the ministry of the republic of moldova
[image: image14]
Chişinău, 2015

CZU 378

C 12
APPROVED 
by the National Curriculum Council 

of the Ministry of Education of the Republic of Moldova
Coordinator: 
Vladimir GUŢU, Doctor Habilitate in Pedagogy, University Professor.

Authors: 

Nina BÎRNAZ, PhD in Pedagogy, Associate Professor; 

Otilia DANDARA, Doctor Habilitate in Pedagogy, Professor; 
Viorica GORAŞ-POSTICĂ, Doctor Habilitate in Pedagogy, Associate Professor;

Vladimir GUŢU, Doctor Habilitate in Pedagogy, Professor;
Loretta HANDRABURA, PhD in Philology, Associate Professor;
Elena MURARU, PhD in History, Associate Professor; 
Florentin PALADI, Doctor Habilitate in Physical and Mathematical Sciences, Professor; 

Maia ŞEVCIUC, PhD in Pedagogy, Associate Professor; 
Nadejda VELIŞCO, PhD in Chemistry, Associate Professor.
Typewriting and electronic design: 

Carolina ŢURCANU
	CIP Description of the National Book Chamber 
The reference framework of the university curriculum / aut.: Nina Bîrnaz, Otilia Dandara, Viorica Goraș-Postică [et al.]; coord.: Vladimir Guțu; Ministry of Education of Rep. of Moldova. – Chișinău: PPC MSU, 2015. – 128 p. 
Bibliogr.: p. 104 (18 tit.). – 200 copies
ISBN 978-9975-71-689-5.

378

C 12


ISBN 978-9975-71-689-5






© Guţu Vladimir, 2015











© CEP USM, 2015
[image: image15.emf] 



CONTENTS:

Foreword ………………………………………………………………………………………………………………………………
  4
I. The University Curriculum in the Context of European Integration 
The European Higher Education Area …………………………………………………………….………………
  6
The Quality System in Higher Education …..…………………………………………………………………….            6
The Development Tendencies of the University Curriculum …..…….…………………………….....
13
II. The University Curriculum: the Theoretical Reference Framework 
The System-Curriculum ………………………………………………………………………………………………….
15
The Concept- and Paradigm-Curriculum ………………………………………………………………………..
16
The Curriculum Domain …………………………………………………………………………………………………
17
The Product/Document-Curriculum..……………………….…………………………………………………….
18
The Curriculum Content …………………………..…………………………………………………………….………
19
The Curriculum Process ………………………………………………………………………………………….………
21
The Finality/Result-Curriculum …………….………………………………………………………………….…….
28
III. The University Curriculum: the Projective Reference Framework
The Design of the Curricula by Cycles: Bachelor, Master, Doctorate..…………..…..………….…
43
Design of the Curricula by Subjects and Higher Education Cycles: Bachelor, Master, Doctorate……………………………………………………………………………………………………………………….
53
The Elaboration of the University Courses, Academic Textbooks, Methodological Guides,    and Other Curricular Products ………………………………………………………………………………………
57
The Design of the University Course/Seminar ………………………………………………………………
59
IV. The University Curriculum: the Methodological Reference Framework
Didactic Strategies in Higher Education ………………………………………………………………………..
62
Strategies for Autonomous Learning……………………………………………………………………………..
68
Strategies for Academic Results Assessment ………………………………………………………………….
70
V. The Qualifications Framework vs  the University Curriculum
The European Framework of Qualifications/ The National Framework 
of Qualifications………………………………………………………………………………….…………….……………
89 
The National Qualifications Framework: Consequences over the 
University Curriculum……………………………………………………………………………………………..………
92
VI. Research in Higher Education
The Re-Launch of the Research in Higher Education ………….……..……………………………………
98
Consistency of Education and Scientific Research: 

Doctoral Schools…………………………….………………………….…………………………….…………………….
99
Strategic Directions of Science and Higher Education Integration ………………………………….. 101
Research in Higher Education: Consequences over the University Curriculum ….……….….. 102
Bibliography …………………………………………………………………………………………………………………………. 104
Annexes……………………….………………………………………………………………………………………………………. 105
Foreword 
The reference framework of the university curriculum is the document which defines the conceptual and methodological fundaments of the curricular policies at the national level. It is a part, by its functions, in the realisation of the priority demarche of the “Moldova 2020” National Strategy which provides “the modernisation of the education system in order to meet the individual needs of the youth and the requirements of the workforce market, in order to increase its productivity and the enhancement of the employment rate in the economy”.
Also, the Reference Framework of the university curriculum will provide the implementation of some essential changes as stated in the Education Code (2014), the National Strategy “Education 2020”, international documents which regulate the common European space for higher education:
· Bologna Declaration (BD)
· European Framework of Qualifications (EFQ)
· Quality standards ISO9001:2008
· “Horizon 2020” Programme
· The EHEA-ERA Project 
· Erasmus-Mundus mobility projects etc.
In the context of these national and international documents, the development of the university curriculum becomes a strategic direction of the assurance of the quality of higher education, as stated explicitly in the Education Code.
The design and the implementation of the university curriculum in all cycles of higher education is a demarche of a maximal importance for the efficient functioning of the whole system and of each institution. This demarche needs a scientific, both professional and experiential approach. In this regard, the reference framework of the university curriculum offers strategies, principles and tools of curricular development in specific reforming conditions of the higher education. 
Regardless of the diversity of the higher education institution, of conditions, in which they function, of institutional policies of each entity, there are general approaches and principles that can meet the needs and requirements of each beneficiary. The reference framework supports, in this regard, the development of university autonomy and opens new synchronisation opportunities of higher education, on the national and international level. 

At the same time, in the process of the generation/development of the university curriculum, it is important to keep in mind the current key tendencies and challenges: globalisation, efficient resource management, economic and social changes, new information and communication technologies, innovations. 
· Globalisation has provoked the interdependence of the economies, growth of concurrence, migration, the necessity of highly qualified specialists, capable to adapt to different conditions etc.;
· Digitalisation and the extension of information and communication technologies  has generated the change of the cognition and competence formation paradigm;
· Financial crisis and the political/economic challenges determine new educational valences and opportunities, such as: education during the whole life, education for all and for everyone, integral and integer personality development, learner-centred education etc.  
Therefore, the development of the university curriculum is not an isolated process from the national and international context, from the socio-economic and educational context. Contrariwise, these factors, mostly, determine the concept and the methodology of the re-dimensioning of the university curriculum. This document will approach the determining educational factors and also the conceptual and praxiological foundations of the developing university curriculum. 
The reference framework of the university curriculum will perform the following functions: 
· curriculum conceptualisation in different approach aspects;
· the regulation and the correlation of the designing and the implementation process of the curriculum at the national and institutional level;  
· the orientation of the teaching-learning-assessment process;
· the synchronisation with the European standards of higher education.

The reference framework of the university curriculum addresses to:
· curricular policies’ makers in higher education;
· curricula makers for specialisations and academic courses;

· university didactic staff;

· higher education managers;

· curriculum experts and evaluators;

· BA, MA, and PhD students;

· traders.

Vladimir GUŢU,

Doctor Habilitate in Pedagogy, 

Professor
I. THE UNIVERSITY CURRICULUM IN THE CONTEXT OF EUROPEAN INTEGRATION
European Higher Education Area
The creation of the European Higher Education Area (EHEA) represents the vector and the strategy of the development of higher education in Republic of Moldova. This historical imperative became an objective reality, which generates substantial education reforms in order to harmonise the national higher education system with the European one. The “Magna Charta of the University” which presents possible directions of practical action in the universities was elaborated at the reunion of the Rectors of the European universities in 1988 in Bologna. This document suggests:
· the forecast at the national level, of educational policies which would encourage the equalisation of the graduate’s status, of the titles/qualifications and of the exams;

· the elaboration of agreements between the universities, concerning the mobility of the students.

Convention on the Recognition of Qualifications concerning Higher Education in Europe (1997) has created the reference framework concerning the uniformisation of the terminology: access, admission, assessment, study programmes, qualifications, the recognitions of the diplomas etc.

The Convention of Lisbon (1997) presented the concept of a Europe of cognition and international recognition of the diplomas and qualifications.

The Bologna Declaration (1999) represents the basis of the realisation of the European Higher Education Area by the implementation on the national and institutional levels, of some principles of university functioning: university autonomy, the integration of teaching-learning-researching etc.

The Bergen Meeting (2005) of the Ministers of Education is a historical one for Republic of Moldova. During this meeting the higher education system became a part of the Bologna Process. Till now some action directions are clear: the structuring of the higher education into three cycles; the establishing of system of transferable credits; fostering of the students’ and professors’ mobility, quality assurance in the higher education; fostering the social dimension; continuous learning; the elaboration of a common qualification framework etc.

In the context of the Bergen Meeting, ENQA a document called “Standards and guidelines for quality assurance in the EHEA”, was elaborated and accepted as the reference framework for all universities. 
The Quality System in Higher Education
[image: image16.emf] 

One of the priorities stated by the Programme of the realisation of the integration of higher education of Republic of Moldova in the context of the Bologna process is the implementation of a national system of quality assurance in higher education. In this regard every university has to develop its own quality management system which has the role of generating trust in the university’s capacity to deliver qualitative services on the coordinates: professional formation, research, design, consulting etc.
The quality of higher education could be defined as a number of characteristics of the educational process, which offer it the possibility to satisfy certain current and future necessities in the competence of the person/the institution/the society/the state. Therefore the notion of quality can be understood as:
· confirmation/zero errors;
· satisfaction of the client/the correspondence of the mission, the finalities the objectives;
· a process of transformation/change/development;
· standard/control, assessment;
· value;
· development/ improvement process;
· excellence.
The quality management represents the activities which determine the policy concerning the quality, the objectives and the responsibilities which are implemented in the system of quality and educational management. The main goal of quality management is the orientation of the educational unit/institution to performance on all coordinates of its activity. As a goal it is based on a system of internal organisation – Quality management system (QMS).
The quality system in education is the set of the organisational structures, of the procedures, processes and the resources needed for the quality assurance and the implementation of the quality management. The assurance of quality is a part of quality management and it comprises a number of activities which demonstrates the capacity and the capability of the higher education institutions in promoting a qualitative education. The assurance of quality in higher education is achieved through a number of actions of development of the institutional capacity of elaboration, planning and study programmes implementation, by which the trust of the beneficiaries is formed and consolidated in the fact that the institution that offers the education satisfies and improves the quality standards according to the mission assumed by it. 
In an educational unit the quality is determined by:

· the quality of the processes;
· the quality of the institution’s organisational system;
· the quality of the educational services. 
These three basic elements are in a strict interdependence and they determine the quality of the final process (Diagram 1.1).
Diagram 1.1 The quality of the educational institution
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The quality management in education has an actual social importance which implies qualified training and trust in the educational unit. If the quality “is a problem of all”, the quality management must represent the activities which determine the strategy and the policy of the institution concerning the quality of the activities and of the services offered. Any quality management system implies standard planning, control, quality assurance and improvement activities[image: image18.jpg]


.

The quality management in higher education has functions that are specific to the educational field, which are represented in the Diagram 1.2. 
Diagram 1.2 The functions of the quality management

The QMS in education has to be transparent, open, flexible, competent and competitive. The activities of the system will imply permanent activities oriented towards a continuous improvement of the quality, the educational services, according to the model of continuous quality improvement (see Diagram 1.3).
Diagram 1.3 The model of continuous quality improvement
 SHAPE  \* MERGEFORMAT 
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The Quality Management System has two functions: internal and external. The internal function is oriented towards the higher education institution’s performance in all its dimensions, and it implies an organisational system which is adequate for the achievement of this function. The external function of quality assurance represents the trust of the clients and other interested parties, external to the university, concerning the capacity and the availability of satisfying their requests and expectances. The entire higher education institution is seen through this external function, taking into consideration the organisational aspects and those human and material which have a determining impact over the quality of its products.

Considering the structure of the higher education in Republic of Moldova, the creation of a quality assurance is needed, by levels: national and institutional. On the national level, the main responsibilities concerning the assurance and the assessment of quality accrue to the National Agency of Quality Assurance in Vocational Education, which is an administrative authority of national interest, with legal personality, autonomous from Government, independent concerning the decisions and organising, financed from the state budget and from its own incomes and which will collaborate with state institutions: the Ministry of Education, the Parliamentary Commission for Science, Education and Culture, the mass-media and the institutions form the same field of other ministries.

At the institutional level the structures of QMS have the competences and attributions represented in Diagrams 1.4-1.6.

Diagram 1.4 The structures of the Quality Management System at the institutional level
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Diagram 1.5 The Quality Management System in the educational institution
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Diagram 1.6 The continuous improvement of the Quality Management System 












The creation and the implementation of the QMS require the notice of a methodology accepted and verified at the international level. It implies a period of preparation, study and determining of the model and of its structure respectively. After this, there are other stages:

I. The planning of the QMS: 

a. the elaboration of a quality assurance policy in the higher education institution and in its structural units;

b. the elaboration of the QMS programme, of its structure and its mechanisms of functioning.

II. The elaboration of the necessary documents:

a. activity regulation;

b. obligations of functions;

c. procedures of quality assurance and improvement.

III. The implementation of QMS:

a. staff training;

b. the implementation of working procedures;

c. the approval of the programmes;

d. the approval of assessment criteria and indicators.

IV. The assessment of the QMS efficiency:

a. audit and internal assessment;

b. the analysis of the structural efficiency and of the procedures; 
c. certification of QMS.
 The object of the assessment of quality aims a number of coordinates, such as:
· the quality of the didactic process;

· the quality of the curriculum;

· the quality of the didactic technologies: forms, teaching-learning-assessment  methods, the quality of the didactic means that are used;

· the quality of the environment/conditions of education organisation process (laboratories, library, gyms, food etc.);

· the quality of the didactic and managerial personnel;

· the quality of the results and of the productivity of learning;

· the quality of other educational services provided by the educational institution;

· the quality of research and scientific-methodic activities;

· the quality of the relation with the community and other specific organisations on local, national and international level.

 The procedures for quality assurance are applied in all activities of the institution, as follows: institution administration, teaching, learning, researching, student services, partner relations with specific field organisations, relations with the society etc.
· Academic administration is achieved based on strategic management plans which are elaborated annually (Operational plan) and for 5 years (strategic plan) coordinated by the Council of Institutional Strategic Development and proposed for approval to the university Senate.
· The teaching-learning-assessing process is carried out according to the methodology and quality norms, considering the following components: curricula and didactic projecting, management of the teaching-learning-assessment process; the teaching strategy, the teaching resources, internships and final assessments. 

· The assessment of students is carried out according to the methodology and the quality norms, taking into consideration transparent modalities and also the regulation, the communication of the examination methods and of the assessment objectives.

· Social services function and are evaluated annually according to the methodology elaborated by the persons responsible of social issues, considering the special needs of students and other participants of the educational process.

· Relations with the society are functioning on a contractual basis, by the establishment of partnerships and of other types of relations.
The quality assessment implies a complex mechanism of assessment activities, namely:

· self-assessment;

· internal assessment;

· external assessment.

The Development Tendencies of the University Curriculum
·  The curriculum as seen now is:
a) a pedagogic postmodernist paradigm centred on the interconnection of the psychocentric and sociocentric demarche, its priority being the finalities of education;

b) a new science of education (a general theory of curriculum), special study object of which is the curricular design of education and teaching at the system and process levels.

In this context, the university curriculum development aims:

· The defining of the concept of curriculum as a paradigm and as a model of professional, initial and continuous formation design;
· Identifying the curricular fields and areas;
· The design of the finalities on the levels of system, higher education cycles, fields, profiles and majors;
· Optimal correlation of the relations between the components of the university curriculum paradigm and firstly between the actions of teaching-learning-assessing;
· Redefining of the curriculum by subjects and of modules/learning units based on the status and the binomial of the specific competences. The competences become a new reference system of professional and personal formation finalities. The contents become the mean of formation of these competences, connection to the necessities of the workforce market and higher education cycles (license, master, doctorate);
· The student centered curriculum: diversification of the course offers, individualised or optional trajectories, creation of more flexible learning environments, centring on personal experiences and research;
· The interdisciplinary and pluridisciplinary approach implies the achievement of more complex situation, using the competences which are formed in a group of subjects/courses;
· The applying of the active/interactive didactic strategies, capitalisation of the individual/self-regulated learning modalities;
· Active implication of students, PhD students in scientific research: research projects, incubators, research laboratories;
· Re-dimensioning of the internships, with a special accent on the praxiological aspect and on the implication of the economic agents in this process;
· The re-dimensioning of the student-professor relation:  promotion of the partnership in knowledge building, implication of students in the adoption of the curricular decisions etc.

In this context, the roles of university professors modify: professor as facilitator of learning, professor as councillor, professor as educator. The growth of responsibility of the professor and the student towards the beneficiaries of higher education, towards the society, leads to:
· The achievement of a pragmatic  balance in the curricular framework between an academic-type culture and a functional culture, adapted to the finalities of each major;
· The promotion of the concept of curricular transfer as an instrument for the assurance of the compatibility of the systems of higher education, and also an instrument for the transparency of the diplomas. 
II. UNIVERSITY CURRICULUM: THEORETICAL REFERENCE FRAMEWORK 
The System-Curriculum
The systemic approach is the basis of the constitution/ conception of the university curriculum. The concepts of “system”, “systemic approach” correlates with something unitary, constituted of components which are in permanent connection and interdependence. At the same time, each component can achieve its own specific functions, correlated with certain finalities, or, every component is being constituted from separated elements.

The integrality is the basic criteria of the system’s unity, being the result of the interconnection of the components of this system. The way this connection of components is achieved takes the form of a structure. 

In the context of these theories, six components of the university curriculum are identified, being in a permanent state of interdependence and interaction and they mostly determine the efficiency/the quality of higher education: concept/conception curriculum, domain curriculum, structure curriculum, product curriculum, content curriculum, process/action curriculum, finality/result curriculum. The structure of these components fits perfectly the logic of educational (sub)systems building, with entrances and exits, specific to cyclic and coiled development/functioning.
Diagram 2.1 University curriculum as a system (meta-structure)  SHAPE  \* MERGEFORMAT 



Concept and Paradigm Curriculum 
All the definitions of the curriculum (in the specialised literature, there is a big number of “curriculum” concept’s definitions, from various perspectives) can be classified into two categories:

· curriculum’s definitions with a restrictive or narrow/limited meaning;

· curriculum’s definitions with extensive meaning, broad meaning.

Usually, in its limited meaning, the curriculum comprises:

a) objectives/goals, contents, activities, learning and assessment means;

b) set of regulatory educational documents: educational plans, textbooks, methodological guides, etc.; 

c) subject/ course study programme.

In its broad meaning, the curriculum comprises:

a) the philosophy of education, values, objectives, contents, strategies, learning experiences,  assessment and its results, management;

b) education policies, decisional, management and monitoring processes, which precede, accompany and guide the design /elaboration, implementation and assessment of the learning experiences.

Curriculum’s paradigm is centred on the foreground role’s assertion of the educational aims, at the level of any pedagogical project. All the other elements of the curricular model’s teaching approach are structured depending on the aims, namely the teaching-learning methods, assessment strategies and contents. 

