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KiroueBrle cnosa: METOOO0JIOT U, neaaromqecxnﬁ npouecc, METoA0JIOTHYIC-
CKHUC 3HaHUA, COACPIKAHUC 06pa30BaHI/I${, (l)OpMI/IpOBaHI/Ie METOAOJIOTHYECCKOI'O KOM-
MOHEHTAa CUCTEMEI 3HAHUK yJamuxcs.

A. B. OmenbueHko
METO/JIOJIOT'| SI IEJATOI'I KA B CYUYACHIM OCBITI

Becy meparoriunmii npouec IPHUXOBaHO abo SIBHO TPOHHM3aHUH
MGTOZ[OHOFi‘{HPIMI/I TIIpUIIMCAMU: Bi,Z[ TPAaHUYHO 3araJlbHUX M0 KOHKPECTHHUX MCTOINY-
HUX peKoMeHpaamii. Y nmaHid ctaTTi Oyno pO3TISHYTO CYTHICTh, CTPYKTypa Ta
(dyHKI1iT MeTOMONOTIT IMearoTiky; OyJio BU3HAYEHO MICIlE METOOJIOTITHOTO KOMIIO-
HEHTa CHCTEMH 3HaHb y 3MICTi BHIIIOT OCBITH Ta criocoOu foro GpopmMyBaHHS.

KitouoBi cimoBa: METOMOJIOTIS, MeJaroriyHuil mporec, METOOJIOTiYHI 3HAH-
Hs1, 3MICT OCBiTH, ()OpPMYBaHHS METOIOJOTITHOTO KOMITOHEHTA CUCTEMH 3HaHb YUIHIB.

A. Omelchenko
METHODOLOGY OF PEDAGOGICS IN MODERN EDUCATION

The pedagogical process is permeated by the mdtwgidal orders: from
utterly general to concrete methodical recommendatiln this article the essence,
structure and functions of methodology in Pedagogiere defined. The proper
place for the methodological knowledge in shapimg ¢dontent of education and the
methods of its formation were outlined.

Key words: methodology, pedagogical process, metlogital knowledge,
the content of education, the formation of the mdtiogical component of the sys-
tem of knowledge.
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THE COMPLEX INSTRUCTION MODEL

Problem statement The complex instruction is a combination of pemutsg
cal strategies and promotes equal-status interecimongst students as they engage
with tasks that have high cognitive demand withinocaperative learning environ-
ment. The complex instruction model aims to “disrtypical hierarchies of who is
‘smart’ and who is not” (Sapon-Shevin, 2004). Intjgalar, complex instruction
addresses the central features: curriculum, instrucand organization, which can
construct failure for students or alternately cleatige situation so that more students
are academically successful. The complex instroctie three principles, that when
simultaneously enacted, support equitable participsand increase student under-
standing. These three principles are (1) a muititalzurriculum: provide curricular
activities that are open-ended, rich in multiplditds, and provide opportunities to
learn important concepts and skills central to@itiea. (2) instructional strategies:
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develop autonomy and interdependence of each drpwsing, modelling and hold-
ing students accountable to the norms and roles.(8nstatus and accountability:
raise intellectual expectations for all studentddhindividuals and small groups ac-
countable for participation and learning, and vé@e in status issues. (Cohen, Lo-
tan, 1997)

Complex Instruction “emphasizes equal-status &uisns among students
and specifies the conditions under which teachansestablish and support such in-
teractions. Teachers build equitable classroomgrhafting group-worthy learning
tasks, organizing the classroom for productiveadmtation, developing the student’s
facility with the academic discourse of the disitip] assessing and providing feed-
back to groups and individuals and, most imporaty addressing status problems
that arise in small working groups”.(Lotan, 2011:1)

In Complex Instruction model, teachers are using itvterventions: first, in
a “multiple-ability orientation” that precedes theoup task, teachers convince stu-
dents that in addition to the traditional acadeafidities of reading, writing and cal-
culating quickly, a multitude of different intelleml abilities are needed to complete
the task successfully. By stating that differentdsints will make different intellec-
tual contributions, the teacher creates a mixedobexpectations and thus fosters
more equal participation, and second, by closeieoling students who previously
exhibit low-status behavior, the teacher can nosigecessful contributions to the
group effort and to the successful completion eftdsk by those students. To make
possible the use of these interventions, are usadhihg tasks that support group
interaction and equal-status participation. (Ld®an2011:4-5)

