together. eTwinning is the 

community for school education in Europe, co-

founded by Erasmus+, the European programme for 

Education, Training, Youth and Sport in Europe.  

eTwinning offers a platform for staff (teachers, head 

teachers, librarians, etc.), working in a school in one 

of the European countries involved, to communicate, 

collaborate, develop projects, share and, in short, feel 

and be part of the most exciting learning community 

in Europe.  On eTwinning, students from European 

Union countries and from eTwinning Plus countries 

(Armenia, Azerbaijan, Georgia, Jordan, Lebanon, 

Republic of Moldova, Tunisia and Ukraine) 

collaborate and learn, through project-based learning. 

The Praxeological Dictionary of Pedagogy (Bocoș, 

M.-D. (coord.), Răduț-Taciu, R., Stan, C., 2017) 

defines PBL (Project-Based Learning) as a situational 

learning, which requires organising teaching and 

learning around specific problems and/or complex 

themes (authentical, real or realistic, relevant and 

challenging), which require students’ involvement in 

active and constructive learning, focused on 

developing transversal competences and skills. PBL 

ensures a pragmatic education, cultivates activism and 

independence in thinking and acting, enhances 

students’ motivation, which are, also, the aims of the 

eTwinning schools, as presented in the eTwinning 
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schools’ mission: shared leadership, collaboration, 

sharing and teamwork, students as agents of change, 

eTwinning schools as models for other schools, 

inclusion and innovation. 

3. Research questions 

During this action-research, the following 

questions have been explored: 

 Which strategies are efficient to collaborate on 

teaching Media literacy and disinformation to 

secondary school students? 

 What competences can the 7th grade students 

from ”Petru Rareș” National College and ”Anne 

Frank” Schule develop through eTwinning projects? 

4. Research methodology 

The research methods used in the #DigitalEU – 

we’ll do! eTwinning project were observation, 

analysis of students’ work and a questionnaire-based 

survey. At the end of the project, respectively at the 

end of the 2020-2021 school year, a questionnaire 

elaborated by the coordinators of the project was filled 

in by 30 students involved in the #DigitalEU – we’ll 

do! eTwinning project, in order to assess the perceived 

impact of the eTwinning activities on their 

competence development, as reported by themselves. 

While applying these methods and data collection and 

interpretation we noticed changes in terms of our 

students` collaboration, English language skills and 

digital competences. 

5. Results  

As part of 2021 eTwinning annual theme (Media 
Literacy and Disinformation), ”Petru Rareș” National 
College Beclean (Romania) and “Anne Frank” Schule 
(Germany), registered an eTwinning project for 
gymnasium students, #Digital EU – we’ll do!, which 
was also a contribution to the 68th European 
Competition (Digital EU – and you?). We worked 
remotely (because of the SarsCov-2 pandemic rules 
applied in our regions) and we tried to apply the 
DigCompEdu framework dimensions and proficiency 
levels while learning, sharing and collaborating. This 
topic was also one of the priorities identified by The 
Digital Education Action Plan (2021-2027) which 
implied developing a digital education ecosystem and 
enhancing digital skills and competences that are 
required for the digital transformation. Figure 2 
presents the Twinspace of #DigitalEU – we’ll do! 
project, with pages dedicated to the safe use of the 
Internet and collaboration between students from the 
two schools involved.  

 
 

Figure 2. Twinspace of #DigitalEU – we`ll do! eTwinning project 

The work was organised in 11 transnational teams, 
working in Zumpad, Pixton classes, Twinspace and 
Twinspace Forums and had the students as 
protagonists (one of the eTwinning schools’ mission). 
The project was integrated into the curriculum, 
involving English and Social Studies, and it was 
conducted partly in Romanian and partly in German. 
There were three teachers involved in the project 
(Heidi Giese and Viktoria Harbusch from “Anne 
Frank” Schule, Eschwege, Germany, and Emese 
Cîmpean, from “Petru Rareș” National College 
Beclean, Romania). Figure 3 presents the international 
teams, with the students from each country, who 
collaborated to fulfil their tasks. The students were 
assigned randomly into the groups, so as to obtain 
heterogeneous transnational teams. 

 
Figure 3. Twinspace of #DigitalEU – we’ll do! eTwinning project: 

Transnational collaboration (groups division) 

Each team had to collaborate and work in a 
different Pixton class (that is a comics and storyboard 
builder for education), create collaborative content 
(using Zumpad, a public online tool for creating text 
or sharing information from Centre for Teaching 
Media on the Internet) and post their reflections to the 
Twinspace’s forum. We searched for free tools, 
approved in both our countries exclusively using safe 
online places for sharing and collaboration. Figure 4 
emphasises the tasks that were given to each group: 
interacting with each other in the Forum,
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 brainstorming on Zumpad to generate Comic-
Strip ideas and, then building a collaborative product 
of the group. 

 

Figure 4. Twinspace of #DigitalEU – we`ll do! eTwinning project: Work division and comic strips of group 5 

Our favourite tools were Screencastify, a remote 
teaching and learning tool, a screencast tool we used 
to record our tutorials (both in Romanian and 
German), because of online teaching (both in German 
and Romanian school, due to pandemics regulations in 
that period), and Pixton, a comic maker tool, which 

was used as our common transnational online class, for 
class photos and for comics creation. Figure 5 presents 
the classroom photo downloaded from the Pixton 
application, a photo of the 2 classes working together 
in this project. 

 
Figure 5. Use of Pixton in #DigitalEU – we’ll do! eTwinning project (classroom photo) 

We were extremely careful with GDPR and digital 
footprint, since we were teaching it to our students, 
therefore, we appreciated what Pixton offered us (the 
avatar maker, the comics builder and the classrooms, 
with lesson plan ideas and printables). The students 
were able to express their creativity and learn new 
vocabulary while creating content. 

All the work started from raising awareness about 
misinformation, disinformation, malinformation, 
playing with classroom tools that showed students 
how easily someone can be misled by fake news, and 
ended with adopting responsible on-site and online 
behaviour. 

The website our students used to create Fake News 
was ClassTools Breaking News Generator 
(ClassTools is a free online tool that allows students to 
create a diversity of products), which made it possible 

for them to create fake news in less than five minutes. 
Each of them created their fake news and uploaded 
them to Twinspace, where they reflected on how easy 
it is to mislead, to create and spread fake news. Figure 
6 emphasises a few materials created with the use of 
ClassTools, Breaking News Generator by the 7th grade 
students involved in #DigitalEU – we’ll do! 
eTwinning project. 
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Figure 6. Use of ClassTools: Breaking News Generator – Twinspace of 

#DigitalEU – we’ll do! eTwinning project 

During this project, students were challenged to 
collaborate and write about social media and analyse 
(fake) online profiles, to make them aware of the 
importance of digital image and behaviour. They 
discussed their findings during online conferences 
(where they had the chance to work and collaborate in 
groups, in breakout rooms). They even found a book 
to research and discuss: “The adventures of Baron 
Munchausen”, by G.A. Burger, and used the topic for 
their book reviews they had to write as part of their 
Language and literature classes. Figure 7 presents a 
few activities recorded on Padlet, a collaborative 
online tool, where students reflected, collaborated and 
shared their findings on the topic of digital footprint 
and fake news (real, online or in literature). 

 
Figure 7. Digital footprint – Twinspace of #DigitalEU – we’ll do! 

eTwinning project 

 
Self-assessment was an important part of this 

project. Students were given rubrics from the 
beginning and were explained the tasks they needed to 
complete and the content they were expected to master 
at the end of our project. For this, we used 
QuickRubric (a criterion referenced assessment tool, 
used to score assignments or performances. Work is 
scored/graded based on how well the finished product 
lines up with the criteria listed on the rubric. A rubric 
is a very powerful device for performance-based 

assessments, such as oral presentations or projects, but 
also makes grading essays, questions and narratives 
quick and easy. We used QuickRubric to teach our 
students how to self-assess their work), set the 
expectations about base, beginning, emerging and 
proficient completion of tasks. For formative 
assessments, we used Quizziz (a free gamified quizzes 
and interactive lessons creator, to engage young 
learners) and, sometimes, Mentimeter (an online tool 
for presentations, interactive Polls, Quizzes, and Word 
Clouds), because we worked remotely and strove to 
follow the progress of each of our students (this is why 
the quizziz and menti were set to audience pace). To 
have an overall picture of project success and student 
performance we created initial, intermediate and final 
assessments for students, teachers and parents. 