According to Sorin Cristea “[…] the emergence of postmodern curriculum’s paradigm is due to the necessity of solving the conflicts between psychocentric and sociocentric approaches to education, between education and teaching, between professor and student […]”. To that effect, the building of the curriculum’s paradigm:

1) does not replace the general theory of education and the general theory of teaching; to the contrary, it ensures the cohesion of these theories, having the education and didactics design as its object of activity;

2) ensures the pedagogical, psychological and social correlation of the curricular elements at the system and process levels.
3) ensures the optimal communication between professor and student.
Curriculum Domain

Classification criteria:

1) degree of organisation:

· formal curriculum;

· non-formal curriculum;

· informal curriculum;

2) degree of incumbency:

· cu compulsory/ basic/ core curriculum;

· optional curriculum;

· elective curriculum;


3) degree of generality:

· general curriculum;

· profile curriculum;

· specialised curriculum;

4) design model:

· curriculum on subjects;

· interdisciplinary curriculum;
· curriculum based on objectives;

· curriculum based on competences;

· curriculum focused on student’s activity.

1) Curricular contexts outside the university:
· structure of the social system;

· economic system/labour market;

· communication system;

· value system;

2) Curricular contexts inside the university:
· managerial curricular context;

· cultural curricular context;

· didactic curricular context;

· research curricular context;

· community curricular context.


· Curriculum for the Bachelor's degree in higher







   education.

· Curriculum for the Master’s degree in higher







   education.

· Curriculum for the Doctorate degree in higher







   education.


See: Nomenclature of vocational training areas and majors for training staff in higher education institutions.
Product/Document Curriculum
In this context, university curriculum is a set of official documents which establish and regulate the Reference Framework at the university level, regarding the concept, aims, contents, didactic strategies for assessment and research. Curricular documents/products are written texts of a conceptual, projective and methodological type:

1. Documents of curricular policies (conceptual):
· Reference framework  of the university curriculum (concept);

· Curriculum framework;

· National Qualifications Framework;
2. Projective type documents:
· Curriculum by cycles, areas and majors;

· Curricula by subjects (programmes);

· Didactic programmes for courses, seminars, laboratory works;

· Research projects;

· Projects for practical training cycles;
3. Methodological type documents:
· University courses;

· Academic textbooks;

· Methodological guides;

· Multimedia sets;

· Educational software;

· Docimologic tests (according to the diagram 2.2)
University autonomy offers higher education institutions, the right and the responsibility to design the projective and methodological types of curriculum documents, according to their own educational mission and strategies. Documents of curricular policies, designed under the aegis of the Ministry of Education, must be their regulation guidelines.

Diagram 2.2 University curriculum as a product

[image: image6]
Curriculum Content
In the curricular view, educational process’ content means knowledge, competences, attitudes, values, strategies embodied in a set of curricular documents (curriculum, curricula by subject, academic textbooks, etc.), which concern the initial and further vocational training of the specialists, as well as personal development.

Typically, education contents should be approached from four perspectives:

· cultural heritage and social experience;

· types of human activities, and primarily, the educational one;

· system of contemporary sciences;

· system of professional profiles.

In this sense, the problems of the contents are:

· strengthening some general requirements and exigences, regarding higher education content;

· identifying competences specific for the educational cycles, professional profiles, types of the curriculum;
· encompass  the so-called  “basic knowledge” (basis of a  university course);
· displaying the basic knowledge in the light of current images of the science referred to;
· establishing  principles of selection of definite contents  (elements, components);
· specifying and selecting the language. 
In the context of these forecasts, the content of the higher education, from the curriculum perspective, can be represented graphically, in the following way:

Diagram 2.3 University curriculum as content


[image: image7]
Curriculum Process
 The curriculum as a process comprises three types of actions:

1. Pre-implementing actions:
· research/diagnostics;

· conceptualisation;

· design/approval.

2. Implementing /functioning actions:
· implementation;

· teaching-learning-assessing;

· monitoring.

3. Post-implementing actions:
· obtaining feedback;
· development/ optimisation.
When educational changes take place, the research in education, including the curricular one, have to forego unquestionably any other activity. Depending on the current condition of the education and on the national and international tendencies of curricular development, the curricular research can be based on the following aspects:

· Theoretical research of the curricular problems, in the case of establishing a new postmodern curricular paradigm, in order to set the conceptual framework that regards designing/ redesigning university curriculum; of the university curriculum’s development/ optimisation ways and methods.

· Theoretico-practicaI research on less explored specific dimensions of the curricular area (for example: the research of the problems regarding transversal and specific competences’ formation), in order to develop some specific concepts or a set of concepts; optimisation of one or more curricular elements.
· Diagnostics research of the current condition of the university curriculum, in order to set a consistency between the conceptual framework, the postmodern curriculum theory, and the development of the curricular tendencies on the national and international levels;  of the curricular aims’/ competences’ complexity levels; of the educational curriculum’s impact on the set outcomes; curricular ways of optimisation/development, etc. This demarche is mandatory both within designing and redesigning of the university curriculum.
· Forecast research is a mandatory one and it points out the tendencies of curricular evolution in comparison with the socioeconomic, educational, political, etc. changes.

· Conceptualisation research can be considered one that integrates the obtained results within the described scientific demarches and its aim is to conceptualise/ reconceptualise the curricular paradigm; development of a University Curriculum General Concept.
The curricular research can be:

1) c o n c e i v e d   a s:

· carrying out long-term projects;

· carrying out short-term projects;

· carrying out operational projects;

2) a c c o m p l i s h e d   b y:
· universities, departments, research laboratories;

· temporary groups of researchers;

· individual;

3) l a u n c h e d   b y:

· Ministry of Education;

· scientific research institutions;

· higher education institutions.

The curricular designing (instructional design) is a complex and systemic demarche of anticipation the development of the teaching activity. The designing can address both the macro level – related to the overall teaching process, and the micro level – related to the topics, teaching sequences, didactic activities carried out within an academic subject.

From the modern point of view, designing actions consist of thinking, anticipation and drafting of the teaching process, strategies and technologies. 

The curricular approach of the learning process presumes to design the interdependences between the component elements of didactic activities: objectives/ aims (competences) – contents – methodology – assessment. These interdependences help to achieve primary a formative education, based totally on (self)teaching and (self)education resources of each student.

The curricular design involves the leap from the organisational structure based on explicitly defined contents (“what do we learn?”) to the value-oriented organisational structure through some explicit and implicit objectives and methodologies (“how do we learn?”), with macrostructural effects (higher education framework designed at the level of system) and microstructural ones (curriculum and academic textbooks designed at the level of process) taken at the academic scale.

Therefore, curricular design involves:

· the design of the general concept;

· the design of the curricular products (educational programmes, curriculum by subjects, textbooks, methodological guides, etc.);

· the design of the proper educational process (teaching – learning – assessing).

The curriculum design is a complex activity, which has its own methodology and strategy, specific methods and ways of designing.

The context-integrative approach of the university curriculum methodology of designing involves identification, selection and organisation of its elements, depending on social, economical, political and educational factors.

The concept of curricular design includes other methodological perspectives as well.
· The first refers to the general logic of the design, which implies the next steps: diagnostics, conceptualisation/conceiving the curriculum, design itself, organisation/curriculum implementation, assessment/curriculum monitoring.

· The second refers to the succession of the curricular products: education professional standards ( educational framework ( curriculum by subjects ( academic textbooks ( methodological guides( other didactic materials.

· The third refers to processual completing of the academic curriculum, drafting the didactic projects based on “big” learning units; drafting and applying didactic projects of the academic courses, seminars.
The reference concepts define the mandatory components of the curriculum that is to be designed. In fact, it is a scrupulous technology, which implies that the following elements are indicated in the curricular project:

1) mission of the higher education institution – a general aim, the professional profile of the graduates;

2) pedagogical goals detached from the institution’s mission and structured on professional areas, cycles, and learning subjects;

3) content of the learning process – the set of knowledge, skills, habits, abilities, etc. established in the curriculum, according to the general aims and objectives, detailed in the curriculum by subjects and defined concretely in academic textbooks, didactic projects;

4) methodology of the learning process – the set of teaching-learning-assessment strategies, learning experiences and situations in which students will be put in, educational means, didactic materials and supplements;

5) assessment of the learning process – the set of estimation and assessing activities and techniques of the outcomes and achievements of those who study, the systems of entrance and exit or admission and graduation, regulation and self-regulation methodology of the initial vocational training’s system and process, etc.
The curricular design can be accomplished relying upon the following principles:

The principle of empirical substantiation. The curriculum has to be based upon the empirical research of its previous condition and to be compiled thereby it cancels all the malfunctions of that condition. 

The principle of philosophical orientation. The curriculum has to be based upon a solid philosophy of the education, which is in harmony with the philosophy of the human from the modern democratic society and which ignores transient political doctrines that challenge this philosophy.

The principle of individuation. The curriculum has to respond to the personal necessities of those who study and to adjust to their learning possibilities.

The principle of realism. The curriculum has to be centred on the real life and on the necessities of the labour market, with its current values, with society’s development tendencies, and with authentic training needs of the members of this society. 

The principle of balance. The curriculum has to be compiled thereby none of its components is neglected or prevail over the other ones.

The principle of cooperation. The curriculum has to be a collective work, at which all those who are competent and interested in (from experts, official institutions, authorities, professors to students) take part. 

The principle of assessment. Assessment is the key element of the research, design, experimentation and validation of any curriculum. The curriculum implementation is not allowed, if its assessment was not rigorous, objective, positive, and applied at a suitable moment.

The principle of insurance. The curriculum has to benefit from an adequate support and it has to not be implemented, if any of its support elements is deficient (financial resources, functional spaces, laboratories, textbooks, plans, programmes, professors, qualified managers, etc.).

The principle of thoroughness. The curriculum has to be designed for a long-term period, so it incites essential and structural improvements as scarce and belated as possible but, at the same time, it has to be open for a permanent change.
The principle of change management. The implementation of the curricular project is a radical change, which has to be lead by qualified managers [14].

A qualitative curriculum as a document has to be designed according to the modern concepts/ approaches, in order to assure the efficiency of the initial and further vocational training’s process.

 Putting into practice the new university curriculum (or a redesigned one) is a laborious activity, with many managerial, motivational, psychological, etc. difficulties.

The efficient implementation of the curriculum implies:

· normative assurance of the implementation process;

· further vocational training of the teaching staff;

· creation of managerial, logistic and motivational conditions;

· existence of an institutional strategy for implementation;

· experts’ involvement, etc.

A curricular project implementation implies as well:
· realising objectives specific for the respective cycle and resources;

· communication, participation and motivation monitoring of the involved persons; 

· groups’ and individuals’ training, in order to complete curricular development tasks and individual development of those who are involved; 

· forecasting of the flexibility elements, that makes possible modifications along the way (if the situation requires it);

· withstanding the  resistance to change by cancelling the barriers;

· obtaining the effective support of the involved persons and factors.

All these elements can be integrated in the following diagram.
Diagram 2.4 Implementation of a curricular project


The implementation of a curriculum, first of all, refers to the application of the respective curricular project, to the tracking of the quantitative and qualitative indexes that will be assessed during and at the end of the project.
The monitoring of the academic curriculum implementation means continuous and systematic tracking of the way in which the learning process and system react to the suggested changes. As regards the learning process, there can be distinguished three types of monitoring:

· administrative monitoring refers to the tracking/ supervision of the legal provisions’ observance, that regard the education plan, the curriculum, the textbooks, the organisation and development of the educational process, etc.; 

· formative monitoring is based on the monitoring of the learning process, as for example, the recurring administration of criteria tests that concern the essence of a study programme, allows problem and difficulty identification during the learning process, etc.;

· academic efficiency monitoring/supervising is accomplished, generally, by means of normative tests that have the role of informing, comparatively, about what higher education institutions produce.  

Monitoring is a continuous process of tracking, observing, supervising and controlling an educational fact or phenomenon. Within this process, the information and data, for taking decisions that are imposed and for the quality assessment of the supervised educational fact or phenomenon, are collected, analysed and interpreted.

The monitoring of the curriculum implementation is designed by stages and it is performed in the following logic succession:

· setting the curricular aspects that will be monitored;

· determining the monitoring pattern of the criteria and indicators that will be observed;

· qualitative selection and training of the monitors (persons that will monitor);

· specifying work methodology (how the monitoring will be performed, what methods, tools will be used during the monitoring process);

· collecting information and data, its analysis and;

· drawing conclusions and recommendations.

Designing a monitoring activity means all these stages’ observance and, especially, a good training of the persons that are going to monitor. The efficiency of a monitoring process depends on the quality of the picked information that influences the quality of the decision that is to be drawn.

Therefore, the monitoring of the academic curriculum implementation aims to answer the following questions:
· To what extent is a curriculum convenient for the students’ professional training? 

· To what extent is a curriculum efficient?
· What improvements to a curriculum can be made as an answer to the previous questions? 
· Who and how does monitor the curriculum implementation?
· What structures should be involved in the curriculum monitoring? 
· How is the information collected, where is it stored and who is processing it? 
· How is the feedback provided? 
· Who and how has to provide the feedback between the curricular research dimension and the curricular monitoring dimension? 
The hallmark of the higher education very often creates contexts when the didactic staff is, at the same time, the initiator of the curricula, the one who implements and monitors it, and the one who regulates/ provides the feedback.
The development of the university curriculum is a concept and an activity that involves:   

· the development of the curricular theory through new approaches, concepts, etc.; 
· the development of the content and structure through introducing new curricular elements/components; 

· the creation of new curricular products/documents; 

· the development of new educational technologies etc.

The development of the university curriculum is a continuous process and its aim is to relate the curriculum to the permanent changes and to curriculum development tendencies at the national and international level. The development of the curriculum is based on:

· the respective scientific researches’ outcomes;
· the working experiences of the academic curriculum;
· the technologic transfer etc.
Therefore, the concept of curriculum development belongs to a larger approach – the one that concerns the quality assurance of the higher education. This concept can be graphically represented below:

Diagram 2.5 University curriculum development/optimisation



From a processual perspective, the university curriculum includes a set of interconnected activities targeted to: curriculum research, design, implementation and monitoring, as well as curricular communication.
Diagram 2.6 Process curriculum 

Finality/ Result Curriculum
Within a modern university curriculum, competence is a basic unit and studies’ finality at the end of a higher education cycle – at the exit from the system. The measurable exits are majors that are completed with a Bachelor, Master, or Doctoral degree.


Studies’ finalities are the measurable results that are obtained within the learning process, and which certify the extent and the level of the formed/ developed competences. During the three cycles of the higher education, some competences can be developed in a linear/ progressive way, concetric and/or sequential way, whereas the development can take place during one or two cycles.


At the moment, the notion of competence is one of the basic concepts of the European Qualifications Framework (EQF) but, as well, it is the most debated and controversial one. At the same time, it is certain that the process of integration in the European system of the higher education and the common knowledge space need the establishing of a nucleus framework for defining and recognising educational finalities that are expressed in the “form” of competences.


Establishing this reference framework for higher education of Republic of Moldova has a series of approaches and European regulatory documents as its reference point:

· The European Qualifications Framework for Lifelong Learning (EQF-LLL);

· The TUNING project;

· The DUBLIN project;

· Progress report: European Commission for Education – 8 areas of key competences;

· Key competences project presented by UNESCO;

· European project for teacher training in modern languages etc.
 In this work it is accepted:

1) Competence definition, formulated within the TUNING project:

,, Competences represent a dynamic combination of cognitive and meta-cognitive skills, knowledge and understanding, interpersonal, intellectual and practical skills, and ethical values. Competences are developed in all course units and assessed at different stages of a programme. Some competences are subject-area related, others are generic (common to any degree course). It is normally the case that competence development proceeds in an integrated and cyclical manner throughout a programme.”
2) The definition formulated by X. Roegiers – “an integrated set of knowledge, skills, attitudes, practiced spontaneously, which enables to wield a role, function or activity, in a convenient way” [15].
These definitions are connected with the basic characteristics of the competence formulated by J. Henry and V. Cormier [13]:

· it is complex – it integrates the knowledge, the abilities, the attitudes in a complex process of manifestations; in increasingly complex contexts, it mobilises, cyclical and repeatedly, a process that requests simultaneously all of its components, hence it develops gradually.  

· it is relative – though it is an education finality, the competence never obtains a final formulation. It develops continuously throughout the lifetime;

· it is potential – unlike a performance, that can be measured or established and that is referred to the past or present, the competence can be designed and assessed. The possibility of competence’s mobilisation generates different future performances, in different independent learning contexts;

· it is exercised in a particular situation – it is gradually developed by changing the educational situations;

· it is transferable – it is applied in new situations (changing the means or improving the processes);

· it is conscious and associated with necessities and intentions – it includes the idea of finality and it can be managed by the person who owns it, thus advancing in metacognition (self-knowledge, socratic).

In the context of competence’s definitions and its basic characteristics, we can detach/ deduce the following terminological specifications: the competence, in its different forms of manifestation and complexity, represents the finality that can be measured/ assessed through respective descriptors.

· The competence can be viewed as a planned objective (what the professor intends to accomplish within the teaching process) and/or final objective (what the student has to accomplish within the learning process), as an assessment objective (outcome, what the student has actually acquired). On this line, “competence” is viewed as finality. The competence is a behavioural acquirement (psychological approach of competence). In that direction, the competence is a complex, inexhaustible, indivisible, unoperationable one.

· The competence of a minor complexity degree can be viewed as a competence descriptor of a higher complexity degree, which is characterised by its own descriptors.

Therefore, there are outlined three approaches regarding the “competence” concept:

1. The competence represents finality of various complexity degrees, that can be assessed in relation to respective descriptors;

2. The competence is opposed to the finality notion.

In this case, the competence is viewed as a quality, ability or qualification. It is developed by the students and it belongs to them (this aspect we are describing as behavioural acquirement, a psychological aspect of competence). Meantime, the finality represents a measurable outcome of a learning experience, which lets to assess the competence degree/level that was formed in the student (this competence substrate/ aspect is designated by some researchers, as a competence specific to the learning unit, while by others as descriptors of the respective competence), and which, at the same time, has the function of finality, outcome.

3. The competence is opposed to the notion of “objectives” or viewed as a synonym of this term.

· Actually, neither contraposition, nor “synonimisation” of the “competences” and “objectives” notions is justified. Thus, planned competences can take, at the system’s entrance, the form of objectives, and in this case, the integration final objective denotes a competence or a set of competences, that obtain the finality/outcome “status”. Normally, the planned competences, of various complexity degrees, correlates with the same types of objectives. For example, general objectives and specific objectives – general competences and specific competences.
At the same time, the objectives are in a constant practice, whereas the competences are complete, integral, standardised (as behavioural acquirements). The objectives and the competences can perform both identical functions and different, or they can perform in an emphasised way one or another function. For example, the objectives provide clearer the functions of didactic activity guidance, and selection of the didactic strategies and methods of the academics results’ current assessment. As educational finalities, competences “guide” both the curricular design, and the achievement of learning and research activities.
The theological approach of the educational finalities forms the axiological, psychological and pedagogical base of the competences’ classification in relation to different concepts, criteria, indicators.

The most famous competence taxonomies are formed according to the following criteria:

1) according to their degree of generality:
A

· generic/general;

· specific;

B.
· universal;

· transferable;

2) according to the importance and axiology:
· key-competences;

· transversal competences ;

· competences by subjects;

3) according to the training areas:
A.
· cognitive;

· affective;

· psychomotorical;

B.
· by subjects;

· professional/training.

4) în according to the levels of training:
A (1).
· remembering and understanding;

· applying;

· analysing;

· discussing;

· continuing education

A (2).
· knowledge;

· application;

· integration;

B.
· instrumental (cognitive, methodological, technological, communicative);

· personal and social: cooperation, colaboration, integration etc.;

· systemic;
C.
· competences for the 1st cycle;

· competences for the 2nd cycle;

· competences for the 3rd cycle.