Elizabeth Cohen and her colleagues at Stanford ddsity developed a
form of cooperative learning known as Complex lmstion (Cl). For over thirty
years, they have worked from its research baskeirsdciology of small group proc-
ess to promote academically successful groupworkuhblic school classrooms.
Their work shows us how to organize our classroéonssuccessful collaboration
among heterogeneous groups of learners and theKewrning in groups is partici-
pation (talking and working together) (Cohen, Lotand Holthius, 1995).

David P.Ausubel is the author of a “coherent theafryhe teaching in the
school”. Its reason is to solve the contradictibatveen the psychological theory of
learning and the pedagogical practice of trainfagnodel of training is aimed to in
school which:

a) starts from the teaching — learning activity pearfed in the class-
room

b) emphasizes the conditions of the conscious learnglitions (see
the cognitive and mativational resources of theilsyp

c) capitalizes the competent teachers™ experience tf@eelidactical

methods based on discovery, debate, creativitygspection)
Ausubel solves the report between the learningribgeaand the training
models in a pragmatical spirit. The learning thesranswer to the typical require-
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ments of the power of explanation.” In order tonggiedagogical utility, the theory
should meet a more pretentious criteria: the sakiatamodification of the behavior
of the teacher who gained it” The analyses of thort is performed within a de-
scribed epistemological and methodological contexich aims to clarify the status
of the education/pedagogical psychology (AusubehiRson, 1981)

Making the teaching efficient in schools imposes jhining of the two di-
mensions or categories of variables of the a) édwcanedium and b) anticipate ef-
fects by objectives, within a concrete socio-pedigaa context. The pedagogical bet
requires the resources of the fundamental and Ggiplé research, needed to solve a
very complex and difficult problem. Epistemologigalit implies it implies the
elaboration of some “integrating theoretical coriteyhich allow later “the descrip-
tion of the empirically derived concepts betwedre ttwo classes of vari-
ables”(Ausubel; Robinson, 1981:63). This is what tieory of the conscious learn-
ing in schools tries to achieve.

This article are highlighted the importance anditytof the complex in-
struction model on the learning actions as conscliearning process.

Conscious Learning Paradigm.The paradigm is, says Thomas Kuhn, "a
coherent universe of ideas and principles accepted scientific community that
intends to provide a comprehensive explanation,lugiee, on a scientific
phenomenon" (Apud Birzeal998, p.51). For Boroviw paradigm "is the general
scale of observation and scientific interpretatmna phenomenon” (Apud lucu,
2001:51) At present, in | Neat opinion, can be determined several major
guidelines methodological paradigms of explorattyye at the level of training
models: (a) focus on correlations of the qualimtand quantitative aspects specific
to the two major processes: training - learning; focus on one of the most
important and interesting problems in the educatiod learning as an alternative
horizontal namely the influence of training (tea)i (c) vertical focus attention on
the importance of education and learning are vieaggroducts or as processes; (d)
focus on specific descriptions of relationshipswestn predetermined objectives,
expected performance, and qualitative and quainttatariation main basic stimuli.
These approaches to learning from different angésgh with advantages and
limitations, are complementary rather than compet{Neasgu, 1999:63)

Learning as a product.In general learning is defined as a change in behav
ior. In other words, learning is approached aswcome - the end product of some
process. It can be recognized or seen. This approas the virtue of highlighting a
crucial aspect of learning - change. Merriam anffatella in 1991 were asking the
questionCan the change involved include the potential foarge?Questions such
as this have led to qualification. Some have lookedlentifying relatively perma-
nent changes in behaviour (or potential for chammgea result of experiences. How-
ever, not all changes in behaviour resulting froqpegience involve learning. (Mer-
riam and Caffarella 1991: 124). It would seem faiexpect that if we are to say that
learning has taken place, experience should haga bsed in some way. Not sur-
prisingly, many theorists have, thus, been lesceomed with overt behaviour but
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with changes in the ways in which people 'undedstan experience, or conceptual-
ize the world around them' (Ramsden 1992: 4). Tdwud for them, is gaining
knowledge or ability through the use of experience.