Since we are life-long learners, we tried to master 
the media literacy topic, working in an online and safe 
environment, as partners of an international class. This 
was our third collaboration with the German team and 
our third year on eTwinning. We have to mention that, 
when working on a project, all the class is involved as 
we integrate the eTwinning project into the 
curriculum. Based on the Romanian Language and 
literature curriculum for 7th graders, we had to 
implement the use of projects and elements of 
interculturality. Moreover, since we were working 
online, we needed to teach our students about online 
safety, disinformation and media literacy. As a result, 
students became protagonists and agents of change 
while working on this topic. 

The survey conducted at the end of the project 
shows students loved working in this project as shown 
in Figure 8 and appreciated cooperation, collaboration, 
learning about online safety and meeting new friends 
online. 

Q 1. What did you like most about our project? 
 

Figure 8. #DigitalEU – we’ll do! eTwinning project participants` 

opinion 

Their favourite activities were creating avatars 
with the use of Pixton, the activities dedicated to Safer 
Internet Day 2021, the video conferences with their 
peers, creating Fake News with Classtools Fake News 
Generator and others, as shown below, in Figure 9.
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Q 2. Which activities did you like most? 

 

Figure 9. #DigitalEU – we’ll do! eTwinning project participants’ opinion Q2: Which activities did you like most? 

Students have developed competences (they self-
assessed their work saying that they have gained 
digital competences, improved their English language 
skills, cooperation and intercultural competences). 

Q 3. What skills have you improved due to the 
project’s activities? 

 
Figure 10. #DigitalEU – we’ll do! eTwinning project participants’ 

opinion – Q 3: What skills have you improved due to the project’s 

activities? 

The final product of the project is a collaborative 
ebook, created with BookCreator. The project was one 
of the 22 winning projects during the 68th European 
competition, its outcomes being presented as part of 
national and European conferences. Nonetheless, the 
most important achievements are the project work, 
students’ motivation to share and collaborate, the 
online international learning community that was 
created, and the Digital Competences and Media 
Literacy awareness we raised in our communities. 

  
Figure 11. #DigitalEU – we’ll do! eTwinning project (Final products 

and dissemination) 

Digital Competences are key competences we 

should aim to develop in each lesson, no matter the 

subject we teach. Key competences are more 

important than a particular content we, as instructors, 

need to teach. If we remember this, we will embrace 

project-based learning from a life-long learning 

perspective, and we will encourage our students to 

become protagonists and agents of change. 

https://read.bookcreator.com/qlRtG2IQDNdSVI7uWV2t010gznO2/x2sBRfg4TqqG_XvQig2XmQ
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6. Conclusions 

The use of Web 2.0 as part of the #Digital EU – 
we’ll do! eTwinning project enhanced collaboration 
and helped students from “Anne Frank” Schule and 
“Petru Rareș” National College Beclean develop life-
skills and key competences. For this project, 
collaboration and international teams were the correct 
approach. The strategies used were meant to raise 
awareness and also involve students in project-based 
learning, research and content creation (as artists, 
journalists, communicators). Teachers and students 
worked remotely in one virtual European classroom 
(the eTwinning platform), where they were given 
voice and choice. Students became aware of their 
digital footprint and changed their online behaviour, 
made friends and learned (English, ICT, Media 
Literacy) through eTwinning. The project was 
awarded as part of the 68th European Competition in 
2021 and received the First Prize for Digital 
Citizenship as part of the Romanian National 
eTwinning Prizes 2021. 

Congratulations to all the students involved in the 

activities of #DigitalEU – we’ll do! eTwinning project 

and special thanks to Heidi Giese, German eTwinning 

ambassador and co-founder of the project, for this 

outstanding collaboration. 
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Abstract 
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In Western countries, up to 40% of teachers report that their jobs and positions entail high levels of stress and 

tension, and many leave the teaching profession after a few years. High pedagogical and organizational 

demands pose a threat to the wellbeing special education teachers, which could cause burnout, stress reactions 

and anxiety. This paper deals with the need to develop a unique yoga based pedagogical intervention program 

for teachers who teach students with special needs. A comprehensive review of the research literature on the 

effect of yoga reveals significant improvements in the physical and emotional health of diverse populations 

defined by age, gender, occupation, health, and employment status. Therefore, Yoga seems to be an appropriate 

method to be embedded in the daily school routine in order to provide relief and reduce special education 

teachers’ stress and anxiety levels. The primary conclusion of this paper reveals a need for a unique 

intervention program and that this is especially important for teachers generally, and teachers of special 

education specifically. 

 

  
Zusammenfasung 

 

 

Schlüsselworte: 
Sonderschulen; 
Sonderpädagogische 

Bedürfnisse; Yoga; Stress; 

Wohlbefinden; Praxis; Burnout.  

 

In den westlichen Ländern geben bis zu 40 % der Lehrer an, dass ihr Beruf und ihre Position mit einem hohen 

Maß an Stress und Anspannung verbunden sind, und viele verlassen den Lehrerberuf nach einigen Jahren. 

Hohe pädagogische und organistorische Anforderungen stellen eine Bedrohung für das Wohlbefinden von 

Sonderschullehrern dar, was zu Burnout, Stressreaktionen und Angstzuständen führen kann. Dieser Beitrag 

befasst sich mit der Notwendigkeit, ein einzigartiges, auf Yoga basierendes pädagogisches 

Interventionsprogramm für Lehrer zu entwickeln, die Schüler mit besonderen Bedürfnissen unterrichten. Ein 

umfassender Überblick über die Forschungsliteratur zur Wirkung von Yoga zeigt signifikante Verbesserungen 

der körperlichen und emotionalen Gesundheit verschiedener Bevölkerungsgruppen, definiert nach Alter, 

Geschlecht, Beruf, Gesundheit und Beschäftigungsstatus. Daher scheint Yoga eine geeignete Methode zu sein, 

die in den Schulalltag eingebettet werden kann, um den Stress- und Angstpegel von Sonderschullehrern zu 

reduzieren. Die primäre Schlussfolgerung dieser Arbeit zeigt, dass ein einzigartiges Interventionsprogramm 

benötigt wird und auch, dass dies besonders für Lehrer im Allgemeinen und Sonderschullehrer im Besonderen 

wichtig ist. 

  

 

1. Introduction  

In Western countries, the phenomenon of mental 

attrition among teachers, as well as possible means of 

handling the phenomenon and ways to prevent its 

occurrence, has been intensively studied since the 

1970s (National Commission on Teaching and 

America's Future,1996). Teachers who drop out of the 

educational system are a social phenomenon that has 

been expanding in recent decades across the Western 

world (Ingersoll, 2001). Many teachers, especially at 

the beginning of their careers, tend to leave teaching 

permanently, including a considerable number of 

talented teachers (Arbib-Elyashiv, 2013). In Germany, 

50% of all teachers retire early and half of them suffer 

from psychological problems such as exhaustion, 

anxiety, and depression, all of which have been 

associated with mental burnout (Schneider-Levy, 

2016). In England, the teaching profession is placed at 

the top of the list of the most stressful professions. In 

Switzerland, Scotland, Australia, and New Zealand, 

close to 80% of teachers are overloaded with work, 

which causes high levels of stress and burnout 

(Schneider-Levy, 2016). In the Israeli education 

system, the figures are similar: Half of teachers 

abandon instruction in the first five years (Schneider-

Levy, 2016).  