5) according to “theory-practice” ratio”:


· cognitive / knowledge competences;

· practical competences.
6) according to the psychological, teleological and pedagogical criteria:


· competences – behavioural acquirements;

· competences – finalities/results;

· competences – objectives;

· competences – competence descriptors (which, can be regarded as competences gradually - inferior to the respective proper descriptors).

The problem of the classification of competences is a difficult and contradictory one. In most of the cases, misunderstandings, the opposed interpretations of the phenomenon happen because whether the substance of the competence is confused (psychologically, pedagogically or teleological), or the competence in that context is interpreted form the point of view of different classification criteria.
Generalising different approaches regarding the taxonomy of competences and taking into account the suggestions of the European Qualifications Framework and the National Qualifications Framework, we suggest the following classifications of competences for higher education:

1. According to the degree of generalisation:

· generic;

· specific.

2. According to the degree of specification and hierarchy:

· generic
a) key/transversal/transdisciplinar competences – transferable among different domains of study;

b) professional for a wide domain of activity, group of professions, specialisations – transferable within the respective profile: cognitive and functionally-active.
· specific
a) professional - specific to a major/to a double major: cognitive and functionally - active;
b) subjects:

· general for the said subject;
· specific to the unit of learning.

Table 2.1 Competences versus curricular documents
	No
	Type of competence 
	Policy documents

	1.
	Generic – transversal/transdisciplinar/ key competences
	· Education Code

· University Charter

· Framework for Higher Education

	2.
	Generic – professional for wide occupational domains
	· National Qualifications Framework

	3.
	Professional – sometimes specific to a major/double major
	· National Qualifications Framework 

· Curriculum for the said major
· Supplement to the diploma

	4.
	Specific to the subject:

· general;

· specific to the unit of learning.
	· Curriculum on subjects

· Teaching projects


The structure of the competence can be established being reported to one or another definition/approach of this phenomenon, and also to the degree of complexity and the ways of manifestation.

Therefore, having the definition of competence as ”integration of knowledge, competences, attitudes…”, we can deduce the triadic structure of the competence: knowledge, capacities/abilities, attitudes/values/ competences in its integrity. 

Taking into account the way of manifestation of competences as finality, it can include the following components:

· action/activity represented by a verb;

· time indicator of finality (knowledge, application, integration/transfer);

· condition of the finality (domain, subject, theme);

· general indicator regarding the level of realisation of the action or product in the said context of learning/education.
Table 2.2 Structure of competences depending on finality
	No
	Verb: action/activity
	Domain/Subject/Theme
	Level/Modality/Norm
	Context

	1.
	Projection
	didactic from the point of view of curricular theory
	on modules/units of learning for subject “X”
	reported to the respective qualifications framework and the education level of students

	2.
	Research
	of the educational phenomena
	by interconnected application of theoretical and experimental methods
	comparing the obtained results in dynamics, concluding and forwarding the respective methodological recommendations



Below, we suggest some references regarding the design of competences specific to the said subject:

Table 2.3 Domain/ competence of knowledge and understanding
	No
	Categories of competences specific to the subject (general)
	Competences specific to the unit of learning/operational concepts

	1.
	Competence of reception and internalisation 
	· identification of notions, phenomena, processes, relations;

· definition of some notions;

· observation of some phenomena;

· enumeration of facts, phenomena, processes etc.;

· reproduction of some definitions, texts etc.;

· typing of data, information etc.;

· description of facts, phenomena, processes etc.;

· highlight of facts, phenomena, processes etc.


 Table 2.4 Domain/competence of application-operation with knowledge entities
	No
	Categories of competences specific to the subject (general)
	Competences specific to the unit of learning/operational concepts

	2.
	Competence of primary processing of data/ information and observation
	· analysis and synthesis;

· comparison and discrimination;

· establishment of some relationships;

· categorisation and classification;

· induction and deduction;

· investigation;

· exploration;

· experimentation;

· solving of simple examples.

	3.
	Competence of modelling and algorithmisation


	· construction of schemes, models;

· application of schemes, algorithmic models;

· problem-solving by modelling and algoritmisation;

· anticipation of results;

· representation of data;

· structuring;

· modelling;

· transposition.

	4.
	Competence of expression and argumentation
	· description of some processes, phenomena, processes;

· generation of ideas, concepts, solutions;

· argumentation of sentences;

· demonstration;

· interpretation;

· exemplification;

· retelling;

· explanation.


	5.
	Competence of secondary processing of results, data, observations
	· concluding;

· results assessment;

· systemic analysis of data, phenomena, processes;

· strategy making;

· finding relationships among different types of representations;

· generation of new ideas;

· extrapolation;

· extension;

· abstractisation;

· appreciation;

· realisation.


Table 2.5 Domain/competence of integration and transfer
	No
	Categories of competences specific to the subject (general)
	Competences specific to the unit of learning/operational concepts

	6.
	Competence of integration


	· generalisation and specification;

· optimisation;

· transposition;

· transfer;

· adaptation and appropriation to contexts;

· planification/design;

· management;

· individual and group research;

· conceptualisation;

· solving of study cases, troublesome situations;

· decision-making;

· efficient communication.


The design/formulation of competences specific to a major or subject depends on generic competences in wide professional domains and is used in a said domain specific to a major or a subject; starts with a verb in active voice, identifying the type of competence (according to a taxonomy), field of study, unit of learning and the reached level in the said process.

Some examples are relevant in this regard:

1. Major ”Geography”:

· Application of knowledge and competences specific to geography for the development of projects for identifying some solutions in order to solve the local, regional and global problems.

· Description and interpretation of the cause of changes from the geographic environment, using a specific language, adapted to a target audience or already released.

2. Major ”History”:
· Use of historic primary and/or secondary resources and of methodologies specific to solve some interpretation problems of the historic phenomenon.
Assessment of some contemporary problems based on knowledge about the past in order to estimate solutions for the future for the development of a diversity of solutions.

· 
The Design of Competences Specific to the Unit of Learning is a complex and difficult procedure made out of some arguments:
1. these can be formulated like the general ones for the subjects highlighting the content;

2. they can be formulated as derivatives to the general ones for subjects;

3. they can be formulated as descriptors for the ones specific to subjects;

4. they can be derivatives for different types of general competences or can be ”substances” to form different types of competences as the transversal ones;

5. they can be conventionally autonomous, which in other conditions or at a different level can become general for the respective subject or domain;

6. they are “discriminated” in descriptors (at the level of didactic projects and academic results assessment).

The competences specific to the unit of learning are, usually, associated to concrete contents/units of contents, come from the general competences, correlate with one or another competences taxonomy, are formulated being reported to the dimensions/processes of knowledge/operational categories, like:

· Knowledge and Understanding
· Application/Operation with Knowledge Entities;
· Integration and Transfer of Knowledge Acquisition in various contexts, including the occupational domain.
The competences specific to the unit of learning while studying a subject can be formulated in two ways. The first way refers to the formulation of competences specific to personal acquisition.

e.g.:

Subject: Art and Architecture History
Unit of Content: European Painting from Renaissance to Impressionism

	Competences
	Contents

	· Definition of the artistic concepts used and concretisation of the main styles met.

· Comparison of different European spaces from the point of view of artistic realisations.

· Discovery of the relationship between the social environment and the actual artistic creation.

· Understanding of the role of visual messages and of the way in which they are composed.

· Assessment of the cultural impact of the work of art.
	Historic Context and Novelty of the Renaissance Spirit. Baroque and Its Inspiration. Academic Painting and Its Representatives. Impressionism and the Rejection of Conformity.


In the context of the way of formulation of competences specific to the unit of learning, we can see the necessity to identify and develop in this regard the respective descriptors when:

a) assessing the competences general for the subject (by generalisation and concretisation of descriptors);

b) assessing the competences specific proper (by ”discriminating” the respective descriptors).

The second way refers to the formulation of the competences specific to a concrete finality, but also to descriptors of the competences general for a/the subject.

For example:

Subject: Psychopaedagogy of the Family
Unit of content: Psychological Essence of the Family

	Competences/Finalities
	Contents

	The student shall be capable of:

· recognising the psychological dimensions from different points of view and presenting a synthesis;

· distinguishing the objective and subjective dimensions of the family in its historic evolution;

· argumenting the role of the objective dimension on the upbringing of the child in the family based on concrete examples;

· appreciating the impact of not respecting the structure of the family and recognising the couple/family relationship, applying the respective criteria;

· analysing the situation in their origin or procreated family from the point of view of the psychological essence of the family and drawing conclusions.
	Family – as the Environment for Vital Activity. Subjective Value of the Family. Implications of the Psychological Values in Different Life Cycles of the Family.


The solution of this problem depends on:

· one or another definition of the notion of ”competence”;

· one or another taxonomy of the applied competences;

· qualifications reported to higher education cycles;

· cyclicity, integration, progressiveness in developing dynamic combinations;

· the educational potential of courses/subjects and units of content.

In this context, the conceptualisers of competences shall:

1. Establish clearly the substance and the differences between the generic competences– transversal, professional in wide activity domains and the competences specific to a major and the competences specific to a subject (general and specific to the unit of learning).

2. Identify the whole spectrum of subjects for all higher education cycles with the highest potential of forming professional competences and subject competences (generic and specific).

3. Determine the impact of every subject in developing a certain competence or all competences. Some subjects may highly include the development of, for example, communication competences from the general perspective, others might highly develop didactic communication, but another group of subject from the respective professional domain would contribute to the development of the said communications competence in a smaller amount or at all.

4. Draft the matrix of possible correlation combinations vertically for different types of competences for higher education levels and on subjects. While drafting the matrix of combinations, it should be taken into account that a competence general on subjects or the competence specific to the unit of learning depending on finalities might reflect/contribute to the formation of more types of competences. In a nutshell, there is no one to one correspondence between the competence specific to the unit of learning and the respective competence general for subjects or between the competence general for subjects with the respective competence professional of major.

5. Establish clearly the generic competences that can be elaborated during a certain course (as an exception) and those that can be elaborated together with the specific competences by the instrumentality of courses/subjects from the curriculum.

Therefore, generic competences (general) are lines/guidelines, that indicate the characteristics, the acquisitions of a student at the end of a cycle or of a course, but the specific competences, projected as concrete finalities, are the proof that the student has the projected competences (respective ones) at the level of cycle or subject/course.

Due to the fact that the formation/development of competences takes place in an integrated way – linear, cyclic or/and concentric, the conceptualisers of competences shall take into account the competences that are formed and developed in a linear and/or cyclic way. For example, the competence of didactic communication is characterised by a different degree of complexity and manifestation at the end of the higher education cycles: Bachelor, Master, PhD. Schematically, this approach can be illustrated in the following way: 

Diagram 2.7 Linear and gradual development of competences

[image: image8]
Another approach refers to the cyclic and concentric formation of competences. For example, the education competence for adults can be trained during the first and the second cycle of higher education, specifying two concepts in the meanwhile: 1) lifelong education of adults; 2) general education of adults. In this respect, we can identify other variants of formation/development of competences according to cycles – linear or concentric.

Next we are going to present possible correlation combinations of competences vertically:

a) specific professional/specialisation competences and competences specific (general) for subjects (cf. Diagram 2.8.). 
Diagram 2.8 a) Correlation of competences vertically 
[image: image9]
CS – specialisation competences; CD – competences for subjects.
b) Competences general for subjects and competences specific to the unit of learning/finalities:

 SHAPE  \* MERGEFORMAT 



CD – competences general for subjects; CU – competences specific to the unit of learning/finalities/descriptors.
These correlation combinations of competences can be presented also as a table.

Table 2.6 Specialisation competences vs competences for subjects 
	No
	Specialisation competences

Competences for subjects
	CS 1
	CS 2
	CS 3
	CS 4
	CS 5
	CS 6
	CS 7

	1.
	Subject/competence
	X
	X
	
	X
	X
	
	X

	2.
	Subject/competence
	X
	
	X
	X
	X
	
	

	3.
	Subject/competence
	X
	
	X
	X
	
	X
	

	4.
	Subject/competence
	X
	X
	
	X
	X
	X
	X

	5.
	Subject/competence
	X
	X
	
	
	
	
	

	6.
	Subject/competence
	X
	
	X
	
	X
	X
	X

	7.
	Subject/competence
	X
	
	X
	
	
	X
	X

	8.
	Subject/competence
	X
	
	
	X
	X
	X
	X


Table 2.7 Competences general for subjects vs competences specific to the unit of learning
	No
	Competences/unit of learning

Competences general for subjects
	CU 1
	CU 2
	CU 3
	CU 4
	CU 5
	CU 6

	1.
	Subject/competence
	X
	X
	X
	X
	X
	X

	2.
	Subject/competence
	X
	
	
	X
	X
	X

	3.
	Subject/competence
	
	X
	X
	
	
	X

	4.
	Subject/competence
	X
	
	
	X
	X
	X

	5.
	Subject/competence
	
	X
	X
	
	
	X

	6.
	Subject/competence
	X
	
	
	X
	
	X


While establishing the general competences for subjects and the competences specific to the unit of learning by a spectrum of combinations we have to identify competences general for dominant subjects when studying one or more units of content and, respectively, the competences specific to the dominant unit of learning and paying attention to the dominant general competences.

Therefore, the general competence on subject No 1 can be dominant to the units of learning 2, 4, 5 ...  In such a case, while studying the unit of learning No 2 the dominant competences will be the specific ones of differentiation, comparison, algorithmisation … as descriptors of the general dominant skill (N1), but while studying the unit of learning No 4 the dominant ones will be the specific skills of identification, analysis, generalisation etc. as descriptors of the same dominant general skill (N1).

At the same time, the specific skill dominant to a general skill can be complementary to another general skill or skills. In this regard, it is important that the number and consistency of specific dominant skills attributed to a general dominant skill during the study of the units of learning provide its training / development.

It also needs the specific skills of the unit of learning combined so that they cover the whole spectrum of necessary descriptors on general skills training / development during the study of all units of learning from the subject. In other words, if the general skill is characterised by descriptors like: differentiation, classification, comparison etc., then these descriptors must take the form of specific skills that will be trained in the study of one or more units of content.

It should be noted that as a plan of action / activity the skill general for subjects and the skill specific to the units of learning can have the same formulation - active voice. But the action area in the first case refers to the subject entirely, and in the second case it relates only to the context of the unit of content which is part of the structure of the said subject. For example, the competence of classification of objects, phenomena, processes from the domain of educational sciences may be a general one and a specific one if changing the action area e.g. classification of objectives, phenomena, processes regarding learning theories.

Another finding hint: the same formulations of the specific competences throughout the whole way of the units of learning are often met: define, identify, analyse etc.

In fact, these formulations of specific competences are repeated within each learning unit and vice versa: some specific competences as derivatives / descriptors of general competences are not found at all or are found in the units of learning in their complementary form. For example, the competence general to subject X is characterised by a descriptor of "extrapolation" or "algorithmisation", which are not identified as specific competences in the structure  of the units of learning of the said subject.

There is another approach on correlation of competences general for subjects and specific ones, which is formulated gradually from the general ones without concrete content per unit. In this case, every teacher in a said unit of learning sets the competences specific to this unit gradually.

So, the design / derivation / promotion of the competences is the object of the curriculum and also of the teaching process.

This approach on learning based on competences is most certainly under development. It is also noticed the development of connections and interconnections between different types of competences. There may be several variants / matrices of combinations of vertical structured competences, determined by:

· changing labour market requirements;

· changes of contexts where the competences are required;

· the amount and signification of university courses / subjects;

· the cycle and the general programme of studies etc.
At the same time, it is the right moment to develop the core matrix of combination and interconnection of different types of competences.

Horizontal correlation represents a theoretical and methodological approach based on establishing an interconnection between competences / finalities – contents - teaching strategies -assessment and reverse connection strategies of achievement. 

III. THE UNIVERSITY CURRICULUM: THE PROJECTIVE REFERENCE FRAMEWORK
The Design of the Curricula by Cycles: Bachelor, Master, Doctorate
The framework of higher education is a part of the university curriculum as a system, based on which learning plans are drafted including different professional domains, specialties and majors. 

The framework is obligatory for all public and private higher education institutions of the country. It is projected to ensure quality in higher education; to improve the educational management; to renew higher education for the integration in the European Higher Education Area; to improve, to rationalise and to match learning plans at the national and the European levels; to create the conditions for an actual academic mobility and to validate the periods and acts of study.

The framework establishes the general principles for the organisation and the unroll of the educational process in higher education institutions and it reflects the main requirements for the drafting of learning plans in different fields of education/professional domains/specialties in the Ist cycle, in medical and pharmaceutical education, for integrated studies and at different majors/Master programmes for all types of study.

The framework can be transposed into a great variety of learning plans, establishing all features and orientations of each educational institution, each professional domain/specialty or each Master programme/ major. The learning plan is based on the framework and it represents a system of initial professional training activities for specialists for different national economic sectors, reunited into a unitary conception from the point of view of content and in time unrolls.
The design of the higher education plans from the perspective of the curricular paradigm is an innovative and methodological approach socially, professionally and pedagogically engaged that implies the full validation, observation and valorification of the following principles:

1) Approach regarding learning plans on global and systemic levels, depending on the finalities of the National Qualifications Framework, on the requirements of the occupational domains, on the specific finalities of each higher education cycle and of each major.

2) Distribution and integration in a balanced way of courses/subjects on modules/components, but also on higher education cycles, determined by curricular criteria, argumented epistemologically and psychologically.

3) Interdisciplinarity of courses/subjects at the level of intradisciplinarity, interdisciplinarity, pluridisciplinarity, transdisciplinarity.

4) Coherence between basic, speciality/ major, operational/facultative courses/subjects, depending on the higher education cycle, but also on the occupational domain.

5) Continuity in the structure of courses / subjects in higher education cycles (linear, concentric, double concentric).
6) Inclusion of elements in the learning plans at the university level that can be developed in lifelong education.

The learning plan includes four basic components:

a) time, which represents the method of planning the training process (week, semester, year, cycle), its main unit of measure being the ECTS credit system;

b) formation, which represents the method of distribution of the units of content (course unit, course group, modules);

c) accumulation, which reflects the method of distribution of ECTS credit points;

d) assessment, which represents the current and final assessment method of learning finalities and of the competences obtained by the student at the respective course unity/module.

The learning plans for the Ist cycle, integrated studies and the medical and pharmaceutical education are drafted on specialties, in accordance with the Nomenclatorul domeniilor de formare profesională şi al specialităţilor pentru pregătirea cadrelor în instituţiile de învăţământ superior, ciclul I (Nomenclature of Professional Domains and of Specialties for Training Human Resources in Higher Education Institutions, Ist Cycle). The learning plans for the second cycle, Master, are drafted on majors /Master programmes, that are established within the limits of the general fields of study that are approved for the Ist cycle, according to the Nomenclatorul domeniilor de formare profesională şi al specialităţilor pentru pregătirea cadrelor în instituţiile de învăţământ superior, ciclul I (Nomenclature of Professional Domains and of Specialties for Training Human Resources in Higher Education Institutions, Ist Cycle). 