On the other hand, some years ago Salj6 (1979edaout a simple, but
very useful piece of research. He identified fivaimcategories about learning (see
table 1) and we can observe that conceptions 45aimdare qualitatively different
from the first three. The first three concepts iynplless complex view of learning
and it is something external to the learner

Table 1. The perceptions of respondent on learning (S&§@9)

1.Learning as a quantitative increase in knowled@arning is acquiring
information or ‘knowing a lot'.

17

2.Learning as memorising. Learning is storing infation that can be
reproduced

3.Learning as acquiring facts, skills, and methtiig can be retained and
used as necessary.

4.Learning as making sense or abstracting meahéayning involves relat
ing parts of the subject matter to each other arttd real world.

5.Learning as interpreting and understanding realit a different way.
Learning involves comprehending the world by raipteting knowledge.

(Source Ramsden 1992: 26)

Learning as a conscious proces§rom Saljé research results the learning
appearing as a process. In this way, learning cbaldhought of as 'a process by
which behaviour changes as a result of experigidefriam and Caffarella 1991:
124). One particularly helpful way of approachimhg tarea has been formulated by
Alan Rogers (2003). Rogers sets out two contrasjpygroaches: task-conscious or
acquisition learning and learning-conscious or falieed learning. . Acquisition
learning is seen as going on all the time. Itém&rete, immediate and confined to a
specific activity; it is not concerned with geneminciples' (Rogers 2003: 18). .
Formalized learning arises from the process oflifating learning. It is 'educative
learning' rather than the accumulation of expegegied involves guided episodes of
learning. 'Learning itself is the task. What foripedl learning does is to make learn-
ing more conscious in order to enhance it' (Rog6e63: 27).

The theory of the conscious learning, developedt.Ausubel, contains
the premises needed for performing a pedagogicdemachievable in school.

The conscious learning paradigm is conceived deépgnuh the cognitive
structure of the pupil and the nature of the matéoi be learned. (Ausubel, 1981:75-
84).

The cognitive structure includes the assembly efkhowledge (empirical
data, facts, notions, sentences, theories), aajudlarified, and organized by the

pupils.
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The nature of the material includes a diversitydmfactical tasks (items),
which are to be acquired and integrated in the itiogrstructure of the pupil through
associability (that presumes to report the new stémnthe old ones, which are con-
sidered to be relevant). The associability, coaditdf conscious learning, implies
substantiality (the relationship with the new knedde does not change if a different
but equivalent verbal form is used) and objectivity

The process of conscious learning is gradual aabievduring three distinc-
tive but complementary stages: 1) the acquireméthenlogical significance — im-
plies the effort of reception the learning mater&arting from its structural qualities
(associativity of | grade); the acquirement of pligential significance of the learning
material — implies effort of introspection of thedwledge by reporting the new
items to the relevant items (associativity of lagde ); 3) the acquirement of the psy-
chological significance — implies the full introgpien of knowledge at conscious
learning level, cognitively sustained (the inteigna of the new items in the cogni-
tive structure, through the relevant items “anchauid also motivationally (through
the “disposition of conscious learning ) — assidty of Il grade.

The types of conscious learningThe types of conscious learning can be
identified depending on the psychological processlved in the didactical activity
organization and the cognitive level reached byghgil. At this level which marks
the content integration received by the pupil i tdgnitive structure the following
intervenes such as: a) learning by representaliptearning of notions; c) learning
of sentences; d) learning by discovery.

Learning by representation implies the “first maijatellectual tasks of the
child that consisted in the acquirement of the rimegmof certain individual symbols.
The words are learned concerning the evocated imefgering to an object,, being,
situation, etc.

The learning of the notions implies not only thej@icement of the logical
meaning but also the psychological meaning of soeadities expressed by words.
The presentation of the notions as definitionsyfscal for the scholar learning. It
ensures the reach of a new stage, the assimilafidtine notions, and premises for
passing to a superior level of conscious learning.