The purpose of this article is to discuss the needs 

of teachers of students with additional needs with a 

view to improving their sense of well-being, while 
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emphasizing the power of yoga to reduce their sense 

of stress by performing a series of emotional, mental, 

and physical exercises. "A healthy mind in a healthy 

body" is an expression coined by Maimonides about 

800 years ago in medical writings on the health of the 

body and soul (Gamliel H., 2013). This is interpreted 

as a continuous exercise in yoga because the main 

influences are a healthy soul in the sense of emotional 

balance, mental strength, clarity and relaxation, and a 

healthy body in the sense of flexibility, fine posture 

and strengthening of all the body's systems (Yesudian 

& Haich, 1994).  

In this paper I present a review of scientific 

research in respect of the effect of yoga practice on a 

sense of burnout, stress reduction and the development 

of a general sense of well-being with an emphasis on 

teachers in schools for students with additional needs.  

 The reason for selecting this specific population 

stems from the paucity of research in this field and the 

necessity to deal with challenging situations with the 

students placed in the centre. Later in this paper, I aim 

to outline a post-graduate level course for group yoga 

practice for teachers within the framework of their 

work environment with an emphasis on improved 

awareness and abilities to fortify their perception of 

optimal performance, both on a personal level and in 

the classroom. Thus, this study discusses the sense of 

despair of teachers who teach students with special 

needs in special education schools in Israel, to 

examine whether these teachers are aware of any 

decline in their sense of well-being. I will also present 

a unique yoga intervention program with the aim of 

strengthening the awareness of these teachers as 

regards their abilities to develop means of coping with 

feelings of stress and raising their sense of well-being, 

as well as developing pedagogical support methods 

while teaching. 

2. Literature Review 

2.1 Perspectives on the phenomenon of stress in 

schools 

The definition of the concept “stress”, according to 

the literature, refers to a dynamic state between the 

person and his/her environment that requires 

adjustment, both in the positive and negative sense 

(Glicksman, 2009). The sources of stressors largely 

determine the severity of the stress and the ability to 

cope (Glicksman, 2009). According to theories on 

stress, it appears that there are several components to 

the concept, one of which is attributed to a 

physiological aspect that is capable of causing damage 

to body tissues (Selye, 1956). Another component is 

social that causes damage to the social system 

(Smelser, 1963), and a third component is 

psychological, which refers to cognitive processes that 

violate the individual’s emotional balance and mental 

integrity (Lazarus, 1966). However, in an attempt to 

understand the sense of emotional welfare or general 

well-being for people experiencing stress, measures of 

life-welfare can be found in a report written by Stiglitz 

(2015), in which he claims that the concept “life-

welfare” includes all of the elements necessary to 

satisfy human needs combined with the possibility of 

working toward personal goals and sensing 

satisfaction from life (Stiglitz, 2009).  

These goals are intended for the general population 

but when we examine the teacher population discussed 

in this paper, comprehensive knowledge of the work 

environment is essential for understanding the 

challenges on a daily basis. Schools, like other 

organizations, are emotion-laden spaces that teachers 

experience as part of their daily work with respect to 

their positions and roles and the students, colleagues, 

and parents (Gilad 2008). However, the special 

education school framework has unique social and 

pedagogical characteristics, such as values, 

educational theory, and work practice (Gilad 2008). 

Like other organizations, teachers operate within 

organizational, environmental, and bureaucratic 

constraints, such as administration, human resources, 

job definitions, climate, policy, vision, and work 

norms (Bulkley & Fisler ,2003), which pose an 

additional challenge to their daily routine. Therefore, 

it is understandable that the difficulty in achieving 

personal goals, however important, may be 

unattainable at times despite the constant aspiration, 

whether consciously or not, towards mental well-being 

and stress reduction.  

This paper attempts to shed light on improving 

ways of constructively coping with all of the above by 

promoting a shared yoga session within the familiar 

space of the school environment. 

2.2 The potential of Yoga to reduce stress and 

anxiety at school 

Many studies indicate that continuous yoga 

practice has the potential to provide health benefits, 

including disease prevention and treatment (Nov, 

2019). Persistent practice changes the practitioner's 

worldview and can inspire discipline and a healthier 
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way of life (Iyengar, 2000), in itself a goal preventing 

the erosion of teachers’ well-being in general and 

teachers teaching students with additional needs in 

particular. Shmerling (2000) defines burnout or stress 

as a psychological withdrawal from work in response 

to stress or dissatisfaction with work and adds that the 

concept of attrition refers mainly to changes in 

motivation - loss of a sense of enthusiasm, excitement, 

or sense of mission at work. Cherniss (1980) notes that 

the discourse on stress refers mainly to a process that 

leads to negative attitudes and behaviors of the 

professional as a result of personal pressures. As part 

of one’s efforts to develop a sense of resilience, we can 

learn from Sivananda's (1988) approach to five 

principles for managing a healthy lifestyle, beginning 

with physical exercise, relaxation methods and 

learning practical techniques for controlling breathing, 

thinking and proper nutrition. Vishnu-Devananda 

(1995) argues that these five principles are intended to 

lead the practitioner to an elevated state of 

consciousness that recognizes that an individual is 

more than the sum total of a single person, an 

acknowledgement that improves one’s self-image. 

Sivananda and Vishnu-Devananda are two yoga 

teachers of many who have offered an approach to 

dealing with difficulties arising from diverse causes. 

As a result of publications and the increased Western 

trend towards yoga, there has been a tendency in recent 

years to conduct comprehensive studies on the effects 

of continuous and sporadic yoga practice to 

scientifically prove and understand the effects on the 

physical, emotional, and cognitive being. The National 

Institute of Medical Research in Britain allocated no 

less than £ 4 million to British universities in 

Newcastle and York to fund a comprehensive study of 

the health benefits of yoga (Nov, 2019. This dedicated 

funding demonstrates that health, education, and 

science practitioners increasingly recognize that 

practicing yoga, together with changes in lifestyle and 

nutrition, can effectively replace conventional medical 

care (Nov, 2019) or serve as additional therapy. The 

University of Sheffield Medical School and other 

institutions have conducted numerous clinical trials 

that demonstrate positive physiological changes, 

mental effects, and health benefits of regular yoga 

practice. These studies have led to the conclusion that 

regular practice can prevent and even cure many 

diseases (Nov, 2019). 

Yoga has a variety of poses and is divided into 

standing positions, forward bends, backward bends, 

twists, squatting, sitting positions, etc. For example, 

forward bends affect the nervous system and reduce 

blood pressure (Coulter, 2002). In addition, forward 

bends improve gastrointestinal functions and ease 

stress and anxiety (Zahor, 2008). In recent years 

clinical studies have shown an improvement in 

flexibility, posture, and body strength in a variety of 

people practicing yoga. Other studies examined the 

health effects of yoga on elderly populations. In 

Australia, for example, improvements in posture, 

mobility, and body strengthening were observed in 

elderly people who practice yoga regularly for about 

30 minutes a day. A research article published in the 

United States two years ago examined the effect of 

yoga on a group of 26 athletes and found that the 

exercises dramatically improved the flexibility and 

posture of those athletes against a control group (Nov, 

2019.) The yoga practice of combining breathing 

techniques and meditation leads to improvements in 

posture and strengthening of the body, and also to 

optimal changes in brain function, which, of course, 

boosts optimal physical functions (Yesudian & Haich, 

1994). Constant yoga exercise enables better sleep 

quality, improves alertness during daylight hours, 

facilitates weight reduction and strengthens the 

immune system (Yesudian & Haich, 1994). Studies 

have shown that constant practice combining 

breathing techniques regulates secretion of cortisol, 

also referred to as a stress hormone, which explains 

why consistent and continuous exercise results in 

elevated serenity and relaxation (Nov, 2019). A study 

conducted at the University of Australia in 2009 

examined the effects of yoga on a group of 131 people 

with anxiety problems. The study showed that 

continuous exercise for 10 weeks stabilized the 

cortisol levels of participants and significantly reduced 

anxiety. Yoga exercises include many relaxation 

techniques which can reduce symptoms such as stress, 

anxiety, and depression (Nov, 2019). The term stress 

refers to a violation of a state of balance in which an 

organism is positioned due to a physical or mental 

threat. Although people in the past may have been 

exposed to more stressful situations than those that 

threaten life today, contemporary society displays 

many physiological threats that elevate stress levels 

(Yesudian & Haich, 1994). 