While drafting the learning plans for the higher education institutions, Ist cycle (Bachelor studies), integrated studies, medical and pharmaceutical education and IInd cycle (Master studies) the education is focused on the student, oriented to acquire the education finalities and to form the competences stipulated in the National Qualifications Framework on cycles and on general fields of study/general professional domains. The accumulation of the education finalities and the formation of basic competences for a field of study are completed when highlighting the pragmatic character of the formative content of the course units (subjects) from the learning plan. The formative content of the learning plan addresses the following education finalities: knowledge (”to know”), abilities (”to know how to do”) and attitudes (”to know how to be”) and their integration in the professional competences characteristic of the future specialist. 

The basic formative element of the learning plan is the course unit. It is represented by unitary activities attributed to a distinct formative content. The course unit/subject can be fulfilled by the instrumentality of courses, seminars, laboratories, course papers, guided individual projects, practicums etc. The course unit can be learned provided the fulfilment of the following educational activities: attendance of courses, seminars; fulfilment of certain tasks; practice in the laboratory; documentation - including Internet sources; essay, report, course paper writing; project and graphic papers drafting; case study research (individually and in groups)

The time component of the academic plan is represented by the Academic calendar, which includes the division of didactic activities per years, semesters (sessions in the case of part time or remote studies) with the establishing of terms, semester length, internships, exam and final assessment sessions (license exam/final graduation exams of high integrated studies/state exams/diploma thesis defence/master diploma defence) and vacation.

While elaborating the academic calendar the following factors are considered: a) the length of license studies (cycle I), shown in years and study credits which are due to full time studies – 3-4 years and 180-240 study credits respectively; part time and remote studies – 4-5 years (a year more than the full time studies) and 180-240 study credits respectively. b) the length of master studies (cycle II) which makes up full time studies of 1.5-2 years and 90-120 study credits respectively. 

The academic year structure. The academic year in higher education studies begins on the 1st of September and lasts up to 42 weeks, including two relatively equal semesters, two exam sessions, internships and two vacations. A semester usually lasts 15 weeks.

The exam session is programmed on a total length of 7-8 weeks. Two additional sessions will be programmed, which have a length of 1-2 weeks, on the purpose of liquidating the students’ debts and/or rising the grade, which can be organised after every session during the vacation or, depending on the administration’s decision it can be compiled into a single session during the summer time. Compact courses are recommended to be offered during the master programmes, in a module form with an organised assessment at the end of the course.

The internship planning is compulsory. These are organised with the theoretical courses or separately (divided in levels, in compact time periods), according to the study programme of the specialty/ major.

The quantification of the academic year. According to the user’s manual of ECTS, during an academic year of full time studies, 60 credits are offered and 30 credits during the semester. During an academic year of part time or remote studies the total amount of credits (180, 240 etc.) are distributed equally per years of studies.

The form component of the Academic plan includes the courses/modules units sets distributed per semesters/years of studies. According to the degree of compulsoriness and the possibility of choice, the course/module units are divided into:

a) compulsory;
b) optional;
c) at one’s choice.
According to the function (destination, role) in the initial professional development through general competences and specific competences, the course/module units will be grouped in 3 components.

I. In cycle I and integrated studies programmes:

a) The fundamental component (F Code);
b) General competences general competences formation component (G Code);

c) Socio-humanistic orientation component (U code);

d) Major component (basic and secondary in the case of concomitant education in two linked domains) (S code);
e) The orientation towards another educational domain component in the cycle II, master studies (U code).
II. In cycle II:

a) Fundamental component (F code);

b) Major component (S code).
The fundamental component (F code) is aimed towards knowledge gaining and basic competences formation, which are integrated in competencies, allowing the scientific approach of the current domains, as well as understanding and gaining new knowledge. The fundamental course/module units are offered in a compulsory mode.

General competences and skills formation component (G code) is aimed towards learning, researching, analysing and elaborating competences and effective written and oral communication, through the means of informational technologies as well, in the professional domain and in different social contexts. 

The general competences and skills formation component (G code) is compulsory and it is recommended to include:

a) A course of an international foreign language, applied in the professional domain; The creating and extending of the teaching system which includes international foreign languages is recommended;

b) An international informational communication technologies course which can be compatible with modules like, Informational culture, Informational technologies, applying the informational technologies in the professional domain, etc.;

c) A communication course (the Basics of communication/the Psychology of communication/Communication techniques/Rhetoric, etc.)

d) A course of free choice in the first year, and in other years of Romanian language studies if demanded by the students from alolingual groups;

a) A physical education course for first and second year students, in an extracurricular mode, which isn’t quantified with credits but which is qualified by the mark “passed”, representing a precondition of accepting for license studies.
Socio-humanistic orientation component (U code) is aimed towards creating a broad horizon of legal, philosophical, sociological, psychological and economical  culture, which would allow the future specialist to assume some responsibilities in a free society and to adjust himself/herself quickly and efficiently to the society changes.

Socio-humanistic orientation component is offered as an option and may include:

a) A European thematic course (compulsory);

b) Ethics (compulsory);

c) Basis of State and Law;

d) Philosophical sciences/The philosophical issues of the domain;

e) The basis of micro- and macro economy/The basis of entrepreneurship/Human resources management;

f) Politics;

g) Elements of universal and national culture/Cultorology etc.

The course/module units of the fundamental component (F code) of general competences and competences formation (G code) and humanities (U code) make up the trunk of the formation programme, which represents the compulsory basic formative structure in the training of the future specialist in the cycle I and in the integrated studies framework, which is linked to many domains of professional formation in the framework of a general studies domain. In the cycle II programmes the trunk is made up of the fundamental component (F code), offered in a compulsory mode.
The professional orientation component (basic and secondary, in the case of concomitant education in two domains) or the major in cycle II makes up the objectives, which are aimed towards the student’s professional identity formation and is offered in both compulsory and optional modes.

Each student can constitute its individual training educational path, based on the course units offered through the academic plan, in order to obtain an academic diploma.

In cycle II, master studies may include the following courses, depending on the type of master studies (research or professional) and the expected outcomes of the study:

· Epistemology (theory of science);

· The methodology and ethics of the major domain research;

· Professional management

· Elaboration/management of the projects;

· Career design;

· Copyright;

· The theory of decision;

· Techniques / paradigm of scientific communication;

· European integration course.

       The compulsory course units/option packages provide the constitution of the individual professional formation path, depending on the aspirations of the professional development and the employment perspectives in the labour field. The optional course units are chosen from the academic plan’s offers. Each choice is made of at least two offers. The optional course unit (the package) becomes compulsory from the moment of choice. The individual professional formation path is reflected in the diploma’s Supplement, which is given with a compulsory title to every graduate student of the Higher Education Studies. 

Course units at free choice assure the expansion of knowledge and the development of students' competences in a chosen professional domain / major or in other adjacent areas. These are being introduced in the plan, on the proposal of the departments, for each professional training domain, if required by the students. The studying of the courses at free choice is programmed on the whole length of professional formation from the total number of hours and the credits are allocated on the total provided number. These are reflected in the diploma’s Supplement, given to the student.
In order to offer the graduates the possibility to enrol in the secondary education as a teacher, higher education institutions may propose the students in the Cycle I a psychopedagogical formation module with 60 credits (excepting the 141 formation domain “Education and teachers formation”) also 30 credits for theoretical formation and 30 credits for a compulsory internship. The realisation of the psychopedagogical formation module offers the possibility to access the Educational Sciences domain in the cycle II. The course units in the framework of this module are being realised in didactic compulsory activities mode. The psychopedagogical formation module becomes compulsory if chosen by the student. The credits for this module may be accumulated partially without enlarging the study period, in compliance with applicable regulations.

The internships, as a compulsory component of the initial professional training programme, are aimed towards obtaining generic and specific competences in a professional formation/specialisation domain. The internships in the higher education institutions include:

a) The specialisation internship which may be initial, related to didactics, pedagogical, technological, related to production, clinical, etc.;
b) License/master studies internship.
The types, levels, place, development period and the internships length are determined by the education institutions (faculties/departments) in strict accordance with expected outcomes and competences of the study for respective study/ major/specialty domain.

The internships are organised relying on some special programmes/signed contracts. The major and license studies internships will be organised, as usual, in compact time periods. The internships are credited distinctively, usually, with 1-2 credits per an entire week.
Accumulation component. The quantification of course/modules units. Study credits are allocated to course units, depending on the entire study period claimed by the student. Study credits are allocated as integers.

The study credits are conventional numerical values which are allocated to each course/module unit and other distinct activities from the academic plan (internships, diploma thesis, master thesis) and they show the labour quantity at its each aspect (didactic activities, as well as the individual project), which is demanded from the student in order to realise his/her expected study outcomes.

Approximately 1800 hours are allocated for an academic year, hours of audience (contact) and individual activity hours inclusively, according to ECTS User Guide recommendations. An academic credit represents 30 hours of audience study hours (contact) and individual activity.

The Assessment component of the academic plan includes the assessment types and modalities of the study outcomes, shown in generic and specific competences:

a) Current assessment (test, essay, report, case study [individually or in group], internship report etc.).

b) Final assessment: oral exam, written exam, mixed exam, thesis/project;

Depending on the general studies domain (major /specialty) specific assessments may be applied e.g. concert, exhibition, portfolio, sports competition, computer aided assessment, etc.

While determining the modality of assessment the structure of the course unit, the volume and the length of its studying are taken into account. The final assessments of the course/module units will be realised through exams with grades. Marks "pass" / "fail" may be used in the interim assessments within the course modules and Physical Education.

The year thesis/projects are programmed within corresponding course units. These are assessed within the corresponding course unit and from the total amount of credit given to it.

In the education plan for cycle I and for integrated studies the modality of study accomplishing is indicated as well as the terms of assessments and the study credits amount. Depending on the decision of the senate the License exam/Integrated studies exam may include:

a) A fundamental course unit exam;

b) A major course unit exam;

c) Defence of a project (thesis) license/master studies.

In case of concomitant training in two linked domains in cycle I, the graduation exam may include two exams for major course units.

The final assessment for the 7th domain Health includes the public defence of the diploma thesis and the State Exam.

The final assessment in cycle II includes public defence of the master thesis.

 Framework recommendations may be transposed in a big variety of education plans, realising the particularities and orientations of each domain which assures the development of content, cognitive and research professional competences, in the research domains, as well as some transversal competences.

The training programme based on advanced university education is an instrument for the enriching of the PhD student’s knowledge and which allows the student the launching of the scientific research programme in good conditions and the achieving of advanced competences, specific for the PhD studies cycle.

The advanced higher education training programme develops according to an education plan, elaborated by the Doctoral School Council alongside specialisation departments exposed by the Scientific Council and approved by the university’s Senate.

The advanced higher education training programme includes research/development activities/innovation within grants/ PhD’s contracts and activities established by the student.

PhD Students enrolled in co with another university can follow one of two semesters of advanced studies programme in the partner university. On the recommendation of the scientific coordinator, the Doctoral School Council will proceed, according to the case, to the recognition of the subjects, marks and credits obtained in the PhD student’s academic transcript.

Taking the preparing programme based on advanced superior studies leads to the accumulation of 60 transferable credits. The condition of graduation of the preparing programme based on advanced superior studies is the obtaining of all the credits related to him, nominally.

The opportunity of organising a training programme based on advanced higher education, as well as its structure and content are at the discretion of the Doctoral School, according to the regulations of the Doctoral School.

The doctoral curriculum will include synthesis subjects, adjusted to the domains, with modules referring to research methodology, and with well-defined applicable functions, in the case of professional PhD studies.

The courses with interdisciplinary predilections will be the main choice. The programme based on higher advanced studies is developed partially in the university, partially in labs, in research centres in case of scientific PhD studies, and in the framework of sports and arts organisations and institutions mainly, in the case of professional PhD studies, where the PhD student will effectuate his/her activities.

The PhD student training will be counseled and assisted by the guiding commission, and the recipient institution, in the case of professional PhD studies, may add another internship guide.

Courses and modules. A share of 75% of academic subjects and 25% of theoretical subjects is recommended in the case of scientific PhD studies. A share of 25% of theoretical subjects and 75% of practical subjects is recommended for the professional PhD studies. The training programme based on advanced higher education sums 60 transferable study credits (ECTS), 30-40 credits being summed for major course units.

The PhD student may opt independently for passing the courses from the framework of advanced higher education, provided by the Doctoral School. The restricting of this personal option is forbidden. 

The assessment in the Training programme framework based on advanced higher education. The course related exams are being organised after finishing the module. In exceptional cases, the PhD student may defend individually the written documents with documentary evidence, according to a schedule approved by the Doctoral School.

The graduation of the first academic year. At the end of the first PhD academic year, the PhD student will defend a report based on the knowledge of the degree of development of the research subject, the event will take place after passing the exams and in the framework of the division/centre/laboratory..
The programme for this PhD academic year is an individual one based on scientific research/athletic performance/artistic creation. The PhD guide is responsible for the PhD student scientific research programme’s structure, content, development and organising.  The scientific research programme for the PhD students with frequency studies is of a 2 years length (4 semesters) and sums 120 ECTS. This type of programme will include the following tasks:
. The defence of at least 2 reports – thesis chapters during the second academic year. 

a. The defence of some spectacles, recitals, personal, group, national and international exhibitions, in the case of professional PhD studies, according to a programme established with the scientific adviser and through according of a certain number of credits established by the Doctoral School. The defence will take place in the presence of the guiding commission from the direction/centre/lab framework.

The participation at conferences, national and international scientific symposiums. The Doctoral School takes the decision related to credits number (no more than 20 ECTS annually) linked to these activities linked to the Scientific research programme. Research results must be published in scientific journals indexed nationally and internationally.
This year is defined by the graduating of the higher PhD education. The scientific research programme is considered done since the PhD thesis is effectuated. A works portfolio is preferred in case of professional PhD studies, which is made up of a set of micro research projects, technical reports, essays, interpretative analyses of artistic/athletic performances, creative/athletic works and projects, publicly presented (in the framework of exhibitions, competitions, contests etc.). The PhD thesis for the scientific PhD studies must include an original research component and namely applicative and fundamental research, validated through publications in scientific magazines.

The PhD thesis for the professional PhD studies must reflect the solving of a practical problem of an organisation, company, firm, sports institution or from the creative domain. The thesis may be made up of a portfolio and a research project or a dissertation, but of the scale of a scientific thesis.

The defence of the PhD thesis will be quantified with 40 credits. Another 20 credits from the last academic year will be offered for publications in scientific specialisation magazines, with reviewers in other magazines and collections; for participation in conferences with scientific communication, sports competitions, national and international arts exhibitions; international mobility etc.

The specific of each domain of professional training/ major /master programme is offered through the variety of:
a) the list and the volume of hours for course units studies from the framework of different components and modules;

b) the content of the fundamental course units, of humanities and major orientation;

c) the internships’ forms and content.

The academic plan projects for cycle I and integrated studies is effectuated at a computer in 4 copies according to the established model (Appendix nr.4). The academic plan projects for cycles II and III are elaborated in two copies.

The academic plans modification. The university senate validates the introducing of changes in the curricula. For the copy of the plan for cycle I and integrated studies, authorised by the M.E, it is linked an extract from the record of senate meeting, where the modifications were approved. This foresight is also available for cycle II and III plans.

The academic plan confirmation. The academic plan projects for cycle I, II and integrated studies, elaborated for each professional training domain/ major and education organisation form (full-time, part-time, remote studies) are presented for confirmation/approval at the Ministry of Education. Academic plan projects for cycle II, elaborated for each master/ major programme, approved by the Faculty council and confirmed by the University senate, will be presented at the Ministry of Education as a component part of the internal assessment dossier for the institutional capacity if demanded for organising the master studies. It is recommended that the ministries expose the academic plans for cycle II and III, as they have subordinated higher education institutions or, in some cases professional associations should do this.

Academic plans evidence. The academic plans for cycle I and integrated studies, approved by the ministry, are registered at the Direction, which is responsible for higher education and science development. The registration number and the approval date are registered in the preamble plan and are introduced in a special evidence register. The academic plans are registered with its registration date. The academic plans for cycle II and III will be registered with its approval dates in a special evidence register at the Studies section of a higher education institution. The register number and the approval date will be recorded on the Plan’s title page.

The academic plans preserving. An approved and registered copy of academic plans for cycle I and integrated studies, is preserved at the Ministry of Education Direction responsible for higher education, another copy is preserved at the relevant ministry. The rest of the copies, authorised by the Ministry are preserved in the education institution. The academic plans for cycle II, approved and registered in the pre-established mode, are preserved at the Studies section of the higher education institution and at the respective department.

Design of the Curricula by Subjects and Higher Education Cycles: Bachelor, Master, Doctorate
The curricula (programmes) according to subjects represent operational documents, which are necessary and compulsory for teachers of all the academic subjects, internships for all the higher education cycles (license, master, PhD studies) in the process of designing and realisation of teaching-learning-assessment activities in the universities framework. 

From the curriculum theory perspective, this type of documents is elaborated relying on the outcomes of education cycles and on pedagogical qualities of the respective subject related to the specific dimension of these outcomes. Any teaching activity planned relying on the curricula will be conceived by the teacher as a teaching, learning, assessment/research activity. The central function of the curricula is the regulation/guidance of the didactic design of the teaching activities related to the framework of courses, seminars, laboratory works, and internships.

1. The curricula design by subjects in the higher education is usually realised by teachers – lecturers, PhDs / habilitate Doctors and is approved at the departments and Quality Assurance Commissions according to respective notice. The curricula design demands are according to the realisation of certain didactic actions situated in an explicit hierarchic order, expressed in terms of curricular policies and institutional decisions: Substantiating clearly the concept of curriculum (relying on student, competences etc.).

2. The explicit definition of committed outcomes in the selection and organising of the material according to academic cycles (education modules/units).

3. The clear definition and the competences taxonomy, specific for the subject, correlation with the powers of the National Qualifications Framework, which converge the formation of the major competences.

4. The identification of optimal methodological solutions in different teaching situations.

5. Presentation of docimologic possible solutions at strategic and operational level in terms of initial, continual/formative, final/summary assessment.
The conception of curricula on subjects includes:

· Its hexagonal structure (curriculum conception [conceptual landmarks], specific and general competences [descriptors], contents [modules, subjects, content units], didactic strategies, assessment strategies, subject management.

· The “competences” component development and its reporting to the competences of the National Qualifications Framework, an accepted competences taxonomy, the formative potential of the subject content.

· The constitution of a new status of content units as a means of competences formation/development.

· Didactic strategies correlation, and of assessment strategies with projected outcomes.

· Openness to inter- and transdisciplinary / transversality.

Thus, curricula structure according to subjects may include the following components:

· Preliminaries.

· Curriculum concept / conceptual cues.

· Managing the subject. 

· General and specific competences.

· Content/modules units.

· Teaching Strategies / activities of teaching, learning and assessment.

· Recommended bibliography.

Diagram 3.1 Curriculum structure according to subjects
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The curricula according to subjects cannot be conceived outwards the circumscribed conceptual framework now through didactic and curricular policies stipulations, in fact. Thus, the curricula according to subjects must conform at least to the general demands, as for example the conceptual and methodological ones.
1. Conceptual:
· it must reflect didactic guidance of the university educational policies and higher education development tendencies internationally;
· it must be pertinent from the point of view of the student’s necessities of professional and personal development;
· it must conform to the set of factors which determine the academic and success performance;
· it must correlate with specific outcomes of subject’s specific for higher education cycles (specialisation competences);
· it must indicate content blocks/modules/units, but also the means and strategies adequate to the competences formation/development which are specific for the subject.
2. Methodological:
· It must present the curricular components in a complexity and in a logical order, in such a way that these should be coherent and easily utilizable as didactic instruments;
· It must offer necessary suggestions and explanations for a better understanding of the curriculum concept and for a more efficient application of it;
· It must be clear, explicit, concise etc.;
· It must be presented in a unitary form regarding the design and language.