The learning of the sentences “consists in pemgithe meaning of the
composed idea that is more than the sum of theiguwhl words”. In this process, the
learning of syntaxes is involved, respectively tiudes of putting the individual
words in order by relations of subordination, owvedination and combination.

The learning through discovery is performed in ditaation when “the ma-
terial of learning is not presented in a final falorthe one who learns.

In solving the problem situations, the requestddt®ms imply the creative
capitalization of the existent knowledge. The lielezd between the known sentences
and the unknown ones are combinatory. The achievajaithesis is superior to the
one needed to solve the problem.

The integration of the conscious types in the stmgcof a model can be
achieved by reporting them to the taxonomy of thgnitive objectives elaborated by
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B.S.Bloom. Learning through discovery presumes dpplying of the knowledge
understood gradually by analysis and synthesisderao solve situations — problem
which requests “the apparition of a unique produader the aspect of the previous
experience of the individual.

The strategies of the conscious learninglhe strategy of the learning by
reception, needful for the complex training, représ the premises of the new
knowledge discovery, dependent of the anchor —sidea after a previous presenta-
tion. The aim of the reception, the understandimg) the application of the new con-
tents assume the capitalization of the cognitiveé sotio-affective variables.

The best correlation intervenes between the contpééming and the active,
independent, critical reception of the new contgmtgjected at the level of the
scholar programs that aims to mastering the anehideas through special modali-
ties as follows: structuring the didactical tas@gganizing the subject; transmitting
the knowledge; implying the didactical means profgethe programmed exercise
and training and also to other method based omenrand practical works.

The strategy of the learning through discoveryamplementary with one
based on reception. The specific objectives atatst between the understanding
and generalization of the concepts at level ofgypies and solving the problems and
the wear problems. The reason of the discovery ieach the pupil how to learn
autonomously requiring the anchor ideas througlhallforms of reasoning, looking
for incorporated solutions in the cognitive struetwalid in the same context and
new situations.

The model of the complex training presumes thetabpation of the both
strategies of learning. The advantages of the d&sgoare not achievable without the
basis knowledge (anchor ideas) previously acquaratiexercised through the recep-
tion.

The socio — affective variables of the learningl'he socio — affective vari-
ables of the learning have an important role instwecting a model of the complex
training.

The motivation of the pupil includes affective \aies that have an ener-
gizing function of the activity. Later, they intenve directly together with cognitive
variables. In this study, the balanced participatbthe affective variables is impor-
tant. Thus, the too intense affective state mayasrabs rather than facilitate the
learning, especially when didactical complex taatesincluded.

The affective typology of the personality of theppueflects the variable of
the early interactions between parents and chiltranwill generate different behav-
iors.

The factors of group include socio-affective valéabxpressed by a) exis-
tent interactions in schools (teacher — pupil, pacholar object, pupil - pupil) and
outside the school (family, group of friends).

A special socio-affective variable acts at the lenfethe style of teaching
(based on lecture/conversation, on approachesteddowards the group or on the
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authoritarian leadership). The democratic behavias superior pedagogical re-
sources focused on socio-affective type variablestagning the join aim, construc-
tive debates, alternative solutions, operationalgiens and responsible discipline.

The efficiency of the complex instruction model ifep the capitalization
of the two strategies in complementary terms. Toih Istrategies can stimulate the
pupil’s motivation by encouraging: the independand critical spirit, the discovery
by strict planning of its didactical intercession.

Conclusions and prospects for further developmentOrientations and
current trends in the learning processWe need to invest in sustained professional
education and provide extensive school-based stppdeachers can understand the
theoretical principles of Complex Instruction angply them effectively to make
equitable classrooms a reality.

Progress towards a society more educated, detednfipean expansion a
reality not only quantitative but also qualitatied knowledge, with continuous
multiplication science field, and the emergenceneWw themes, ideas and theories,
which are associate growing number of restructuaind reconsideration of concepts,
theories and conceptual frameworks, generated enftrgducation in the general
current knowledge revolution.