Sometimes stress becomes permanent and chronic, 

and the body loses its optimal state of physical 

equilibrium. Medical studies confirm that yoga is an 

effective mean to relieve tension created by stress and 

depression (Yesudian & Haich, 1994). Chen (2018), 

President of the Weizmann Institute, claims that stress 
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affects brain wiring and that there is a link between the 

stress the mother experienced during pregnancy and 

metabolic and mental illnesses, such as depression and 

anxiety. Chen (2018) adds that physical activity 

produces chemicals in the body that improve mood 

and stimulate hormones and neurotransmitters, 

including endorphins, to reduce stress. In a study 

conducted at the Boston University School of 

Medicine in 2007, yoga practitioners found a high 

level of neurotransmitters in people who practiced 

yoga regularly, compared with a control group. 

Amongst the practitioners, higher levels were still 

present within an hour after the end of the yoga 

practice (Chen 2018). Lazar (in Cromie, 2006) 

conducted a study and found that meditation increases 

cortical plasticity in the brains of adults in areas 

important for cognitive and emotional processing and 

well-being. Lazar, who leads the study at Harvard 

Medical School, says these findings are consistent 

with studies that have shown that the region associated 

with music in the brain increases in size in the brains 

of musicians, and the same applies to brain regions 

associated with motor and visual activities in the 

minds of jugglers (in Cromie, 2006). 

3. Conclusions 

The purpose of this article is to discuss the need to 
improve the sense of well-being among teachers and to 
emphasize the power of yoga to reduce stress by 
focusing on teachers who work with students with 
special needs. In the literature review, studies have 
been presented that scientifically examine the effects 
of yoga practice and the benefits of reducing anxiety 
or stress and improving emotional mental and physical 
well-being.  

School as an organization demands that teachers 
exhibit high level teaching skills in order to cater for 
their students’ special educational needs. Within the 
school reality, teachers need to cater not only for their 
students’ educational and personal needs but also for 
the parents of these students, as well as to contribute to 
teamwork and comply with formal administrative and 
bureaucratic demands that are more demanding than 
other school frameworks. Furthermore, in their nature, 
special education schools have unique educational 
policy and culture to which teachers need to adjust 
their everyday pedagogical practice. These demands 
might bring about a threat to the teachers’ wellbeing 
who experience stress, burnout and reduced motivation 
and enthusiasm to answer those social and pedagogical 
job-related roles and workload. However, a look at the 
ministry of education general manager’s circular 
(https://apps.education.gov.il/mankal/default.aspx/20.
2.22) does not show any formal relation to reducing 
stress and anxiety among special education teachers. 

Moreover, the pre-service teacher education 
curriculum in Israel does not take into account the 
well-being of teachers. Yoga appears to be an 
appropriate method to be embedded within the 
everyday school routine in order to provide relief and 
reduce special education teachers’ stress and anxiety 
levels. 

Within this framework, it seems necessary to 

formulate a unique intervention yoga program that 

includes a series of yoga practice sessions in schools, 

and then examine its impact on special education 

school culture and on teachers’ perception of their 

well-being as a result of their participation in the Yoga 

program. The methodological design will be a 

pedagogical intervention program using a qualitative 

research methodology and an action research 

approach. The study will include teachers educating in 

special education schools for students with special 

needs. Teachers will participate in focus groups, 

observation, questionnaires, and interviews. The 

purpose is to obtain data and design a regimen suitable 

and compatible with the research population and the 

effects of the content for improvement and accuracy. It 

would be best if teachers could practice some of the 

exercises with the students during school hours 

because yoga is customizable, and everyone can 

partake in the session. At the same time, the message 

of the program is that a one-time or periodic practice 

provides a short-term response only. To create a solid 

foundation and gain and maintain the benefits 

mentioned, constant practice is recommended to 

promote an optimal lifestyle on personal and 

professional levels. 
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In the context of the challenges posed by the global 

transition of education systems to virtual learning, the 

use of information and communication technologies is 

no longer just a choice, but has become a necessity for 

all involved actors. In recent years, a whole digital tool 

must be effectively integrated into the educational 

process at all levels and this requires the development 

of complex skills, including both language-specific 

technology and the ability to use these means to 

support learning activities. In the last decades, the 

Romanian literature in the educational field has been 

enriched with works that have treated various 

perspectives on the possibilities of efficient integration 

of information and communication technologies in the 

didactic act. The psychosocial implications of 

education in the digital age, the possibilities of 

pedagogical and didactic innovation adapted to online 

education, hypostases of technology-assisted learning, 

etc. were discussed. 

The forced transition to online education during 

the Covid-19 pandemic has further increased the 

production of scientific articles that have explored the 

adaptation of teachers, decision-makers, pupils, 

students and parents to this form of education. 

Investigations from this period of social crisis have 

shown that, although technologies have been used in 

the educational process for decades, there are still 

many issues that require specialists’ attention. Both 

teachers and the generation of digital natives they 

educate need more special training and tools to make 

their work more operational in an environment that 

requires a swift accomplishment of various tasks.  

In this context, the dictionary we discuss about is 

a part of the broader direction of developing 

information resources that facilitate the competent and 

efficient application of digital technologies in 

education. More specifically, it reflects the concern to 

meet the training requirements essential for the 

knowledge society, by stimulating the reflective 

thinking of all those interested in the development of 

digital skills, but especially of teachers and students 

preparing for a teaching career. With a rich experience 

in educational research, the three authors of the book, 

members of Babeș-Bolyai University in Cluj-Napoca, 

coordinated a team that brings together professionals 

in the field of education, computer science and 

information technologies, from tertiary and secondary 

education, in order to put together a dictionary of terms 

on this topic of major interest for the current period. 

The heterogeneity of the team of authors, university 

professors, secondary teachers, computer scientists 

and master students, creates all the conditions for this 

dictionary to respond to various needs for the 

formation of digital skills specific to the educational 

field. 

Structured in two volumes, with a total of 544 

pages, the dictionary lists and explains terms in the 

field of Information and Communication Technology 

(ICT), in order to provide for the readers a useful tool 

in understanding the complexity of digital realities. 

The undeniable value of this book, unlike other 

previous publications on this topic, is that it provides 

an overview of specific terminology in a technical 

field, which in today's society must be mastered by any 
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participant in the educational process. Respecting the 

requirements of a well-structured dictionary, but also 

the criterion of the importance and frequency of terms 

in the field of ICT, the paper gives a certain amount of 

space for each letter of the alphabet. In this space, in 

addition to the scientific definition and explanation of 

the concepts, are presented their computer, 

pedagogical, psychological, sociological or economic 

implications and some bibliographic references to 

deepen the issues reflected by the terms. Another merit 

of the dictionary is that the translations of the English 

language concepts (that have entered in Romanian 

language) was provided. Thus, the user of the 

dictionary can gain flexibility in understanding the 

way that various electronic devices can be used. The 

authors also present interrelationships of concepts, 

which allow the understanding of the principles and 

mechanisms of operation of systems as a whole and, at 

the end of the volumes, list and explain the most 

commonly used symbols in the field of ICT. 