For an adequate understanding, we propose some suggestions and demands regarding the curricula design according to subjects (programmes)

· the document is shortly characterised;

· the curriculum status is indicated in the general curricular framework;

· reasons for elaboration/redesign/development are indicated;

· utilising and applications modalities are indicated;

· users are indicated;
· other important information.
· the curriculum concept is defined;

· the basic conceptual orientations are indicated:

· focus on the student;

· focus on the competences formation;

· focus on values;

· focus on the labour market necessities;

· focus on autonomous, interdisciplinary education;
· the principles and key-solutions are presented;

· the interdisciplinary functions and modalities are presented;
· other conceptual stipulations.
 The following factors are presented in a table and are indicated:
· The subject code.

· Subject name.

· The person responsible for the subject.

· Teaching period.

· Total hours, divided in courses, seminars, individual projects.
· Assessment (assessment form, credit number).
 The general competences of a subject are derived from the competences of a certain major, and from the formative potential of the academic subject’s content.
The general competences for an academic subject are projected according to a taxonomy of competences and are formed as outcomes (see the respective chapter).
 The specific competences for each content unit are derived from the general competences previously designed from those of the major.

The specific competences for each content unit are projected relying on a taxonomy of competences. It is to be remembered that not all the competences of a major have an output in a certain subject, as well as not all the general competences for the academic subject have an output in a certain content unit. Respectively, not all the competences categories from a taxonomy are transformed/transcribed in general and specific competences of the subject (see the respective chapter).
 The teaching-learning-assessment strategies are presented in a conceptual plan through didactic design examples of the academic course/seminar and tests examples are brought etc.
 In this section, the most renowned works in the domain of the respective course are proposed.
The Elaboration of the University Courses, Academic Textbooks, Methodological Guides, Other Curricular Products
The academic textbook is a didactic means, in which an educational technology is reflected, which contributes to the professional and social competences formation, to the acquiring of the social context relevant values, and it allows the student to realise its goals oriented towards professional formation and the adaptation to the constantly changing conditions  of the life through the personal intellectual potential and creativity.

The academic textbook is linked to the curricular general and specific demands of the educational level and study domain.

The academic textbook, as an essential didactic means, includes a set of functions.

Classic didactic function:
· Informing – highlights the knowledge and capacities system, fundamental in the respective academic domain, presented in the textbook through text and images;

· Formation – aims the individual, independent and autonomous activity stimulation of the students through didactic tasks providing, like problem situations, case study etc.;

· Self-teaching – stimulates the backwards, internal connection mechanisms existing at the didactic level, an aspect reflected in the textbook through learning techniques and didactic tasks which build the basis of an individual working style, thus preparing conditions for a permanent education.

Functions that refer to the learning process:
· Knowledge sending through information communication in the form of text and graphic representations;
· Capacities and competences development through acquiring of methods, attitudes, abilities (habits) for labour and life;

· Consolidation of acquisitions through the means of exercise;

· Acquisitions assessment through the means of didactic tasks, in order to certificate the fact that an acquisition is frankly endorsed.

Interface functions (superposition) towards the professional and daily life
· Support in acquisitions integration, so that the student would be able to use his acquisitions in situations which are different from those met in the training process;

· Reference, to which the student may refer in case of necessity;

· Social and cultural – aims at the acquisitions linked to behaviour, social and daily relations.
The academic textbook has a title or a name, which reflects the main idea of the textbook content. 

A well-determined structure guarantees the relevance and integrity of the textbook. As a rule, the textbook has three components: the introductory part, the basic content and the final part.

The introductory part is a preamble, in which the author(s) motivates the potential beneficiaries of the textbook to study the subject and to use the textbook. In the introductory part, the actuality and novelty of the information included in the textbook are highlighted, as well as the specific competences of the subject, which will be developed and formed through the studying of the textbook content.

The basic content is a fundamental part of the textbook and is made up of didactic units. The didactic unit essential elements are educational outcomes and namely: the specific competence (taken from the curriculum) and the objectives, which contribute at the competence formation. The didactic unit content is subordinated to the competence and is made up of two competences: the informational one, which includes text and images and the actional/ formative-developmental one, which includes learning activities.

The elaboration of the didactic unit content presumes respecting of some didactic criteria referring to the text editing, image selecting and didactic activities formation. While editing a text it is necessary to respect the following criteria: the scientific complexity of the text, respecting the editorial particularities of text presenting, the message receiving accessibility, the human curiosity etc.
The images include photographs, drawings, schemes, graphs, historic documents etc. While selecting the images for the informational component its training value is taken into account and namely the contribution it will have in realising the learning objectives.

The learning activities are formed intricately, in a taxonomic context. A learning activity includes a didactic task, which corresponds to a certain competence component and to an interactive method, relevant for efficient solving of the task.

The final part of the academic textbook includes, usually, a bibliography, but may also include a dictionary with terms that are supplementary to those previously presented, in the text, which are useful for deepening the knowledge, to the decision of the authors. Also, in this part of the textbook a piece of information referring to the acquisitions development perspective may be presented as well, acquisitions which are learned through the means of the textbook content.
The Design of the University Course/Seminar  
The university course, seminar represents a form of organising the didactic activity, planned and fulfilled especially in higher education. 

The pedagogical concept of the university course and seminar defines the set of the teaching-learning-assessing activities according to the university curriculum, fulfilled during a semester, study year. From the planning prospective, the university course and seminar present curriculum steps, made by the teaching staff according to the university educational policies, and also personal didactic views.

According to purposes and types of the theoretical and practical activities, there are:

	I. Courses
	II. Seminars

	A:

· introductory/of initiation;

· thematic;

· synthesis;

B:

· theoretical;

· practical/applicative;

· modular-integrative (sandwich).
	· introductory;

· resumative and profound study;

· of growth;

· applicative;

· training;

· integrative;

· of assessment.


According to the methods’paradigm, there are:

	I. Courses
	II. Seminars

	· classical lecture;

· debates;

· lecture-debate;

· lecture-conference;

· problematical lecture.
	· debates;

· on the basis of results;

· on the basis of exercise;

· on the basis of research;

· on the basis of the didactic game;

· brainstorming;

· based on the case study.



Table 3.1 Functions of the university course and seminar
	University Course
	University Seminar

	· informational

· stimulative

· formative

· orientational

· educational

· axiological
	· orientational

· formative

· informational

· methodological

· communicative-socialising

· operational

· evaluative and of reverse connection

· axiological


It is worth mentioning that at the present stage of the university didactics development there is no differentiation between the classical university course and seminar, because in some conditions, the university course can take many functions of the seminar and vice versa.

At the same time, the design of the university course and seminar depends on the purposes of the courses, their typology, conceptual-methodological orientation of the teaching stuff, lawfulness of teaching-learning-assessing.

Of course, the introductory course, for example, will have a different structure of the development-course or seminar based on papers will have another structure than the evaluative one. At the same time, the structure of the university course and seminar depends, mostly, on the present stages of the teaching act and the interaction between curriculum components: purposes, contents, didactic strategies/teaching-learning-assessing activities. Therefore, the university course/seminar planning can be fulfilled during the following stages:

1. Introduction/preparation
· capturing attention;

· motivation;

· reference to the past experiences etc.
2. Presentation of the subject an the respective problems
· actualisation;

· identification;

· the analysis of the contradictions;

· formulation of the problems 
3. Solving problems through:

· didactic tasks;

· analitical, constructive activities etc.

4. Reflection
· appreciations;

· demonstration of personal opinion and the one of  the other;

5. Generalisation/conclusion
· formulation of conclusions;

· formulation of lawfulness ;

· formulation of results;
· prognostication.

University course/seminar may be assessed for the purpose of attestation the teaching stuff; passing the teaching stuff through a competition; establishing the quality of teaching the subject; accreditation of the study programmes; intern/extern assessments. In the position of evaluators can be experts in domain; the head of the chair; members of the quality assurance committee, colleagues, students. 

As a rule, it is planned and assessed university course/seminar within a unity of study/a module which include: subject/ unity of content, specific competences, strategies of teaching-studying-assessment. Every unity of study/module is accomplished within more lectures and seminars. For example, 4 lectures+6/8 seminars. It is important to take into consideration:

a) functions and specifics of the university course and seminar;

b) type of the university course/seminar;

c) specific purposes for every university course/seminar.

IV. UNIVERSITY CURRICULUM: THE METHODOLOGICAL REFERENCE FRAMEWORK
Didactic Strategies in Higher Education
From the postmodernism prospective, categories of “didactic technologies”, “didactic strategies”, “didactic methods”, “didactic procedures” belong to the curriculum paradigm planned and fulfilled in the educational framework. Within these categories there are relations/interactions determined by their statute and functions. 

Diagram 4.1 Didactic paradigm and its categories
 SHAPE  \* MERGEFORMAT 



Didactic paradigm represents a set of theories, principles, rules, and a superior form of pedagogical norms which substantiate and ensure teaching-learning-assessment adjustment at one or more subjects. Didactic paradigm subordinates educational philosophy promoted at the level of the educational policy.

Didactic technology – structural set of the didactic strategies are applied through a tight correlation with the goals, contents and forms of teaching, and also a specific form of teaching-learning-assessment. It ensures the formation of transversal competences, as well as major ones and the general ones by subjects. Didactic technology subordinates didactic paradigm/system. Didactic technology arises from the combination of two or more didactic strategies, one of them can be dominated and determines its typology.  For example, technology of the problematic education.
Didactic technology can be equated to the didactic strategy, in cases when the respective didactic strategy ensures formation of a general or transversal competence. It has the following features: complexity, repeatability, integration etc.

Didactic strategies – a theoretical concept of approaching the educational process, and a practical concept of combination of methods in an operational/procedural didactic structure.

Didactic strategy represents a specific form of pedagogical normativity, which ensures the regulation and realisation of both the whole process and some learning sequences. It is oriented to the formation of transversal competences, of major, specific to a subject and it is formed of two or more methods, one of it can dominate, but also terminal of its typology. 

Didactic strategy can be equivalent to didactic method, in the case when it is oriented to formation of a concrete competence. It subordinates to didactic technology.

The combination of methods within a didactic strategy is determined by several factors:
· typology of goals;

· complexity of content;

· typology of forms organisation of education;

· didactic vision of the teacher;

· the potential of the didactic methods etc.

Didactic method is the path that must be followed, the way that lead to the accomplishment of the planned goals. It represents a tool of learning, which is formed from a set of procedures oriented to the formation of competences specific to a unity of study and general competences on subjects (knowledge, capacities, attitudes). It subordinates to the didactic strategies and is formed from two or more procedures. Some methods can get features of a procedure in the context of the other method and vice versa, a procedure can get take over the function of a method. The method is applied through a set of concrete operations, named procedures.
Didactic procedure represents a sequence of a method, a simple detail, a technique more limited in action, a component or even a particularity of a method.
Summarising:

· Technology/didactic strategy=activity

· Didactic method=action

· Didactic procedure=operation
Technologies, strategies and didactic methods are worked out within the forms of organisation of the education-university course, seminar, laboratory work etc. 

The peculiarity of the application of this didactic category belongs to the following aspects:

· Didactic technology (one or more) may be applied on the whole study of a subject. For example, within the teaching “educational management“ will be applied technology of problematise learning. This means that al the units of learning will include didactic problematise strategies, applied different  combinations of methods, but the method of problematised learning will be dominated within the framework of every unity of learning. 

· Didactic strategy (one or more), as a rule, it is applied within the study of some units/module of content. For example, course-4 lessons, seminar-8 lessons. In this case, didactic strategy is a part of the didactic strategy. The same didactic strategy can be applied within the study of more units of consecutive or interrupted content. 

· Didactic method is applied within the teaching-learning process of some concrete subjects at the university courses/seminars. In this case, method is a part of the didactic strategy and is the fundamental nucleus/component of the didactic strategies. The method has a multifunctional character, that means, it can be applied as a didactic tool by itself ( in this case, method fulfils the functions of the didactic strategy), and combined with other methods it forms a didactic strategy.
Interactive education represents a superior type of education, which is based on the insurance of the those who are educated, respectively their involvement and participation (inter)active and whole (intellectual/cognitive, effective-motivational and psychomotor) in the process of self formation, through the establishment of intellectual, verbal, social-emotional and effective interactions with the teaching stuff and others colleague, and through of interactions with curriculum contents.

Following these definitions, we may conclude: active/interactive education emphasizes individual activism with oneself and others, intra- and interpersonal communication, which is considered a condition of fulfilment of mental, psychophysical and axiological activity. 

Active/interactive education promotion is fulfilled through the respective didactic strategies-active and interactive. Didactic strategy centred on the person who learns represents an active and interactive strategy.

The interactive didactic strategies approach fits in the general problems of the educational paradigm development with reference to the teaching-learning-assessment dimension, pointing out the active-participative character on the part of those who learn and the possibility of cooperation and effective communication.

This approach is based on the J. Piaget’s research with the reference at the interactional field, in which the subject builds his/her knowledge and grows in the general process of context of self regulation. The key-idea of this step consists of correlation/interaction between previous culture/knowledge and cognitive conflict. Regarding this, the student has to form his/her knowledge through the interaction between the previous conceptions and stored information. 

Interactivity has at its basis mutual relations and refers to the process of active learning, within which the person who learns acts upon the information and transforms it into a new one, personal and internalised. 

In a constructionist sense, the learner reconstructs senses through educational content exploration, solving problems and/or applying the acquired knowledge in new situations. Constructionist learning theory takes into account development of communication abilities between those who learn through the promotion of interactive didactic strategies, based on group work.

Interactive didactic strategies, as a group strategy, assumes students’collaboration, divided in microgroups or teams in order to reach a planned goal (solution to a problem, alternative creation). This is based on the reciprocal support in searching-researching and learning, stimulates individual participation, training the personalities of those who learn (cognitive, affective, volitive, social abilities). It needs effort of adaptation to the group norms, tolerance towards opinions, colleagues’ ideas, developing self-assessment capabilities. There are strategies of active interaction between the participants of an activity (student-student, student-teacher).

Interactive didactic strategies assume creation of some programmes that will correspond to the interrelation needs and differentiated answer at the students’ reactions. Interactivity in the classroom (face-to–face) refers to promotion of the inter-and intragroup relations, as well to those between teacher and student. In the case of the distant learning (Internet), interactivity is made of a “soft which responds in a differentiate manner at the learner’s reaction”.

Interactive didactic strategies have in view provocation and support of the active learning, within which the learner acts upon the information to transform it a new one, personal. In constructive sense, using these strategies, the teacher determined the student to become responsible for learning and participation to the process of informational senses construction, through the problems solving.

Interactive learning is done in relation with others and the material foe study, having at the basis construction processes and creative, innovative destruction. It appears, on the one hand as a result of the individual and collective efforts through the interactions between students and/or students and teachers, and on the other hand between students and the study content.  Interactive learning aims the social changes in obtaining the newness, stimulating the construction and redefining of senses, receptivity towards new experiences, searching and finding through exploration, deduction, analysis, synthesis, generalisation, abstraction, concretisation, emphasizing intellectual, psychomotor, affective and volitional  implication.

From this point of views, principles that are at the basis of constructions of interactive strategies are: 

1. Construction of personal meanings and interpretations of the contents of teaching.

2. Discussion and negotiation, and not imposing the objectives.

3. Promotion of methodological alternative of teaching-learning-assessment.

4. Solicitation of the interdisciplinary information and the multidimensional information of the reality.

5. Assessment less criterial and more reflexive, through alternative methods of assessment.

6. Learning promotion through discovery and problems solving. 

Interactive-creative learning is a process of creation of significations towards the new formation and the previews knowledge, of transformation of cognitive structures of the student, consequence of incorporation of new acquisitions (knowledge, capabilities), through engagement of the intellectual and psychomotor efforts of knowledge construction.

The strong constituents of the interactive didactic strategies based on cooperation and collaboration consist of: 
· interrelations which develop social capabilities of communication and adaptation to the group rules;

· the registers success in collective problem solving; 

· stimulation of critical, creative and lateral thinking;

· development of confidence in personal strength; 

· promotion of the positive attitude, reciprocal respect and tolerance; 

· motivation of active participation and involving in collective task.
Learning through cooperation is a pedagogical strategy which encourages students to work together in micro groups, in order to establish a common goal. The concept learning through cooperation is sometimes used as a synonym for the learning through collaboration. The last is a strategy which involves students to support group or team learning, developing individual responsibility in the context relational interdependence, within which members discovers information and teach one another. Coverage sphere is wider, thus learning through collaboration integrates learning through cooperation.
Diagram 4.2 Relation between learning through collaboration and learning through cooperation
                                                                                 Learning through collaboration
                     

                                                   Learning through cooperation
Both the learning through collaboration and the one through cooperation emphasizes the importance of student’s implication in personal process of learning. When are used these strategies, methods of grouping the students are important, in order to ensure a positive interdependence, keeping the individual responsibility, solving group conflicts, stimulating task implication and leading to an interactive process of learning.

 Planning of the didactic strategies depends upon a system of factors related to: teaching stuff, the group of students, used technique, curriculum, learning organisation and material resources.

Diagram 4.3 The factors that are at the basis of planning the interactive didactic strategies
	· pedagogical concept and personal style of teaching

· preparation of the teaching stuff

· pedagogical experience

· opening for changing

· capacbility to communicate efficiently

· capability to involve the students in interactive communication etc. 
	· group of the peculiarities

· professional orientation

· interests and motives

· capabilities to learn

· capabilities to work in group

· capabilities to communicate interactively

· capability to cooperate etc. 
	· educational/profesional goals

· objectives and contents

· types of learning

· correlations goals-contents-technologies

· modality of assessment
· orientation towards learning and interactive communication.
	· equipment

· didactic materials

· reserved time

· other means of learning

· means of interactive communication etc. 


1. Factors that belong to the teaching stuff are deducted from the analysis of the pedagogical, personal conception, from personal and institutional traditions and experiences, from the degree of opening towards innovations etc.

2. Factors that belong to the student group are deducted from their peculiarities, needs, motives for the choice of the profession and learning, their cognitive, social and affective experiences.

3. Factors that belong to the curriculum are identified in relation to professional and intellectual abilities, with the concept of university curriculum, with the degree to interconnection and interactivity etc. 

4. Factors that belong to the learning organisation and materials resources are enclosed in the time dimension needed for an particular didactic strategy, including the interactive one, academic space that is available etc. 
Strategies for Autonomous Learning 
Strategies, in general, are defined as “activities through which the subject is choosing, organising and managing his/her actions for fulfilling a task or accomplishing a goal”.

Strategies of individual learning differ in their typology, specific typologies, degree of application. These have in common a range of characteristics: (a) there are behaviour developed intentionally/voluntarily, aiming some particulars goals; (b) are generated by particular persons and involve in equal measure activism and its control; (c) it trains the cognitive abilities(competence) and motivational (will), which are applied in selective and flexible way; (d) frequent there are tactics assisted socially ( by teachers, colleagues, experts)in solving the problems; their development supposes compulsory automatisation and transfer in various domains, situations and tasks.

Taxonomy of the learning and thinking strategies

First criteria Direct or indirect involvement in learning: 
1. Primary strategies operate directly upon the subject of study; are involved direct in the information approach and processing, leading to transformation of the structures and cognitive processes. For example serve summarisation and text synthesis, schemes and idea plans making, mnemoschemes, primary strategies identified in the context of problem solving, as strategy analysis- methods-goals, decomposition or hypothesis testing.