A knowledge society requires increasing traininfp$, more complex
skills and higher, forcing school systems to raia@ing standards, but also to more
effective teaching solutions. Is what we might ¢h# development of new training
systems, new paradigms to base the pedagogicaddirtgipatterns, which in turn
inspire new models of training to meet these needsrequirements.

In this period, we assist to increasingly diveesifianswers as solutions of
the training staff that favored the transition frommat was education - a unique
educational thinking and organizational learninguations - from multiple other
systems or forms. Is an expression of deeper am# moanced understanding of
different ways in which students learn and canaught, of different ways in which
schools engage in individual and social knowledg@struction in students, thanks to
theoretical sources of stimulation and developnaiivities of these dimensions.
Therefore, due to the different nature and compfeaf the issues to be solved
separately, processual solutions were designed @adical teaching models and
systems, relatively distinct structure of teachamgl learning (Cerghit, 2002:23).
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THE COMPLEX INSTRUCTION MODEL

The complex instruction is a combination of pedagalgstrategies and
promotes equal-status interactions amongst stugentiey engage with tasks that
have high cognitive demand within a cooperativerieg environment. The complex
instruction model capitalizes the strategicallyorgses of the active receptions and
organized discovery of the knowledge. At the badishis model there is the con-
scious learning, having an epistemological andtmacreason (the improvement of
the teacher and pupil’s activity). The purpose wicke are highlighted the impor-
tance and utility of the complex instruction model the learning actions as con-
scious learning process.
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Annpuonu @enunust, [lonm JlaBuaus Dnuzader
KOMIIVIEKCHAS CUCTEMA OBYUEHUS
KommuiekcHas cuctema 0OydYeHHs — 3TO COYCTAHHE IETarOTHUYCCKOW CTpa-
TETWH, KOTOPas CIIOCOOCTBYET PaBHONIPABHOMY B3aMMOACHWCTBUIO YIaCTHHKOB IIe/a-
TOTHYECKOTO TPOIlecca, a TakKe pelleHHe MO3HAaBaTeNbHBIX 3adad. Llenpio craTtbm
SBIISICTCS PACKPBITHE BaXXHOCTH M MMPOAYKTUBHOCTH KOMIUIEKCHOW MOJEITN OOYESHHS.
KiroueBbie cioBa: co3HaTelbHOE O0ydeHHe, (OpMbI OOYUICHHS, MOJIENb
00y4JeHus.

Annpuonn @emniuis, [Torm Jlasinis Exizader
KOMIIVIEKCHA CUCTEMA HABYAHHS
KommiekcHa crcTeMa HaBYAHHS - [I¢ TOEJIHAHHS IMENAaroTi4HOI CTpaTerii,
sKa CIpHsE PIBHOTPABHOI B3a€MOJIii YYaCHUKIB MEAATOTIYHOTO TMPOLECY, a TAKOXK
pilllcHHs Mi3HABaJbHUX 3aBlIaHb. METOI CTaTTi € PO3KPHUTTA BaXKIMBOCTI 1
MIPOIYKTHUBHOCTI KOMIUIEKCHOT MOJIEIIi HaBUaHHS.
KirrouoBi ciioBa: cBimoMe HaBYaHHs, (OPMH HaBUAHHS, MOJIC]Ib HABYAHHSI.
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BEING A TEACHER IN THE 21 CENTURY

Human society is organised so that it transfergutph education, in terms of
evolution and also synchronism, the values it holdie strength of a society is given
by this radiant power of knowledge spread throughione and space. The stake of
education is the know-how, an accumulation of caltwalues, its transferability
from one another. Knowledge is an anthropologicaldition of human persistence
in time and over time (Cugp2006).

These new concepts in education cannot replac&dt#ional ones dramati-
cally. The combination between tradition and noveltay, however, lead to more
safety in solving the current educational crisignifested not only in Romania, but
also worldwide.

At the moment, there is a huge gap between Ronardawestern countries,
economically speaking. But this gap is probably ifiested, though not so obvious,
at the cultural and educational level. There igeference here to the general culture
and education, but rather to the technical cultung practical education.
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