To develop the specialized language of teachers 

and for those preparing for a career in education, the 

authors proposed a selection of concepts and phrases 

applicable to education, considering the two meanings 

of ICT: a more general one, which refers to the search, 

the processing, storage and transmission of 

information and the other, which defines the 

principles, strategies, rules and operations required in 

communication. In a rough summary, we can say that 

the dictionary covers several areas of ICT 

terminology, among which we mention the most 

important for the field of education: 

 General terms that describe the process of 

digitization of education systems: e.g. Online / Virtual 

Education, E-learning, M-learning, U-learning, 

Learning Management System (LMS), Synchronous / 

Asynchronous, Blended learning, Deep Learning, 

Computer Based Education (CBE), Computer 

Enriched Instruction (CEI), Life wide Learning 

(LWL), Computer Assisted Instruction (CAI), Web 

Based Learning (WBL) Distributed Learning (DL), 

Artificial Intelligence (AI), Distance Learning (DL), 

Virtual Learning Environment (VLE) etc.; 

 Technical aspects of the architecture of 

computers or other computing devices: eg, Hard Disk 

(HDD), Sound card, Video card, Compact Disc Read-

Only Memory (CD-ROM), Device, Head-Up Display 

(HUD), 3D Printer, Microprocessor, micro USB etc.; 

 Information related to operating systems, 

applications, software for educational activities: e.g., 

Free software, Microsoft Office, Software Package, 

Google Workspace / G Suite, Parental control 

software, Google Forms, Microsoft Forms, 

Educational Robot, etc.; 

 Information and communication networks, 

web pages, e-mail: e.g. Internet, Internet Explorer, 

Social network, Website, Home page, Blog, 

Hyperlink, Address bar, IP address, Mail server, 

Instant Messaging, Web address, Web browser, Web 

hosting, Local, Web of Science (WoS), World Wide 

Web, Local Area Network (LAN) etc.; 

 E-learning platform: Modular Object-Oriented 

Dynamic Learning Environment (Moodle), Cisco 

Webex, Microsoft Team, Zoom etc.; 

 Elements of pedagogy and information 

teaching (teaching models, methods, means / materials 

/ tools, forms of organizing teaching-learning-

assessment activities using ICT): e.g., Science, 

Technology, Reading, Engineering, Arts and 

Mathematics (STREAM) E- teaching, Computer 

Assisted Design (CAD), Digital Curriculum, E-

assessment, Computer Assisted Assessment, E-

portfolio, Digital worksheet, Gamification, Didactic 

algorithm, Didactic animation, Interactive Whiteboard 

(IWB), Digital poster, Web-based seminar etc.; 

 Psychosocial aspects of ICT: Avatar, Online 

educational forum, Online communication, 

Cyberbullying, Chat Room, Virtual learning 

community etc.; 

 Information on procedures, operations, tools: 

e.g., Upload, Reload, Recording, Drop-down menu, 

Pop-up menu, Web Authoring Tool (WAT), Hypertext 

Markup Language (HTML), File Transfer Protocol 

(FTP) etc.; 

 Digital tools with a role in assisting and 

supporting users: e.g., Intelligent Personal Assistant 

(IPA), Intelligent Virtual Assistant (IVA), Frequently 

Asked Questions (FAQ), etc.; 

 Data security issues in the virtual environment: 

e.g., Antivirus Software, Malware, Backdoor, HTTP 

Cookie, Backup, Hacker, Phishing, etc.; 

 Ways and virtual spaces for storing 

information: Virtual Library, E-book, E-Journals, 

Database, Podcast, Data compression, Open 

Educational Resources (OER), Roshal Archive 

(RAR), ZIP etc.; 

 ICT skills, abilities and behaviors: Digital 

literacy, Media literacy, Digital behavior 

 Health aspects of ICT users: e.g., Internet 

addiction, digital dementia, technology phobia, 

cyberhondria, computer rage, etc.; 
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 Agencies, organizations, institutions with a 

role in creating innovative technologies: e.g., the 

Romanian Digitization Authority, Defense Advanced 

Research Projects Agency (DARPA), Wikimedia 

Foundation (abbreviated WMF) 

 Multinational companies offering digital 

products and services: e.g., Google, Google LLC, 

Microsoft, Advanced Micro Devices Inc, Bitdefender 

S.R.L., Intel Corporation, etc. 

The dictionary Information and Communication 

Technology in Education appeared in a context in 

which the need to train the digital skills of all those 

involved in the education system was more aware than 

ever. If by the beginning of the pandemic period, ICTs 

were already integrated into universities and schools, 

being more or less used by teachers, the global 

introduction of online education in the last two years 

has created a greater pressure to know and master this 

field. In these conditions, the book is a guide that 

includes the main conceptual landmarks of the field of 

information and communication technologies, 

focusing on those elements applicable in educational 

activities. In addition, it offers to the reader eager to 

deepen information in ICT field, specialized 

bibliographic references, recently published and 

carefully selected by competent authors in this field. 

In conclusion, a much-needed and useful dictionary 

that could became in a short time, one of the most 

valuable tools for those interested in the topic. 

 

Reviewed by 

Professor Ciprian CEOBANU, PhD
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The book Comprehension-based training. How 

we support students to learn effectively (Instruirea 

bazată pe înțelegere. Cum îi sprijinim pe elevi să 

învețe efficient) was published in 2020, at Didactica 

Publishing House Publishing House, Bucharest, 

Romania, author, PhD professor Ion ALBULESCU, 

director of the Department of Educational Sciences, 

within the Faculty of Psychology and Educational 

Sciences, of Babeş-Bolyai University Cluj-Napoca. 

His areas of interest are related to the process of initial 

teacher training for all levels of schooling, 

pedagogical doctrines, educational alternatives, 

communication pedagogy, comparative pedagogy, but 

the specifics of his publications are given by the 

extended vision of the educational phenomenon. 

The publication is part of the publishing house's 

Synthesis of pedagogy collection, a collection that 

analyzes in an extended way fundamental aspects of 

the field of Education Sciences, through an integrated 

approach, which includes theoretical foundations and 

application elements, in a general didactic context. 

Appeared in parallel, but not because of changes in 

teaching in the online environment due to the 

pandemic context, the paper starts from the idea that 

the target audience of this book consists of teachers 

who, in the current school conditions face with many 

and complex challenges, especially those of 

overcoming stereotypes and formalism in education. 

Thus, the volume provides the reader with pedagogical 

options for optimizing the impact that understanding-

based teaching can have on student learning, thus 

contributing to the modification of the student's 

intellectual architecture and ensuring a high level of 

academic performance. 

Built on 3 complementary directions for analyzing 

the educational phenomenon in terms of the 

relationship between understanding and effective 

learning, the paper highlights the fact that the 

theoretical and practical reconsideration of education 

implicitly involves redefining the concepts of teaching 

and learning from the perspective of understanding. In 

this case, teaching acquires a new meaning, built by 

relating to what it means to learn as an intentional 

challenge of change in all those involved. 

Chapter I analyzes how teachers can influence 

students' school performance, analyzing the 

phenomenon from the perspective of the relationship 

between teaching quality and level of learning, 

knowing that students' educational perspectives 

depend on the quality of teachers' performance, in 

terms of curriculum design, establishment training 

strategies, class management or motivating the 

involvement of students and parents in the educational 

process. 

Emphasizing the idea of teaching, the various 

perspectives of this action are analyzed: teaching as 

transmission of information, norms, and action 

techniques relevant to the student, teaching as the offer 

of educational experiences that bring the student closer 

to the truth and capture the essence and human 

significance. socialization of things and teaching as a 

form of directing meaningful learning. 

The act of teaching is considered by the author a 

causal variable on which depends largely the state of 

preparation of students, being dependent on the level 

of clarity of those transmitted, the proposed objectives, 

the quality of explanations offered or the explicit 

concentration of those taught. The level of 

involvement of the students and the optimal level of 

their motivation for learning are reached especially 

when the didactic activity demands their full 

educational potential, helping them to discover 
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information, problems, and solutions to these 

problems and to understand that learning is a process, 

not a measurable quantitative product. 

The involvement of metacognitive awareness in 

learning is seen as an opportunity to create 

opportunities to reflect on the knowledge to be 

mobilized in different contexts, on the progress 

already made or aimed, but also on obstacles 

encountered and resources mobilized to overcome 

them. When a teacher begins his / her lectures, his / her 

actions change the students' state of knowledge, a 

change that is never homogeneous in the whole class. 

Thus, in terms of these changes, heterogeneity 

increases or decreases, depending on the actions 

themselves. 