2. Support strategies have direct influence upon the learning process. These direct, maintain and lead the information processing. They operate upon the personal inferiority, in order to maintain internal psychological climate essential for learning, making the primary strategies to gain efficiency. Relevant are the following support-strategies: self-motivational strategies, strategies of voluntary blur of the competitive  actions to the learning; control strategies of attention, of time planning, of metacognitive specific to the person; strategies through which the learner finds the level of the material comprehending, if are used procedures or techniques suitable to the concrete situation of learning. 
Second criteria Influence sphere upon the learning and thinking

1. General strategies are involved in all the learning and thinking tasks, indifferent of their content. It is thought that the support strategies (mainly the one of self-motivation, of attention and affection control, of time planning, of metagognitive plan) are general strategies.
2. Specific strategies are those applied only in some situations of thinking and learning, for example the strategies of understanding of the simple texts and operations.
Third criteria Functions of the strategies in the process of the information processing:

1. Strategies of the repetitions imply the procedures used by the person who learns, in order to remember information such as facts, names, date, principles, formula, rules. Also named strategies of remembering, they consist of silent repetition or in loud voice, identification of the main ideas/postulates by underlining, writing out; „subject teaching/explanation” to other people; drawing up some sheets, lists of terms, symbols.

2. The strategy of elaboration –a group represents strategies of integration of a new knowledge in a cognitive structure already existing and is applied when is made an analogy, a connection between the new information and the existing one, for example „what the author said here, matches with the theory x” or when a compound sentence is transposed with own words.

Another group represents mnemotechniques which serve, especially, to the imprinting and remembering the materials without signification or structure. 

1. Organization strategy is the one through which is introduced detailed information in units of major importance. A typical example of simple version of this class of strategies is discrimination of different objects according to their semantic features. A complex version of this class of strategies is the summary of some texts in order to reduce the information. 

2. Control strategies alsco called metacognitive strategies are those through which are hold under the observation the personal course of learning, such as estimate upon the own memory specialization for a certain type of learning material, upon the adequacy of a strategy at a certain topic, testing of the results. 
The fourth criteria The level of the information processing:

1. Micro-strategies are the strategies that reach a shortening of elementary information processing ( e.g., rotation of a three-dimensional image; simple analogies; finding of some hidden images in a complex field). Attribution of microstrategies to the executive processes, considered less generalisable, but easier to teach and learn. These forms a whole with the skills of a superior order and are more specific to the life tasks. In this category take part questioning, planning.

2. Macro-strategies are strategies which ensure the long maintaining of an active behaviour during the study and learning activities coordination with others. These are bound to the general strategies of life of the person, to the fitting, motives, interests and his moral values and where approached as learning styles. Macro-strategies are represented as a separate category and in the hierarchical systematization, being designated as executive processes in strong relation to the cognitive, metacognitive knowledge, with a high degree of generalization and which can be perfected ones with the age and experience. From this category take part monitoring, control, revision, self-testing. In the same classification, the learning style or the learning approach is passed into a separate category-central strategies and the one that relates with the attitudinal and motivational factors of learning, full anticipated planning being a central concept. 
Strategies for Academic Results Assessment
Assessment of the academic results, along with the teaching-learning-research, represents the central component of the learning process, and also decisive on the functionality of the didactic system. Assessment is a basic mean of realisation the feedback, which offers information of self-regulation needed for the taking the decisions of amelioration/development of the learning system. 

From the definition above we can conclude:

a) assessment is a process, a phased activity, carried on in time; 

b) it is an indispensable component foe the process of learning;

c) it isn’t resumed to marking students, but aims at domains and problems more complex;

d) it implies measures, comparisons, appreciations that allow the adoption of some decisions meant to improve the educational process. 

Assessment is a didactic measure through which information about the academic output is delimited, is identified and is delivered, as base for next decision taking.

The assessment process of the academic output supposes the following actions relative distinctive: measuring, appreciation, valorification, adoption of the ameliorative/valorisation/decisional measures. 

In the educational field, assessment is a psychological complex act, of establishment the academic results/performances through their reference at a system of prestablished criteria.

 Assessment, being a psychopaedagogical, psychosocial, moral, human, social act, fulfils multiple functions: of diagnosis, through measuring the educational effects; of forecasting, provision of the future evolution, at pupil/student level, of teacher, of educational institution; educational, assessment has a formative content (stimulates, forms, verifies, generates problems of moral conscience, in terms of good or bad, of juridical conscience, in terms of right/wrong, causes affective reactions etc.); of selection and classification (of naming in the function in the group); didactic, fulfilling the reverse connection for the learning process and for the sides, its elements;  social-informative for the social global system, about the efficiency of the learning activities. 

A. Social functions of the action of the assessment refer to the quality of education. In this sense, there are:

a) function of social validation of the products of the educational system;

b) function of social and professional orientation;

c) function of professional and professional selection. 

Social functions of the assessment result from the interaction between the learning and the society, offering to the society the possibility to speak about the learning as a subsystem. 
B. Pedagogical functions of the actions of assessment, necessary for the verification of the quality of the educational activities. These functions direct the educative activities on the coordinate of the curriculum component: objectives-contents-methodology. 

Complementary functions of the assessment:

Function of establishment. This function assumes the appreciation of the academic results, through the relating them at the projected educational objectives; functions that, in general, emphasize the efficiency of the activity of teaching and learning.

Function of diagnosis. This function assumes: identification of the levels of the acquisition of the students, delivery of the information which refers at the difficulties that appear in the learning process, factors identification, causes and conditions that determine students’ success or failure.
Function of feedback. Through the function of feedback is accomplished the task of guiding the students in the process of formation, through the highlighting the strong points and encouragement them, as well as through the highlighting the mistakes, suggesting solutions of amelioration of the context of formation. 

Function of motivation. Function of motivation is in strong correlation with the feedback function and refers at the fact that the positive, constructive valorification, of the feedback offers a stimulation of the objectives and mobilizes the students in their learning, formation and development activity.

Function of continuous regulation and improvement of the educational activity, of teaching and learning, of the didactic strategies refers to the valorification of the obtained information in the process of its assessment and application in the educational process. 

Function of certification highlights the relevance of the students’ results, especially of the competences at the end of the education period. 

Function formative-educational refers to the practice of a systematic assessment, objective, formative and specially, formative will form at the students habits of self-observation, self-knowledge and self-assessment. 

Predictive function. This function assumes the forecast and decision and it owes to the fact that assessment forms predictions upon the future students’ performances, upon the future evolution; as well, contributes at the foresight, to anticipate future didactic actions of the evaluator, destined to ameliorate and optimise educational activities.

Pedagogical functions offers information relating to the relations teachers and students.

C. Managerial functions of the actions of assessment refer at the operational efficient decisions taking at the system and the process.  In this way, is considered: a) function of information of the participants of the instructive-educational activity (objective ascertainment); b) function of estimation of the activity (of the institution, persons etc. which are in study), defined at the level of appreciation with the value of the pedagogical diagnose; c) function of amelioration of the activity defined at the level of the decision taking with the value of forecasting.
 There are three principal types (methods) of fulfilment the assessment in the educational process: initial or diagnosis assessment, continuous or formative assessment; final or summative assessment. Becoming classical, this typology highlights temporal dimension of the action of assessment which offers a certain functional importance of the measuring-appreciation-decision.


Initial assessment has the following tasks:

· it establishes the preparation level of the students before the beginning of the university cycle, year, semester, respectively before the beginning teaching the subject, module of disciplinary or interdisciplinary content;

· it is one of the planning of the educational premises; 

· it is one of the decisive conditions for the planning of the didactic activities, fulfilled depending on the level of the preparation of the students, who form the start line needed for the “entrance into the system” in the most favourable conditions, allowed for the future condition of the “system” and for ensuring the quality of the “product” at the “exit from the system”. 

Didactic initial assessment fulfils the predictive pedagogical function (of prediction).

In this type of assessment is usually used the oral or written questionnaire. In the case of the written questionnaire the basic tool is the questionnaire. 

The content of the questionnaire is determined by the specific of the subject. If the subject which is to be studied is based on the other subject, than the items if the questionnaire reflects the theoretical guide marks of the fundamental subject, for example, the didactics of subject is based on the general didactics//theory of education. Such an assessment measures, especially, the quantitative aspect. 

In the context of the postmodern pedagogy, it refers to the appreciation of the qualitative aspect; in this case the initial assessment can be fulfilled through the complementary methods, which implies the reflections upon problems, phenomena, studied processes, for example, through the application of the methods which assume the interactive participation: brainwriting, brainstorming, SWOT analysis, free writing, sentences completion etc. 

Continuous or formative assessment is applied on the whole way of the development of the learning process. It stimulated the participation of every student through planning some tasks of learning (answers to some questions, papers, problems solving, discussion of some situations selected beforehand) that can be immediately assessed. 

Being centred on the learning process, formative assessment is dynamic, flexible, and thanks to quick and systematic feedback, makes the educational activity more efficient. At the same time, formative assessment provides students with information on their performance and on the opportunity to monitor their progress during the educational process. Thus, the value of formative assessment comes from its usefulness in continuous improvement of the educational process. The information gained through formative assessment testifies about the achieving (or not achieving) educational goals, allowing intervention either in pedagogical methodology, or in the educational goals. This approach may lead to the resumption of the explanation, the changing of certain elements of the educational demarche.
The continuous teaching assessment meets the requirements of the curricular design as "part" of the educational process. In the context of postmodern pedagogy, the assessment vector is oriented towards the continuous/formative assessment that valorises teaching and learning, intervening in the training process through immediate and interactive regulatory mechanisms. Thus, every aspect of the educational process: teaching, learning and assessment – has formative connotation.

The formative assessment activity is designed by the teacher through teaching tasks, formulated through the prism of the curricular objectives (course/seminar). The teaching tasks are formulated taxonomically, in this case the level may be the noted classically: knowledge, implementation, integration or each level can be called through a generic, depending on the specific subject (Example A). 


Self-assessment is an integral part of formative assessment. This is a formative educational finality. In this case, students are able to use assessment criteria to link the purchases they hold and the goals / results expected from them.
Knowing operational objectives to be achieved, assessment criteria and assessment methods, students designs their own learning path and their actions, organise their self-assessment demarches, regulating their learning.

Continuous assessment fulfils a primarily formative pedagogical function that stimulates the operations of continuous measurement during the whole activity, with possibilities of decision  (notes, decisions, characterisations, sanctions) conducted in short periods of time (during the course / seminar or activity.

Summative or final assessment takes place at the end of a training stage (semester), aiming to provide information about the students’ level of general and vocational training (reported to the curriculum requirements). The final assessment can also take into account the results obtained during the teaching period. This is the way to a more objective assessment.
This type of assessment fulfils a primarily summative pedagogical (cumulative) with limited formative resources at the time of teaching activity. It denotes a pedagogical reality, expressed especially at the product level, which implies a reference to the specific objectives.
The summative assessment is the most characteristic (of the three types) for higher education. The assessment takes place at the end of the semester, the most common forms of summative assessment for higher education being: written or oral colloquiums, final exams, year theses and bachelor’s/master’s thesis, state exams. The latest are usually preceded by special activities for review and systematisation of knowledge.

The efficiency of the summative assessment as part of the educational process depends largely on the applied methodology. The most frequently used assessing methodology in the intermediate testing and in the written exams is the summative test.

The pedagogical functionality of a summative test is determined by its characteristics, involving validity, fidelity, objectivity and applicability.

Validity of the summative test represents its capacity to measure exactly what it sets out to measure on the level of cognitive, praxiological and axiological acquisitions at students involved in the assessment. 
Fidelity of the summative test represents its capacity to provide consistent results throughout its repeated application.
Objectivity of the summative test represents its capacity to provide identical results if the test is assessed by different evaluators. This involves removing subjectivity through reporting evaluators at the pedagogically and socially relevant measuring-appreciation-decision standards. 

Applicability of the summative test represents its capacity to be managed and realised in various pedagogical and social conditions. 

The efficiency of a summative test depends on the accuracy of its elaboration. Elaboration of the summative tests takes into account some theoretical guidelines.

Certain steps are followed in the elaboration of summative tests: 
· Ensuring test’s characteristics;
· Designing the specification matrix;

· Formulating the assessment goals; 

· Elaborating the items;

· Elaborating the grading scheme.

The steps listed above allow us to answer the following questions:
• Who is the test designed for and for what purpose?
• What goals and contents will the test have?
• What kind of items should be elaborated to measure student’s knowledge?
• How many items will the test have and how long will it last?
• How many items of each type should be designed?
• How will the test items be graded?

Designing the specification matrix 

The specification matrix is an indispensable method for a summative test, which gives us the certainty that the test measures the educational finalities defined in the curriculum and has good content validity. It determines the correlation between cognitive levels specified in test items (test items reflect the finalities that are to be assessed) and the proportion of content elements.

How do we build and complete a matrix?


Starting from the definition, the specification matrix determines the correlation between cognitive levels specified in the test items and the proportion of content elements. Thus, the cognitive levels are specified in the columns (the cognitive levels reflect the types of behaviour), and the content elements that will be tested are enumerated in the rows.
The types of behaviour that will be tested are determined. In this case, a taxonomy of competences that reflects the curricular finalities is used. In case of summative tests the Dublin taxonomy of descriptors can be used, adapted on the level of: knowledge and comprehension, application (operating with entities of knowledge), integration.

The content elements that will be tested are identified. For this purpose, the entire content proposed for testing is divided into logical units of content conventionally named C1, C2, C3.
The proportion (%) of cognitive levels (types of behaviour) is determined and noted in the last row of the matrix, as well as the proportion of content elements that is noted in the last column of the matrix.
The competence components: knowledge, application, integration, are taken into account in determining the proportion of the types of behaviour. 

For example, the proportion of cognitive levels reflected in a summative test’s specification matrix can be: knowledge and comprehension – 30%, application – 45%, integration – 25%.

The proportion of content elements can be determined qualitatively or quantitatively.

The qualitative aspect involves determining the proportion of each content element that depends on its functionality in the professional activity.
The quantitative aspect involves determining the proportion of each content element based on the number of subjects in each content element. For example, if the total number of subjects is equal to 12, and the first content element has 3 subjects, the second – 5, and third – 4, then the proportion of the first content element is:   

12 subjects ----------------------  100%

3 subjects  -----------------------    X%

X = (3 x 100) : 12

X = 25%.

So, C1 represents 25%, C2 – 42% and C3 – 33%. 

The matrix cells are filled by calculating the proportion of each content element for each cognitive level from the matrix. For this purpose the total proportion (%) of the content element is multiplied by the total proportion (%) corresponding to each cognitive level and it is divided by 100%.

For example, for C1, C2 and C3:

C1= (25% x 30% ) : 100% =  8%  -  knowledge and comprehension

C1= (25% x 45% ) : 100% = 11% -  application

C1= (25% x 25% ) : 100% =  6% -  integration

C2= (42% x 30% ) : 100% = 13% -  knowledge and comprehension

C2= (42% x 45% ) : 100% = 19% -   application

C2= (42% x 25% ) : 100% = 10%  -  integration

C3= (33% x 30% ) : 100% = 10% -  knowledge and comprehension

C3= (33% x 45% ) : 100% = 15% -  application

C3= (33% x 25% ) : 100% =  8%  -  integration.

The matrix is filled with the number of items. For this purpose, the total number of items of the test is set (for example, the test contains 14 items). To indicate the number of items in each cell, the total number of items is multiplied by the proportion of the percentage from the cell and it is divided by 100%.

For example, the number of items that test integration for C1 is:
X = (14 items x 100%): 8%

X = 1 item

Table 4.1 Specification matrix

	   Cognitive

 levels 

Content

elements
	Knowledge and comprehension
	Application
	Integration
	Total   (%)

	Subject 1
	8% 1 item
	11% 1 item
	6% 1 item
	25% 3 items

	Subject 2
	13% 2 items
	19% 3 items
	10% 1 item
	42% 6 items

	Subject 3
	10% 2 items
	15% 2 items


	8% 1 item
	33% 5 items

	Total   (%)
	30% 5 items
	45% 6 items
	25% 3 items
	100 % 14 items


NB  All the cells of the specification matrix are filled.

The proportion (%) and items are presented as whole numbers.

Formulating the finalities that are to be assessed.

Specification matrix serves as a point of reference in the elaboration of the finalities that are to be assessed.

The following aspects are taken into account in the formulation of the finalities that are to be assessed:

· the finalities that are to be assessed are formulated based on the cognitive level/ taxonomy of the competences;

· the structure of a finality that is to be assessed is similar to an operational objective.

The types of items, the recommendations for elaboration of each type of items and correlation between items and cognitive levels from the matrix are taken into account in the elaboration of items for the summative test.

These are the types of items and recommendations for elaboration of these items.

Types of items
There are three types of items.
1. Objective items

1.1 Dual choice items 

1.2 Multiple choice items

1.3 Pairwise items

2. Semi-objective items

2.1 Items with short answer

2.2 Structured questions

3. Open-ended items 

3.1 Problem-solving items

3.2 Structured essay

3.3 Unstructured essay
Recommendations for elaboration of items:

1. Objective items

1.1 Dual choice items 

The correct answer is chosen from two alternatives: true/false, yes/no, correct/incorrect, fact/opinion etc. 

Recommendation for designing dual choice items: 

1. avoiding statements that are very general, ambiguous or difficult to understand; 

2. avoiding irrelevant statements; 

3. giving clear indication about the way in which the answer should be given (circle, tick etc.); 

4. avoiding two or more ideas in one sentence (except situation with cause-effect relations); 

5. avoiding long and complex sentences; 

6. the number of true or false sentences or the length of the sentences shouldn’t give unintentionally clues that would facilitate choosing the correct answer.

1.2 Multiple choice items 

The correct answer is chosen from a list of alternatives. This type of items consists of: 

· premise (statement); 

· options (a list of alternatives (4)); 

· key (the correct answer); 

· distractors (incorrect but plausible options).

Recommendation for designing multiple choice items: 
1. the premise should be clear, concise and without ambiguities; 

2. the use of negation in the premise is avoided; if used, it is underlined; 

3. the options should be plausible and parallel; 

4. only one answer among the alternatives; 

5. the premise should not contain elements that would suggest the correct answer; 

6. the length of the alternatives should not give clues about the answer; 

7. the answers will be placed randomly; 

8. the number of option is variable: 3, 4 or 5. 

9. there should not be more option if the premise naturally needs only three. 

1.3 Pairwise items

Pairwise items require the establishment of some correspondences between the information distributed in the two columns. The information in the first column represents the premises, and the one from the second column represents answers. The criterion upon which the correct answer is established is stated in the instruction.
Recommendation for designing pairwise items: 
1. the number of premises and the number of answers should be unequal. Usually there are more answers than premises (between 4 and 7); 

2. the statement specifies if the elements from the answer column are used once or several times.

2. Semi-objective items

2.1 Items with short answer

The items with short answer require an answer formulated as a sentence, a word/number/symbol or completing a statement, a diagram, a chart etc. 

Recommendation for designing items with short answer: 
1. the space for answering shouldn’t suggest whether the answer consists of one or more words;

2. the items will be short and clearly defined;

3. in the editing of an item to be completed, there will be omitted only key words and no more than 1-2 words.

2.2 Structured questions

A structured question consists of more questions connected by a common element. 