Active learning is approached in the paper as a 

process in which students are directly involved in the 

process of building an understanding of ideas, facts, 

events, and things, under the direct monitoring of the 

activity carried out by the teacher. 

The paper also refers to two concepts that are 

constantly conveyed in learning activities: explanation 

and understanding. The conceptual clarifications, the 

dedicated didactic examples and the holistic analysis 

of the concept help us to better understand which the 

optimal ways are to use the explanation as a support 

element of the understanding. The role of the 

explanation is to remove the mechanical and purely 

narrative character of learning and to allow students to 

have control over their own knowledge. There are also 

presented ways to exemplify the landmarks of the 

agreement and emphasize the value and role of the 

questions, analyzed both as a way to capture attention 

and to make changes to the explanations already given. 

These are the major coordinates of the reviewed 

volume, the stated purpose being to stimulate the 

availability of teachers to optimize the impact that the 

teaching can have on students' learning. The author 

addresses both practitioners and specialists in the 

sciences of education, offering each one both a tool of 

analysis and a consistent construct for their own 

reflection, for the reconsolidation and decantation of 

information. 

The substantiation approach carried out is 

necessary for the pedagogy to evolve coherently and 

harmoniously. At the same time, the work is an 

epistemological challenge, having the great merit of 

putting together with the scientific rigor and a 

comprehensive vision on the phenomenon. The author 

addresses both practitioners and specialists in the 

sciences of education, offering each a tool of analysis 

and a consistent construct for their own reflection, for 

the reconsolidation and decantation of information. 

 

Reviewed by 

Associate Professor Delia MUSTE
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Specific Details 

The book “e-Didactics. The training process in the 

online environment” (420 pages, ISBN: 978-606-048-

366-3) was published in 2021 in the collection 

Synthesis of pedagogy at Didactica Publishing House, 

in Bucharest, Romania. 

 

Contextualization 

The pages of this volume present the main 

conceptual benchmarks of e-Learning, the specifics of 

possible teaching strategies to be used in the online 

environment and the main digital tools available. 

Through the approached topic, the authors aimed to 

provide teachers with relevant theoretical and 

praxiological landmarks, as a support for the 

development of digital skills and the improvement of 

educational practices in the online environment. 

The crisis caused by the Coronavirus pandemic has 

placed the teaching process in the online space, but the 

use of these technologies has not started and will not 

end with this crisis. The need to improve digital 

education is pressing for reasons related to our 

existence in the information society. 

We are witnessing the development of educational 

services and the formation of virtual learning 

communities, which requires rethinking teaching 

approaches. In order for education to meet the current 

training requirements of the younger generation, it is 

necessary in particular: to expand these services, to 

train teachers to be able to use information resources, 

to design effective activities and learning experiences 

in the online environment. 

 

Due to the ever-increasing use of new technologies 

in the training process, the beginning of the 21st 

century was marked by attempts to revise the didactics 

issue, considering that the reconceptualization of 

traditional didactics is important in light of rethinking 

its role in the digital age. The new e-Learning didactics 

was called e-Didactics, a didactics of ICT integration 

in education. 

 

The educational message of the book 

The main educational message of the book is that 

(according with definition of IEEE Education Society 

and IEEE Computer Society, https://ieee-

edusociety.org/publication/ieee-tlt): ”learning 

technologies and their applications cover, including 

but not limited to the following topics: innovative 

online learning systems; intelligent tutors; educational 

games; simulation systems for education and training; 

collaborative learning tools; learning with mobile 

devices; wearable devices and interfaces for learning; 

personalized and adaptive learning systems; tools for 

formative and summative assessment; tools for 

learning analytics and educational data mining; 

ontologies for learning systems; standards and web 

services that support learning; authoring tools for 

learning materials; computer support for peer tutoring; 

learning via computer-mediated inquiry, field, and lab 

work; social learning techniques; social networks and 
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infrastructures for learning and knowledge sharing; 

and creation and management of learning objects”. 

 

e-Didactics has a number of specific features that 

make it conceptually different from classical didactics. 

The application of ICT in education requires a 

paradigm shift, from traditional teaching to use of 

learning technologies. The focus is on the design, 

development and implementation of distributed 

interactive multimedia teaching materials in effective 

web-based learning environments, and the use of 

information and communication technology. 

 

The content of the book 

The book is structured by twelve chapters, each 

chapter is designed by one or more authors.  

1. E-Learning and Blended Learning in the 

Information Society (Ion Albulescu). 

2. Teachers' Digital Competences (Ion 

Albulescu). 

The preparation of teachers for blended and online 

teaching should contain: 

A. Online Teaching Skills 

In order to master new knowledge and 

competences Instructors have to understand: 

Teaching online vs. teaching face-to-face 

(similarities and differences);  

Online teaching skills (Pedagogical;  

Technical; Administrative);  

Self-assessment activity. 

B. Instructional Design Models and Theories of 

Learning 

Instructional Design is a specific subject for online 

learning. 

Learning theories (from behaviourism, 

cognitivism, constructivism and connectivism) will be 

identified in relation to common instructional design 

models such as: ADDIE (Analysis, Design, 

Development, Implementation, Evaluation); Gagne’s 

Nine Events of Instruction. 

3. School Curriculum: Content Management in 

the Virtual Space. Online Learning examples 

of good practice and Experiences. Lavinia 

Nițulescu, Cristina Ispas 

4. Design of e-Didactics strategies used in online 

training. Horațiu Catalano 

5. Online Collaborative Learning, Mirela 

Albulescu 

6. Combining Learning Theories with Online 

Education: Methodology and Technology, 

Daniel Andronache, Marius Bănuț 

7. The Online Learning and Training Design, 

Dana Opre 

8. The Use of Social Networks in the Online 

Training Process, Constantina Catalano 

9. Methodology of Using ICT Resources and 

Tools in the Online Training Process, Horațiu 

Catalano, Maria Scuturici, Oana Moldovan 

10. Evaluation of Students in Online University 

Education, Cristian Stan 

▪ Formative Evaluation 

- This part of the evaluation is presented in every 

phase of the ADDIE model. 

▪ Summative Evaluation  

- Opportunity to receive feedback from the learner. 

- If necessary, revisions are made at this point. 

The Formative Evaluation was conducted for each 

individual stage of the process, and the resulting 

feedback information was immediately integrated into 

process revisions for that stage.  

The Summative Evaluation was performed by 

collecting feedback from users and incorporating their 

suggestions. 

11. E-learning Evaluation, Anca Simion  

Assessment in Online Environments 

Strategies for planning assessments, grading 

student work and providing effective feedback in 

online learning environments are presented.  

Teachers should master: Place and Purpose of 

Assessment (Fig. 4): Assessment in Constructive 

Alignment; Formative and Summative Assessment; 

Assessment Tools and Activities; Effective Feedback 

through Grading Rubrics: Characteristics of Effective 

Feedback; Grading Rubrics. 

12. E-twinning Learning Community, Gabriela 

Ileana Crisan. 

 

Strategies for building a sense of community 

among online learners and activities based on social 

learning theory to ensure successful educational 

experiences are essential. Methods for developing 

online social presence and identifying strategies and 

activities for developing and maintaining supportive 

online communities are compared. 

 

Teachers should know how to: define Online 

Learning Communities: Function; Identity; 

Participation; Interaction Online Learning 

Communities and Online Classes/Collaboration: 

Using Ice-breakers/Intros in Online Spaces; 

Learner/Peer Feedback; Group Assignments; 

Strategies to Develop Successful Online Learning 
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Communities: Modeling; Articulation; Coaching; 

Exploration; Reflection; Scaffolding. 

The book is aimed at both current and future 

teachers in Universities, High Schools and Schools, as 

well as Students and Pupils. The book can be used as 

a teaching guide, as it contains and provides examples 

of good practice. 