Diagram 4.4 Recommendation for designing structured questions

1. the question should imply simple answers at the beginning and raise the level of difficulty gradually;

2. the connected questions don’t depend on the previous correct answer;

4. there will be many questions that require relatively short answers;

5. in order to allow students to structure better their answers, there will be indications about the nature, form, organisation and length of the expected answer. 

3. Open-ended/subjective items

3.1 Problem-solving items

Problem-solving items imply presenting students with unusual situations that do not have a predetermined solution, and training them to identify solutions through following steps:

· identification of the problem; 

· collection and selection of basic (relevant) data; 

· formulation and validation of hypotheses;

· identification of solving method;

· proposing one or more solutions;

· assessment of the solution; 

· conclusion about solving the problem.

These steps for solving problem situations can not be strictly taken in all stages of presenting these types of items, being only a guidance staging of the solving process. The problem situations may be simple, "closed", when the student is provided with all necessary information to solve the problem, the aim is clearly stated, and the succession of the requirements suggests the solving steps; and "open" problem situations when the student has only the most important data, the solving process is only suggested, and the proper approach has to be chosen by the student.

3.2 Structured essay

The structured essay items contain requirements, explicit reference points to guide the student in a particular manner in the organisation and argumentation of the ideas. Such items must always be complemented with a scoring scheme for correcting and indicating the score corresponding to the reference elements, that has to be presented to the students in one form or another. 

3.3 Unstructured essay items

Unstructured essay items present a statement in an explicit manner without including explicit details about organising answers and without details on its analytical assessment.

These are examples of unstructured essay items:

Comparison:

· Compare two aspects of… and suggest…

Cause and effect relationship:

· List the most likely effects of…

Justification:

· Present arguments for and against the following statement...

Generalisation:

· Formulate several generalisations based on the following data...

Conclusion:

· How would you act in the following situation...

Creation:

· Write a story to describe what would happen if...

Application:

· Describe a situation that would illustrate the principle/law/theorem etc. ...

Synthesis:

· Write a report to emphasize...

Evaluation:

· Describe the strengths and weaknesses of...

· Write an essay that would critically assess...

NB  Each type of items corresponds to a particular cognitive level (following table).
Table 4.2 Correlation: cognitive levels – types of items

	Cognitive levels
	Types of items

	Knowledge and comprehension


	Objective items

dual choice items

multiple choice items

pairwise items

Semi-objective items

Items with short answer

	Application

	Semi-objective items

structured questions

Open-ended items

Structured essay

Unstructured essay (comparison, cause and effect relationship, generalisation, creation, application, synthesis)

	Integration


	Open-ended items

Problem-solving items

Unstructured essay

Unstructured essay (justification,  evaluation)

	NB Structured questions items can reach the problem-solving level when the question involves problem solving.


Table 4.3 Types of items
	Categories of items
	Subcategories
	Options
	Requirements for the correct use
	Presentation

	Objective items
	·  Multiple choice
	
	· There are 3 or 4 answer options, one of which is correct.

· The options should be plausible and parallel (from one domain and in connection with one problem); such a presentation decreases the possibility of guessing the answer.
	· Sentence/ task

· Answer options:

a) ________

b) ________

c) ________

d) ________

	
	· Dual choice
	· Statements in form of:
- definitions, princi​ples, laws etc.;

- cause and effect relationship
	
	· Sentence/ task

· TF (statement)

	

	
	
	

	
	·  Pairwise 
	
	· It’s not recommended to provide an equal number of information options from the columns – this facilitates the guessing.
	· Sentence/ task:

	
	· 
	
	· 
	Column A

1. ___

2. ___

3. ___
	Column B

1. ___

2. ___

3. ___

4. ___

	Semi-objective items
	· With short answer
	· defining the concept;

· indentifying the concept based on the definition;

· sorting the chaotic information;

· completing the information (the beginning, the end etc.);

· listing some characteristics, steps, principles, methods etc.;

· completing diagrams, charts etc.
	· Short and clear items.
	

	
	· Structured questions
	
	· The question will require simple answers at the beginning and more difficult answers with presentation of additional data.

· The connected questions should be in line with the used material/stimulus.
	· Sentence/ task

(
material stimulus 
(texts, data, diagrams)

(
connected questions

(
additional data

(
connected questions

	Open-ended items
	· Problem-solving 
	
	
	

	
	· essay
	· structured

· unstructured
	
	· Comparison

· compare ...

· Cause and effect relationship

· what are the most likely effects of...

· Justification

· explain why you agree or disagree with ...

· Generalisation

· formulate several generalisations of the following data ...

· Conclusion

· how would X react in the following situation...

· Creation

· list many suitable ways of...

· Application

· use the principle … and describe how could you solve the following problem situation …

· Analysis

· describe the reasoning errors in the following paragraph ...

· Synthesis

· write a well organised report about ...

· Evaluation

· critically evaluate  ...


The elaboration of the grading scheme:

The process of designing the test ends with elaboration of the grading scheme, which will serve as basis for correcting and grading the students’ tests.

The grading scheme includes two aspects: scoring scale and grading scale.

Scoring scale reflects the score for each item of the test. Usually, there are 2 points for each logical action. Ideally the test has 100 points.
Grading scale reflects the conversion of points into grades. There are several ways of conversion. I. Bontaş suggests giving a 10 or a 9 when the proportion between what was required and what the student presented is 1 : (1-0,9);   8 and 7 when this proportion is 1 : (0,7 – 0,6);  6 and 5 when the proportion is 1 : (0,6 – 0,5).

Thus, if the test has 100 points, then the grading scale will be the following:

Table 4.4 Grading scale

	Score
	[30-39,99]
	[40-49,99]
	[50-59,99]
	[60-69,99]
	[70-79,99]
	[80-89,99]
	[90-100]

	Grade
	4
	5
	6
	7
	8
	9
	10


Respecting all the conditions in the process of elaboration of summative tests, namely: designing the specification matrix, formulating the finalities to be assessed, respecting the rules of elaboration of the items, elaborating the grading scheme implies ensuring the test’s characteristics and the objective evaluation of the students’ knowledge.  
Example of summative test:

Table 4.5 Specification matrix: for the examination test for the General Pedagogy

	Contents
	Knowledge and comprehension
	Application
	Integration
	Total ( % )

	The theory of education. Education as the personality formation process. Education forms and functions.
	16%

1 item
	17%

1 item
	17%

1 item
	50 %

3 items

	The teaching process. Didactic design.
	16%

1 item
	17%

1 item
	17%

1 item
	 50 %

3 items

	Total ( % )
	32 %

2 items
	34 %

2 items
	34 %

2 items
	100%

6 items


Examination TEST for the General Pedagogy 

The theory of education. Education as the personality formation process.

Education forms and functions

1. Define the term education. Write down the functions of education. (5 p.).  
Education ______________________________________________________________________________

The functions of education

______________________________________________________________________________

2. Suggest an example of informal education that would demonstrate the axiological function of education in the process of development/shaping your own personality.

Come with arguments to support your answer (11 p.)

Example ______________________________________________________________________________

Argument ______________________________________________________________________________

3. Formulate a topic for a homeroom class form the perspective of aesthetic education. Elaborate, in the given space, a sequence of this educational activity project for the phase “Implementation of the activity/objectives”. Underline in the project at least three aspects that reflect the role of aesthetic education in forming the pupil’s personality (13 p.).

The training theory. Didactic design

Define, in the space below, the term didactic design. Write down the phases of the didactic design. (5 p.)

Didactic design ______________________________________________________________________________

The phases of the didactic design ______________________________________________________________________________

2. Write 7-9 sentences to explain the particularities of the didactic design in the context of the learning based on competences (9 p.)

____________________________________________________________________________________________________________________________________________________________

3. Elaborate, in the given space, a sequence of a short-term didactic project for the phase “Forming abilities and habits” that would reflect the principle of differentiation and individualisation of learning. Write at which class and topic you elaborated the project. Underline in the project at least three aspects that reflect this principle.  (13 p.)                                                                                                                                                                   

Grading scheme:

Score:

Subject I :  1 – 5 points, 2 – 11 points, 3 – 13 points. Subject II : 1 – 5 points, 2 – 9 points, 3 – 13 points.

Table 4.6 Grading scale
	Score
	[17-21,9]
	[22-27,9]
	[28-33,9]
	[34-38,9]
	[39-44,9]
	[45-50,9]
	[51-56]

	Grade
	4
	5
	6
	7
	8
	9
	10


A good assessment is a difficult operation, and for this reason many studies have been devoted to the stages of the evaluative act, the criteria against which the assessment is made, the fidelity and objectivity of the assessment. The assessment process has several stages:
a) defining and knowing the goals/finalities of the learning process beforehand;

b) creating learning situations to allow students to realise the behaviour these goals/finalities imply;

c) carrying out the process of registration and measurement;

d) assessing and analysing the collected data;

e) drawing conclusions and diagnostic assessments based on the obtained data.

In other words, the assessment involves specifying goals/finalities, measuring the achievement of these goals/finalities and comparing the obtained data with acceptable criteria, so as to be able to make quality assessments.

The forms used in the assessment of the academic results are oral, written and practical tests that can be used at the exams. There were many discussions that still continue today about the degree of objectivity and accuracy of the assessment forms and methods. There are many opinions for and against the exclusive usage of one or another assessment form; however, their combination is the most suitable solution.
 

Oral assessment is a fairly widespread form and may be applied individually or in groups. The main advantage of this form – the possibility of teacher-student dialogue, during which the teacher realises not only what the students know, but also how they express themselves, how they handle problematic situations different from those encountered during the teaching. The teacher can ask students to motivate the answer to a particular question and bring arguments. The teacher can help the students with additional questions, when they have troubles.
The disadvantages of this form: it takes much time, it is difficult to select questions with the same degree of difficulty for all the students.
How can these disadvantages be eliminated? By establishing restrictions on the duration of these oral examinations; questions will be determined in advance, to be as uniform as possible regarding the degree of difficulty, their formulation will be clear and unambiguous.

During the examination the teacher/examiner is recommended to have an oral assessment sheet that will help to assess as accurately as possible.

We believe that this recommendation is reasonable if we want students to be examined objectively, taking into account the content, organisation and presentation of the answer.
Written assessment. Within that different methods can be used: thesis, test, questionnaire, report, essay, etc.

Through these methods the uniformity of subjects is ensured for all the students undergoing the assessment, as well as the opportunity to examine a larger number of students at the same time.

It comes an advantage for all the emotionally vulnerable students and it seats on the bench those teachers tempted to assess orally, as a preference.

The disadvantages of methods involving written assessment are the following: the testing itself, students can guess the answers to the multiple choice items; they can also plagiarize for their thesis.

In the case of written examination, regardless of the form used, it is hard to appreciate some of the answers, if they are incomplete or formulated ambiguously. It is clear that, in such case, the teacher who checks the work, cannot ask any explanations from the student.

And there’s something else: the written assessment methods do not provide the same investigative means for the students’ training (knowledge, competences, abilities, capacities, skills, etc.), as oral assessment does. In practice, the combination of these two forms increases the advantages and decreases the disadvantages, so it's desirable to make use a system of methods to obtain an assessment as objective as possible.

Assessment through practical activities. It allows the teacher to determine the level of training of certain practical competences, the ability "to do" (not just "to know"). It is achieved through several forms, depending on the specifics of the subject (practical and laboratory works, where students can prove their ability to use the knowledge assimilated through various work techniques; assembling and disassembling, conducting experiments etc.). And here it is necessary for the assessor to establish some criteria, standards or pedagogical requirements. These requirements must not differ from those formulated during the teaching and they are required to be known by the students as well, along with the grading scheme.

Diagram 4.4 Methods of assessment
In its broadest sense, the test means a situation in which the person's behaviors and traits are highlighted and measured. In a narrower sense, knowledge tests serve as effective means of final assessment, made from a set of items which are used to check and assess the level of assimilation of knowledge/capacity, making use of a standard scale of application.

Tests, as an assessment tool, can be classified from the standpoint of several criteria.

Diagram 4.5 Classification of tests

V. THE QUALIFICATIONS FRAMEWORK vs THE UNIVERSITY CURRICULUM
The European Framework of Qualifications/ The National Framework of Qualifications
The objectives established by the European Union through the Lisbon Strategy and the Bologna Process, are aimed at reforming the higher education systems, specifically at transforming them into systems which are more flexible, more consistent and more open to the needs of the society, able to respond to the challenges of globalisation and to the need for training and reforming of the European workforce. 

A process of such complexity implies the creation of an European Qualifications Meta-framework, an instrument able to facilitate and promote the transparency, transfer and recognition of qualifications and competences at an European level.

The National Framework of Qualifications of Republic of Moldova, compatible with the European Qualifications Framework, establishes 8 levels for qualifications. Levels 1-5 are obtained through general secondary education and secondary vocational education, and levels 6-8 - through higher education, are the following: 

· level 6 of qualification is gained, as a rule, through higher education (Bachelor’s degree); 

· level 7 of qualification is gained, as a rule, through higher Master’s education or integrated education equivalent to a Master’s degree; 

· level 8 of qualification is gained through higher doctoral education; 

CNCIS (National Qualifications Framework in Higher Education) describes the qualifications at levels 6, 7 and 8 and correlates with the 3 cycles of university studies: Bachelor’s, Master’s and Doctoral studies. 

The correlation of qualifications obtained prior to the application of provisions of the Bologna process will be done through separate procedures, which will take into account the specificities and correspondences in the higher education of Republic of Moldova. 

Each qualification is defined through the learning outcomes, expressed in terms of professional (knowledge and competences) and transversal competences, formed during the respective cycle of university studies. 
The key concepts used to operate in defining the CNCIS (National Qualifications Framework in Higher Education) are qualification, learning outcomes and competence.
Qualification represents official recognition of the value of individual learning results for the labour market, as well as for continuous studying and training formation through an education document (diploma, certificate, attestation) conferring the legal right to practice an occupation/profession. Each qualification is defined through the learning outcomes, expressed in terms of professional (knowledge, competences), formed during the respective cycle of studies.
Learning outcomes represent the set of knowledge, competences, attitudes, values, competences and/or competences, which a person has acquired or is able to prove after the completion of the learning process. 

Competence is the ability of selection, combination and proper use, as an integrated and dynamic unit of knowledge, abilities (cognitive, actional, relational) and other acquisitions (values and attitudes), related to the successful resolution of a particular category of problematic situations, in different contexts and in terms of effectiveness.

Competences can be classified in two categories: professional competences and transversal competences.

Professional competence is the ability of selection, combination and proper use, of the integrated, coherent, dynamic and open unit of knowledge, abilities (such as cognitive, actional, relational) and other acquisitions (values and attitudes), specific for a professional activity, related to the successful resolution of problematic situations prescribed to the specific profession, in terms of effectiveness.

The professional competences are those cognitive and the functional and actional ones. 

Cognitive competences are expressed by the following generic descriptors: 

· knowing, understanding and using the specific language; 

· explanation and interpretation. 

Functional and actional competences are expressed by the following generic descriptors: 
· application, transfer and problem solving; 

· critical and constructive thinking; 

· creative and innovative conduct. 

Transversal competences are those abilities that transcend a certain field, an educational programme respectively, having a transdisciplinary nature, such as the teamwork competence, oral and written communication competences oral in one’s mother tongue or foreign language, the use informational technology, problem solving and decision making, the recognition and respect of diversity and multiculturalism, the autonomy of learning, initiative and the spirit of entrepreneurship, opening the pathway to lifelong learning and development, respecting and developing the values and professional ethics etc.

Transversal competences are role, and personal and professional development competences. 

Role competences (autonomy - responsibility) are expressed by the following generic descriptors:

· autonomy and accountability;

· social interaction. 

Personal and professional development competences are expressed by the generic descriptor of personal and professional development. 

Every qualification related to a specific cycle of study (Bachelor’s, Master’s, Doctorate) is defined based on the description of the learning outcomes and is expressed by: 

· General competences, which are developed within the broader field of studies; 
· Specific competences, which are developed within the narrower programme of studies.
The Conceptual-Methodological Model for describing qualifications in higher education constitutes a reference framework for analysing, describing and interpreting the qualifications in higher education. 

The CNCIS (National Qualifications Framework in Higher Education) model is compatible with the European Qualifications Framework (EQF), mainly, with the learning outcomes specified by it, for the levels 6, 7 and 8 of qualification. The structure and the content of the model leverages the Dublin descriptors, and also the content elements of several models that enjoy wide recognition, such as the Irish model, the British model, the Dutch model, the Maltese one, etc. 

At the same time, it has an identity of its own, integrating categories and types of competences, levels of qualification and specific descriptors, while respecting, consistently, the conceptual bases presented above. The essential elements of the model are specified in the Matrix-table, which is a component of the National Framework of Qualifications of Republic of Moldova.
National Framework of Qualifications Matrix in Higher Education (the CNCIS Matrix) includes: levels of qualification, categories and types of competences, generic descriptors of competences, as well as the level descriptors for the qualifications in higher education. 

The level descriptors point out the generic descriptors for each type of competence and for each level of qualification: Bachelor’s, Master’s and Doctorate. 

From a structural point of view, the CNCIS matrix integrates the professional and transversal competences, each of the two categories of competences, carrying its legitimacy and importance in practicing a profession. The functional complementarity of the two types of competences, expresses the professional effectiveness of the graduate of a programme of study. 

The professional competences, being cognitive, and functional and actional, cover the professional requirements comprehensively, for any qualification. In the matrix, the transversal competences are structured into: role competences and personal and professional development competences. They take into account the social and group context of practicing a profession, as well as the awareness of the need for continuous vocational training.

Generic descriptors, introduced into the matrix, through which the professional and transversal competences are expressed, designate activities, results and the performance expected for every level of qualification. They allow the description of qualifications and, at the same time, formulate the benchmarks necessary to assess the level of formation of competences. 

The matrix represents an integrative approach to qualifications in higher education and offers two perspectives of their analysis: vertically and horizontally. The vertical analysis within each qualification indicates the progress of professional competences from the stage of knowledge and understanding (labelled with number 1), the primary level of a competence, up to the creative and innovative stage (labelled with number 5), the highest level of training. In this way, a qualification is examined and described from the perspective of the five generic descriptors (1 to 5). 

The horizontal analysis of the levels of qualification specify a generic descriptor in relation to the three cycles of university studies: Bachelor’s, Master’s and Doctorate. In this case, the descriptors highlight the increase of competences and of the degree of professional qualification, suggesting the increase of the value added to each type of competence, together with the shift from one level of university qualification to another.

The directions for using the matrix and the necessary steps to be followed for the description of an area/programme of study by identifying the professional and transversal competences, by identifying and customizing them in relation to each level descriptor, are listed below.
The National Qualifications Framework: Consequences over the University Curriculum
The scheme for elaboration and description of qualifications in higher education are completed for each area of professional training according to the nomenclature of the fields of vocational training and specialties for staff training in the institutions of higher education and represents the standard for professional training of the respective field. 

Table 5.1 Brief description of the qualification 
· Bachelor's (1st cycle) (domain name/specific components)

· Master’s (2nd cycle) (domain name/specific components)

· Doctorate (3rd cycle) (domain name/specific components)
	Qualification
	Titles granted/specific components

	Bachelor’s 
(1st cycle)
	Example: Bachelor’s degree in Education Sciences. Main areas: Basics of programming and Programming languages; Information management; Graphics and visualization; Web design; Multimedia systems; Computer architecture and organisation; Operating systems; Mathematics; Education sciences; Socio-humanistic subjects etc.