Communication Strategies in Online 

Environments 

Teachers should master tools and strategies 

enabled them to communicate effectively with 

students in the online environment. They will review 

how they can apply the Community of Inquiry model 

to increase cognitive, social and teaching presence, as 

well as tips and techniques for planning and 

moderating effective online discussions. Teachers 

have to know how to design a communicative learning 

activity to increase interactivity in the online 

environment. 

Teachers should learn and understand the 

following subjects: Online Courses as “Communities 

of Inquiry”:  

What is Community of Inquiry; Cognitive, Social 

& Teaching Presence;  

Types of Asynchronous Communication: 

Meaningful Online Discussion; Discussion 

Board/Forum Facilitation;  

Types of Synchronous Communication: When to 

Use Synchronous Communication;  

Preparing for a Synchronous Session. The 

community of inquiry model consisted of three core 

elements of an educational experience: Teaching 

presence, cognitive presence, and social presence. 

The book presented in a strong pragmatic vision 

the illustrative results of recent scientific studies. 

 

Conclusions regarding the relevance of the book 

Both Students and Teachers (Professors) will use 

this book in the Blended Teaching and Learning 

Methods. The integration of online laboratories (both 

Virtual and Remote) in the Science, Technology, 

Engineering, and Sciences (STEM) training process, 

the use of Virtual Learning Environments (VLE), the 

inclusion of Open Educational Resources (OER) are 

the strategies for the future. 

 

Reviewed by 

Professor Adrian A. ADĂSCĂLIȚEI, PhD
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Starting from the premise that the game was, is and 

will always remain a form of activity that is accessible 

and attractive at any age - in fact, a fundamental 

human activity, along with work, learning and creation 

- a group of authors-researchers bring in front of the 

reading public, a paper focused on this issue. 

Apparently, a topic suitable for young people, but, 

actually, addressable at any age and in different 

situations, it made the process of systematizing 

approaches and considerations materialize in the 

publishing of a specialized dictionary, included in the 

collection Paedagogia, coordinated by Professor 

Mușata-Dacia Bocoș, PhD, at the Cluj University 

Press Publishing House. 

 

The Dictionary of Game Pedagogy presents in 

more than 400 pages the terminology of the curricular 

and extracurricular play field, in a diversified manner, 

given both the current Romanian curricular nuances 

and the need to ensure continuity in the reference ages 

of those who practice the game.  

 

The spirit in which this work is written is a 

pragmatic one, the intention of the authors being to 

support, in explicit ways, the didactic and educational 

approaches of those who capitalize on the game and 

playful activities in the most diverse contexts. 

 

We note that the authors were concerned with both 

pedagogical terms and pedagogical phrases related to 

the field of game pedagogy, to which they provide 

operational, descriptive and explanatory clarifications 

for a number of pedagogical terms and phrases, 

highlights of essential and defining elements, with 

indication of proximate gender and specific difference. 

The pedagogical definitions are formulated using 

logical-semantic operations, explanatory and 

descriptive approaches, unequivocal operational 

formulations, didactic and methodical illustrations, the 

systemic interrelation of pedagogical terms and 

pedagogical phrases. Depending on the defined 

concept or the defined phrase, the pedagogical, 

psychological, curricular, didactic, managerial, 

sociological, philosophical, ergonomic, legislative, 

informatics, economic, ethical, axiological 

implications specific to the communication theory 

were highlighted. The analyses and interpretations 

offered are topical, with explanatory and illustrative 

force, with a consistent specialized language, unitary, 

current, modern, able to offer explanations of 

educational meanings, made from multiple scientific 

perspectives, operating in analyses, syntheses, 

theoretical research -fundamental and practical-

applied in the field of game pedagogy, respectively in 

the theory and practice of the game and the didactic 

game. 

 

It should be noted that the authors were also 

concerned with the analysis of terms and pedagogical 

phrases that refer to periods less addressed in the 

context of play activities. We are talking about the first 

year of a newborn baby, on the one hand, and, on the 

other hand, about the area of adulthood, including the 

palliative field. The authors do not neglect the fact that 

the game has existed since the beginning of mankind 

and that it is practiced by people of all ages, from all 
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corners of the world, from all cultures, in individual or 

collective ways, with multiple purposes: socialization, 

knowledge, awareness, personal development, 

relaxation, rest, etc. 

 

All these elements mentioned by us are the 

strengths of the paper and ensure its educational 

relevance and added value. 

 

The conclusion of the book is the idea that the 

game is capitalized in didactic and educational 

contexts, for instructive-educational purposes and in 

order to shape the personality of learners and support 

their training as a fundamental form of teaching 

activity, respectively as a means of education. Thus, it 

allows the achievement of objectives corresponding to 

intellectual, moral, aesthetic, physical, technological, 

health etc. education, in a relaxed, constructive, 

positive, stimulating, invigorating atmosphere, 

characterized by good mood and joy. The 

explanations, examples and illustrations in the text are 

of real use to educators, teachers, pupils and even to 

their parents. 

 

The whole process of informing and documenting 

the reader is facilitated by explanations, 

considerations, illustrations, references that are made 

to other pedagogical terms and other phrases, related 

to the term that is analysed, as well as highlighting its 

theoretical and practical implications. In this way, the 

reader develops a reflective, active, critical-

constructive and argumentative spirit, being supported 

in practicing an active, logical and systemic thinking 

about the educational phenomenon and its current 

issues and in practicing and developing specialized 

language.  

 

The utility of the dictionary is completed by the 

design of a set of 212 general applications with 

formative and informative values, which can be 

conducted individually or in groups, for concepts and 

phrases, at the choice of the readers. 

 

The paper capitalizes on bibliographic sources - 

treatises, dictionaries, volumes, books, magazines and 

current and relevant web sources in the field of 

educational sciences. 

 

Through the density of ideas and the richness of 

curricular, didactic and methodical considerations and 

illustrations, the work is a bibliographic resource that 

can be successfully used by education practitioners, 

trainers in activities with adults, students and other 

categories of people. By providing everyone with a 

consistent bibliographic support, which should be 

actively and critically-constructively received by the 

target audience, the Dictionary of Game Pedagogy 

validates its scientific consistency and educational 

relevance, which will ensure it a well-deserved place 

in the Romanian pedagogical literature. 

 

Reviewed by 

Professor Liliana CIASCAI, PhD
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The book Emotional-affective education. New 

prospects, new strategies (210 p., ISBN: 978-973-46-

8334-5), published by Polirom Publishing House, Iași, 

in 2020, in the Collegium. Educational sciences series 

(coordinated by Constantin Cucoș), represents the 

outcome of the studies conducted by Ioan Neacșu and 

Mihaela Suditu within the field of psychology and 

educational sciences as their preoccupations 

materialised in various papers published in scientific 

journals in the country or abroad and in several 

specialised volumes. 

 

About the authors 

Ioan Neacșu is Emeritus Professor, PhD, at the 

Faculty of Psychology and Sciences of Education, 

University of Bucharest, PhD tutor (since 1992). He 

teaches courses of education psychology, learning 

methods and techniques, learning theories and 

practices (in coaching), management of human and 

quality resources, management of research projects. 

Training and advancement stages in the USA 

(Harvard), Israel, Great Britain, Austria, at UNESCO, 

the World Bank. Doctor honoris causa of „Ovidius” 

University of Constanța, associate member of the 

Researchers’ Academy of Romania, corresponding 

member of the American- Romanian Academy of Arts 

and Sciences. Author, co-author or coordinator of over 

40 volumes and more than 150 scientific studies and 

papers published in specialised journals in the country 

and abroad. Among the latest volumes published at 

Polirom, we can mention: The neuro-didactics of 

learning and cognitive psychology. Hypothesis, 

Connections, Mechanisms (2019), Centenary 

Education (coord. in collab., 2018), The education 

psychology (coord., 2018), Effective learning methods 

and techniques (2015). 

Mihaela Suditu is Professor, PhD, at the Faculty of 

Letters and Sciences, Department of Sciences of 

Education, at the Petroleum-Gas University of 

Ploiești. She has a PhD in Educational Sciences 

awarded by the University of Bucharest. She teaches 

courses of training theory and methodology, didactics 

of teaching the educational sciences, programs of 

emotional education in kindergarten and school, career 

management and personal development. Author, co-

author and coordinator of ten volumes and over 75 

scientific studies and papers published in volumes and 

journals in the country and abroad. Coordinator and 

member in teams for international and national 

research-development projects. Among the papers she 

published we mention:  Violence Prevention and 

Safety Promotion in Higher Education Settings (ed. in 

collab., 2017), Socio-emotional intelligence, a 

competence of the didactic profession (2009). 

 

Conscience and awareness, key terms linked to the 

educator’s mission 

The authors of the book Emotional-affective 

education. New prospects, new strategies agree with 

the psychologists’ statement according to which “the 

relation between emotion, affectivity and life quality 

is the logical base of authentic, normal and natural 

behaviour, of expressiveness development, the 

integration in the normative and regulating social of 

the balance between conscience and awareness of our 

daily actions.” In this context, school plays an 
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essential part in the moral life of society, that of 

teaching the child to properly distinguish between 

right, truth and progress, imposing some tasks 

(assumed by the authors themselves): careful 

examination of the need for enrichment and 

diversification of the emotional-affective repertoire of 

those who work in education; promoting mostly 

positive and acceptable emotions from the socio-moral 

point of view; creating a healthy emotional, tonic and 

creative-constructive climate in the classroom and in 

school; the achievement of a balance between the 

cognitive, the emotional and the spiritual; focusing the 

creative efforts on multiple intelligences very 

necessary for the satisfaction of the so diverse 

spectrum of the students’ potentialities. 

The authors start from four statements (integrated 

in the paper The educational psychology, 2000, written 

by Professor Neacșu): 

 The man of the future is a man without 

affectivity; 

 Affectivity is an asylum for all unsheltered 

psychic phenomena; 

 The contemporary psychology has dissolved 

affectivity into other more comprehensive categories, 

more concrete and more susceptible of 

individualisation such as person, character, temper, 

motivation etc; 

 The emotional-affective life of education’s 

actors is not presented as a uniform psychic reality for 

all the analysed subjects. Sometimes it is 

untranslatable, incomparable, a structure possibly 

decomposable in perceptive aspects, personal 

experiences, changes and modifications of body 

language, strongly differentiated motor 

expressiveness (flight, hesitation, retreat, avoidance, 

other responses/actional reactions etc) 

 

Structure of the book 

The book contains 17 chapters structured into three 

distinct parts: the first part is all theoretical, the other 

two are practical-applicative. 

The first part entitled Human emotions: theoretical 

basis, knowledge and power through education 

contains 11 chapters. The chapters start from 

Resonances in the universe of human emotions – in 

search of identity mentioning that emotions represent 

“a vibration which involves the whole body, all human 

being in relation with others, afectogenously 

correlating also the whole spectrum of human 

motivations” and that it would be only natural to speak 

about “emotional complexity and not ‚a single pure 

emotion”. In the second chapter, The micro universe 

of human affect: Descriptive readings, authors 

indicate some didactic orientations with affective 

potential that have relevant value: a better 

understanding of the relations between cognition and 

affectivity; the correct understanding of the way in 

which affectivity accompanying the training process 

can influence the behaviour in the learning process, 

with reflections in self-conscience and self-concept; 

the clear description of the relations between the 

affective field and the basic cognitive objectives of 

training and learning, between the abilities and 

attitudes towards the quality of the school curriculum; 

the demonstration of the students’ abilities in the 

selection, development and integration of affectivity in 

the complex of strategies and methods suitable for 

teaching-learning, of models and values constituting 

experiences and basic apprenticeship, of the basic 

promoted missions by and through the curriculum 

specific for musical and plastic arts on the one side and 

that of sciences and informational technologies 

integrated harmoniously or associated to the creative, 

entrepreneurial and multicultural behaviours on the 

other side. Referring to The Emotional brain and the 

complex biochemistry, explanatory sources of socio-

emotional competence, the authors agree at the end of 

this third chapter that “educators can also assimilate 

progressively the status of micro-researchers in the 

field of cognitive neuro-sciences, of creative people in 

the space of the formation of new human 

personalities”. The fourth chapter, Socio-emotional 

health. Significances and psycho-pedagogical 

foundations is built on the following structures: 

integrative health, emotionality and emotional power, 

a “challenging” subject in education psychology 

because while they develop “the children become 

more and more conscious of their ability/capacity to 

feel, to be sensitive to what is humanly natural and 

normal with the status of vital conditions of the well-

being, potentiality, positive intelligence; the health of 

emotional status, highlighting the fact that emotional 

health and education for emotional health (in school 

and outside school) have as goal the emotional-mental 

normality; consequences and redefinitions; the 

program-project “Forming emotional sensitivity”.  

The development and evolution of socio-emotional 

intelligence for pre-schoolers and schoolers is the title 

of the fifth chapter, in which the authors present 

synthetically and in detail the aspects of affective 

relations, so that in the sixth chapter, Phenomenology 

and alternative taxonomies in the spectrum of human 
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emotions, to offer a grouping and classification of 

emotional experiences. Quintessence of emotional 

experiences, the affective learning is debated in the 

next chapter: Emotional-affective learning: 

processual-motivating values. They presented five 

guiding principles of a school which promotes and 

achieves affective learning. Aspects referring to the 

Emotional and affective in the educational group: 

integrating valences are approached in chapter eight, 

highlighting that the whole emotional-affective 

spectrum “is based on mechanisms of neuro-science 

applied to the background of the implicative affective 

behaviour, redefined and especially by the affective 

memory , as well as by the creative-contextual 

decision acts” and the affective learning is invoked 

frequently “as a need, as a consequence of the need to 

continuously restore the balance cognitive-affective, 

of the rich intuition in rational anticipations, in 

associations of the motivating interest with the focused 

attention”. The teacher-student relationship: 

connections with the emotional-affective intelligence 

profile are debated in chapter nine, highlighting that 

the relationships between emotion and the action 

tendency “are not autonomous, are not verified totally 

but they represent anticipations with chances to 

manifest, combinations can be produced, inter-

crossings between probability-improbability. Very 

important are the competence and skills of educators 

to detect and regulate the chosen strategy in order to 

reach the proposed educational goals”. In the tenth 

chapter the authors present Training programs and 

practices of emotional preparation, starting from the 

fact that in foreign cultures the experts speak about a 

curriculum with psychological value destined to the 

training of emotions, with significant impact on the 

students: affective education, “based on curricular 

programs destined to the change of values and through 

them of the students’ and teachers’ behaviour”. The 

last chapter of the first part provides details about A 

project of high school curriculum. Human emotional-

affective side and personality. 

The second part, Knowledge Techniques and 

instruments: applications with qualitative-

transformative effects, comprises three chapters 

discussing certain instruments (questionnaires and 

tests) for students’ emotional-affective evaluation, 

helping them become aware of their own emotional 

and self-manifestations and there are details of the 

effects of knowing centred on the difficult students 

with minor emotional disturbances. 

The third part, Education of values and emotional-

affective behaviour: strategies, design and 

interactions offers some sets of strategies in the form 

of a project that comprises activities, exercises, games 

etc. which should contribute to emotional enrichment. 

 

Conclusions regarding the relevance of the book   

Global research has highlighted the importance of 

emotional factors, in addition to intellectual ones, for 

the success of an individual, stressing that the 

emotional part of the human brain represents the 

foundation not only for the rational thinking, but also 

for the whole personality. If we are motivated by the 

enthusiasm and pleasure offered by what we do, the 

emotions will lead us to success. In this respect, 

emotional intelligence is an aptitude which highly 

influences all the others, stimulating or inhibiting 

them. Emotional-affective education. New prospects, 

new strategies represents a challenge for all the 

stakeholders who contribute to the emotional-affective 

formation and education: school, family, society, 

helping us to acquire the science and art of improving 

our human nature by emotions and affective life. 
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