	Master’s 
(2nd cycle)
	Master’s degree in Education Sciences. Main areas: ICT Tools and Services, Media and Digital Learning Resources, Software in Education; Web Design; Educational management, Computer-assisted teaching/learning/assessment etc.

	Doctorate 
(3rd cycle) 
	Doctor’s degree in.... (Theory and Methodology of Science (Computer Science)), Informational Technologies, General Pedagogy) etc.


Table 5.2 Typical occupations for graduates in the field  
(in relation to the Classifier of occupations in Republic of Moldova, CORM 006-14), approved by the decree of the Ministry of Labour, Social Protection and Family, no. 22 of 03.03.2014 “On the approval of the Classifier of occupations  in Republic of Moldova (CORM 006-14) , published in Monitorul Oficial (Official Gazette of Moldova) No. 120-126, art. 670 of 23.05.2014).
Bachelor’s (1st cycle)

	Areas of the major
	Categories/groups of occupations per areas of activity
	List of professions according to the major

	Education;

Computer science;

Computer science and Mathematics;

Informational and Communicational Technology


	Education Sciences: General secondary education (Gymnasium); 

Teaching staff;

Educational services


	Computer science teacher in secondary school, teaching centres, vocational schools; 

Computer scientist in public organisations, NGOs, information centres;

Computer operator; 

Programmer;

Web Designer;

Designer


Master’s (2nd cycle)

	Areas of major
	Categories/groups of occupations per areas of activity
	List of professions according to major

	Computer science;

Informational and Communicational Technology in Education
	General secondary education (Lyceum)/university education;

Local and national educational administration;

Educational software engineering;

Informational communication;

Economics and Educational marketing;

Logistics in the sphere of production and expansion
	Teacher in pre-university education (Computer science):

Scientific researcher;

Programmers; 

Network and database administrators;

Web design;

Manager in the educational and informational system


Doctorate (3rd cycle)

	Area of major
	Categories/groups of occupations per areas of activity
	List of professions according to major

	Education

Research
	· General secondary/university education;

· Scientific research and development
	· Scientific collaborator; 

· Teaching staff in general secondary/university education;

· Manager in the educational system 


Transversal competences are those abilities that transcend the whole training field and educational programmes, having a transdisciplinary nature (such as the teamwork competence, oral and written communication competences in one’s mother tongue or a foreign European language, the use of the computer, the autonomy of learning, opening the pathway to lifelong learning and development, problem solving and decision making, initiative and the spirit of entrepreneurship, the recognition and respect of diversity and multiculturalism, the autonomy of learning, respecting and developing the values and professional ethics), are to be developed thoroughly, complexity and aspect-wise (1T - 3T) in the context of the Bachelor’s, Master’s and Doctorate cycles:

Table 5.3 The description of learning outcomes and transversal competences 
	Generic descriptors of the competence
	Doctorate

	
	Master’s
	 

	
	Bachelor’s
	 
	

	3T. Personal and professional development.


	3T-L. Awareness of the need for continuous training, efficient use of resources and learning techniques for personal and professional development
	3T-M. Learning self-control, forecasting training needs, critical analysis of one's own professional activity
	3T-D. Self-realisation based on the development of projects centred on creativity

	2T. Social interaction


	2T-L. Making acquaintance with the roles and specific teamwork activities and with the distribution of tasks among members on subordinate levels
	2T-M. Assuming leadership positions in professional activities or organisational structures
	2T-D. Assuming responsibilities and the ability to organise and manage the activity of professional groups, scientific research or institutions

	1T. Autonomy and accountability
	1T-L. The execution of professional duties under the conditions of a restricted autonomy and qualified assistance
	1T-M. The execution of professional duties, under the conditions of autonomy and professional independence
	1T-D. Initiation and development of innovative advanced theoretical and practical projects


Professional competences are to be developed thoroughly, complexity and aspect-wise (1P - 5P) in the context of the Bachelor’s, Master’s and Doctorate cycles.

Table 5.4 The description of learning outcomes and professional transversal competences
	Generic descriptors of the professional competence (the Dublin equivalent)
	Doctorate

	
	Master’s
	 

	
	Bachelor’s
	 
	

	5P (E*). Creative and innovative conduct


	5P-L. The development of professional projects with the use of well-known principles and methods in the field
	5P-M. The development of professional and/or research projects, using an innovative variety of qualitative and quantitative methods
	5P-D. The design and realisation of original practical research, based on advanced methods leading to the development of scientific, technological knowledge and/or research methodologies

	4P (D). Critical and constructive thinking


	4P-L. Appropriate use of standard methods and criteria of the evaluation of the quality and limits of application of some processes, projects, programmes, methods and theories
	4P-M. The use of relevant and nuanced criteria and assessment methods to formulate conclusions and substantiate constructive decisions
	4P-D. The critical and constructive evaluation of projects and scientific research findings, assessment of the progress of theoretical and methodological knowledge, identifying knowledge and applied priorities of the domain

	3P (C). Application, transfer and problem solving


	3P-L. Using some basic principles and methods for solving problems (situations), typical for the domain, in conditions of qualified assistance
	3P-M. The use of the conceptual and methodological apparatus, in conditions of incomplete information to solve new theoretical and practical problems
	3P-D. The selection and use of the principles, theories and advanced methods of knowledge, transferring methods from one area to another, interdisciplinary approaches to solve new and complex theoretical and practical problems

	2P (B). Explanation and interpretation


	2P-L. The use of basic knowledge for explaining and interpreting various types of concepts, situations, processes, projects associated with the domain
	2P-M. The use of specialised knowledge for explaining and interpreting new situations in broader contexts associated with the domain
	2P-D. The use of principles and advanced methods for interdisciplinary explanation and interpretation of certain situations and new complex theoretical and practical problems, specific to the domain

	1P (A). Knowing, understanding and using the specific language 


	1P-L. The knowledge, understanding of basic concepts, theories and methods of the domain and area of specialisation, their appropriate use in professional communication
	1P-M. The in-depth knowledge of a specialisation area and the theoretical, methodological and practical development in its context, specific to the programme, the appropriate use of language in the communication with various professional contexts
	1P-D. The systemic knowledge of advanced concepts, methods of research, controversies and new industry-specific hypotheses, communication with specialists from related domains


*The scale of the Dublin descriptors: A - Knowledge and understanding; B - Application of knowledge and understanding; C - Analytical and predictive competences; D - Communication competences, E - Learning competences.
The transposition of learning outcomes and competences envisaged in the contents/curriculum through course units/modules will be done according to the components of the framework-plan for higher education. The following correlation will be indicated: “code/unit for the course/number of credits/learning outcomes expected for each cycle/level of qualification.

Thus,

1. Fundamental/basic courses;

2. Major courses with different orientations:

a) vertical (in-depth S);

b) horizontal (complementary, for example, in the case of concurrent education in two related fields S1, S2);

c) diverse (for example, component M);

d) generic competences training courses (components G and U), divided.
Table 5.5 The correlation: learning outcomes and competences-curriculum 
	Cod
	Course units/modules
	Credits
	CTL

1
	
	
	
	
	CPL3
	
	

	
	
	
	
	2CTL
	3CTL
	1CPL
	2CPL
	
	4CPL
	5CPL

	1
	2
	3
	4
	5
	6
	7
	8
	9
	10
	11

	
	Minimum mandatory list of units of the course (modules)
	
	
	
	
	
	
	
	
	

	U
	Course 1
	5
	+
	
	
	
	
	
	
	

	
	Course 2
	10
	
	
	
	+
	
	
	
	

	G
	Course 1
	10
	+
	
	
	
	
	
	
	

	
	
	
	
	
	
	
	
	
	
	

	F
	Course 1
	5
	+
	
	
	
	
	
	+
	

	
	
	
	
	
	
	
	
	
	
	

	S
	Course 1
	5
	+
	
	
	
	
	
	
	

	
	
	
	
	
	
	
	
	
	
	


VI. RESEARCH IN HIGHER EDUCATION 
The Re-Launch of the Research in Higher Education
 The University is the place where science is born and where the values of knowledge preserved and passed on: Universitas magistrorum et scholarium and Universitas scientiarum.

The word University means “whole”, “entity”, “University", and appears in the Latin of the Middle Ages. The term referred to the entity, the whole of things or to the entity of all the human genius.  The University doesn’t open its doors to just anyone. You have to opt for it and you have to deserve it, you must make sacrifices and you must give up on many things, to dedicate yourself completely to it. Dedicating yourself to the university requires effort. Those who choose the University to prepare their social, material situation, limited to school knowledge and obligations, without the desire to acquire in-depth knowledge in a particular domain, do not belong in the University. The University is the institution which cultivates, discovers, preserves and passes on the truth. It is the institution which integrates spiritual freedoms. It is the place of the intellectual and spiritual community, made up of professors and students, which pass on the intellectual, cultural and spiritual traditions, building a mentality and a certain consciousness. The University is the source of ideas that the students who ask, find them in the form of responses from their teachers. K. Jasper says that the University is the place in which any specialised scientific research finds the opportunity to realise and affirm itself. At European level there is a managerial will to build a place for a functional higher education within a society of advanced knowledge.

The University is the institution that presents the highest culture of a state and performs the following roles:

· it teaches students science data from a historical and systematic point of view;

· it shows them methods of research, creativity, work;

· it teaches them to become creators of science and culture.

There is an intellectual communion between teachers and students. The University has a militant characters, it forms mentalities and personalities. Its soul must be the “Eros of science", the love for truth. Spiritual freedom, the free expression of convictions is an academic freedom, the freedom of conscience, learning, researching and discovering. The University spirit is a mindset, a fundamental pattern of intellectual conduct, discovered and learned as a student, nurtured and passed on as a professor, applied as a formed intellectual and a human of culture and science.
That which regulates intentions, the method and object of scientific research, in order to be able to get to the discovery of the scientific truth, are the principles of scientific research. Every activity which has the intention of being scientific research, if it does not comply with these principles, will never lead to the discovery of truth.

Respectively, we distinguish:

1. The principle of competence establishes who is capable and who can conduct a scientific research activity (the desire to know, curiosity, critical spirit, a developed spirit of observation, intellectual ability of analysis, passion and patience, devotion, honesty, reliability); a preliminary stage to reinforce the way of thinking, the methods and techniques of work, the formulation of hypotheses, research stages, etc.; the science education of the researcher.

2. The principle of objectivity refers to the object of scientific research and requires the object to represent the starting point of the concrete purpose of the research in question and to not change the object researched.
3. The principle of truth, the scientific research of which must be coherent, logical, it must have continuity and compliant with the object researched, it must be consistent and compliant with logical reason.

4. The principle of method relates to the methodology of scientific research. Any scientific research must be lead in a methodical way, respecting the stages and methods of work.

5. The principle of demonstration claims that any statement or result arising, if it is true, and that it belongs as a quality of the object studied. The results obtained from the scientific research carried out and considered as valid, truthful, must be included in the system of scientific data of the domain in which the research was conducted.

6. The principle of correlation states the fact that scientific results should be correlated with the already existing data in the respective scientific or with those of interdisciplinary nature and to carry out a synthesis with similar existing data in the respective scientific field.

7. The principle of usefulness indicates research as being an effective contribution in the field of scientific knowledge and practical implementation of these results.

Consistency of Education and Scientific Research: Doctoral Schools
1. The basic component of doctoral education is the advancement of knowledge through original research. At the same time, it is recognised that doctoral studies must meet the needs of the labour market/employment, which is bigger than the Academy (academic communication).
2. The implementation of strategies and institutional policies: universities, as institutions, must take responsibility for doctoral programmes and the research study that they offer are designed so as to meet the new challenges, including adequate opportunities for career development.

3. The importance of diversity: the great diversity of doctoral programmes in Europe, including joint doctorates - represent a force that needs to be supported by quality and solid practice.

4. Doctoral students as researchers at the early stage should be recognised as professionals, with equal rights, which bring their core/key to the creation of new knowledge.

5. The crucial role of surveillance and assessment: in terms of individual doctoral students, the arrangements for monitoring and assessment should be based on a transparent framework of contractual responsibilities distributed between doctoral students, supervisors/scientific advisors and institution (and where necessary, to include other partners).

6. Getting critical mass: doctoral programmes should seek to achieve critical mass and to draw from different types of innovative practices that have been introduced in the universities of Europe, being aware that different solutions may be appropriate in different contexts and, in particular, in larger or smaller European countries. These are classified beginning from the postgraduate departments for doctoral students of the large universities up to international, national and regional collaborations between universities.

7. Duration: doctoral programmes must operate within an appropriate time frame (usually, from three to four years, full-time studies).

8. Promotion of innovative structures to meet the promoting interdisciplinary study and development of transferable competences.

9. Increasing mobility: doctoral programmes should seek to provide geographic mobility, as well as interdisciplinary and intersectoral, and also international cooperation within the framework of the integrated cooperation between universities and other partners.
10. Ensuring adequate funding for the development of qualitative doctoral programmes and their successful completion by the doctoral students require adequate and permanent funding.
· To analyse critically, to assess and synthesise new and complex ideas, the most advanced and specialised in this field. To extend or redefine the existing knowledge and/or professional practice in the field or at the interface with other fields.
· To investigate, create, design, implement and adapt projects that lead to new knowledge and procedural solutions.

· To analyse critically, to assess and synthesise new and complex ideas.
· To demonstrate leadership and innovation in work and study contexts that are unfamiliar, complex and unpredictable, and that call for solving problems involving many factors that interact in the conditions under which some of these don’t change and can’t be anticipated.

· To demonstrate sustainable commitment towards the development of new ideas or processes, as well as a high level of understanding of the learning processes.

· To communicate with the professional authority, with the counterparts from a community of experts.

· To observe and reflect on social norms and interpersonal relations and to act in order to improve them.

· To demonstrate experience in interpersonal relations at the operational level, as well as the ability to take strategic decisions in a complex environment.
· To act for social progress and for promoting ethics.
Strategic Directions of Science and Higher Education Integration
In the context of post-industrial economies, the training of the highly qualified specialists, with a high level of mobility, capable of fast accommodation to the industry  tendencies of permanent re-equipping, wide applying  in the process of new technology production (nanotechnologies, biotechnologies etc.) and to the modern equipment becomes a priority in the policies of a modern state. Fast implementation of circa 70-80 percent of the scientific investigations results, level proved by the most successful economic models (Japan, USA, etc.) requires the substantiation of the instruction process for the educational institutions, with the permanent revision of the learning programs and the reflection, in these, of the recent scientific investigations results, processes which can be assured by the proximity and coalescence of the scientific and educational fields.

Thus, in the context of this approach the following actions/objectives can be accomplished:

1. Diversification of the structures and forms of scientific research:

· Creation of scientific research institutes;

· creation/extension of the scientific centres by domains and fields  of research and professional training;

· creation/extension of research laboratories in the departments, „independent” research laboratories;

· creation of parks, research and technologic  transfer incubators;

· dynamisation of the scientific research in the  departments,  and of the temporary research groups.
2. Diversification and extension of the investigational problematization and of research projects typology by participating in various scientific projects:
· international
· national;

· institutional;

· individual.


Sources of ascertainment of the research topics:

· research priorities approved by the Government;

· the analysis of the specific labor market domains;

· the necessities of the science;

· necessities of initial and continuous professional training ;

· research directions of constituted scientific schools etc.

3.  Valorification of scientific results through:

· Their implementation in the praxis of the professional domains as an innovation, as a technology, as an instrument etc.;

· Their inclusion into sciences as regularities, theories, principles, laws, deeds, phenomena etc. (results for the development of the sciences);

· Their application in professional initial and continuous training through: curricula, textbooks, guidelines, BA, MA and PhD thesis;

· publications, scientific conferences, roundtables etc.
4. Training and valorification of the human resources in the investigational domain:

· Active participation of teaching staff in projects/activities;

· implication of the researchers in the didactic process;

· implication of the students in two research forms through:

· research projects;

· applying the research methods in the learning process;

· training of the highly qualified specialists through doctoral schools;

· applying more efficient motivation mechanisms of leaders, scientific advisors;

· assuring the conditions for researchers and professors for the realization of  research stages abroad.

Research in Higher Education: Consequences over the University Curriculum
 The postmodern approach of the university curriculum in the context of the scientific research takes into consideration tow interconnected aspects:

1. The development of the university curriculum as a system, concept, content and process, based on the results of the scientific research. In other words, the scientific research represents the source of the changes in the curricular framework. First of all it is about the innovation, the extension and completing of a content/concept framework specific to the professional domain, specialization, subject, which consists of theories, laws, regulations, principles, acts, processes, phenomena; secondly it is about the update/upgrade of the university curriculum by introducing new disciplines/courses/modules; the correlation of the specialization, master and doctorate with the labour market through the competences which the student acquires during the university studies; redesigning the curriculum form a trans-disciplinary perspective, which is necessary for the exercise of certain socio-professional functions in the real contexts of the postmodern world.

2. The conception of the university curriculum for the formation of the research competences in students by higher education cycles.

In the higher education license cycle a curriculum which is an introduction to the theory and methodology of the research is elaborated, its finality being the license thesis.

In the higher education master cycle a curriculum which implies the master student in the research during the integration is being processed and applied, the cycle having the elaboration of the master thesis as its finality. Also, in Cycle I and II the research competences are formed during the study of the respective courses and also individually during the elaboration of the license and master thesis. In the higher education doctorate cycle the curriculum is presented in an individualized form, having its finality in the PhD thesis. In the doctorate cycle the research activity is a dominant one, guided by the scientific advisors.
Thus, the university curriculum is a concept and a construct which integrates the scientific demarche (of teaching-learning-evaluation), assuring the accomplishment of the training programs for specialists for the national economy.
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ANNEXES:

Annex 1. Initial Course Assessment Questionnaire on Didactics of Pedagogy
pedagogiei
Annex 2.

Annex 3. The system of indicators: course/university seminar assessment 
based on units of study. 
Indicators and assessment-analysis techniques
	No.
	Indicators
	Assessment and analysis techniques
	Appraisals
	Com-ments

	
	
	
	4
	3
	2
	0
	

	
	
	
	high
	medi-um
	low
	zero
	

	1.
	The diversity of course/seminar types ensures the achievement of intended outcomes.
	· The course/seminar types are identified within units of study.
· The correspondence between course/seminar types and intended outcomes is established.
· The diversity of course/ seminar types and their correspondence with intended outcomes is established within units of study.
	
	
	
	
	

	2.
	The theme/subject of the course/seminar is part of the unit of study structure, is consistent with the curriculum and ensures the cohesion of its content. 
	· The unit of study and the constituent subjects are analysed.
· It is established that the subject is part of the unit of study structure.
· The cohesion of the unit of study content is analysed.
	
	
	
	
	

	3.
	The course/seminar outcomes within the unit of study are formulated in terms of competences.
	· It is identified whether the courses/seminars within the unit of study have the same competence-outcomes.
· It is analysed whether the outcomes are formulated taxonomically: knowledge, application, integration.
· It is analysed whether the outcomes of the course/seminar are consistent with basic and specialised competences. 
	
	
	
	
	

	4.
	The competences of the course/seminar are formulated taxonomically.
	· It is identified whether unit of study competences are adequately formulated.
· It is analysed whether the course/seminar competences are relevant and accessible.
· The competences taxonomy is applied and the correspondence between different competence types is established.
· It is established whether the competences ensure the individualisation of learning.
· It is identified whether the competences are adequate for the course/seminar type and for the logic of competence training.
Warning!
1. Objectives represent the process input, while competences represent process output/outcomes.
2. Competences are predetermined by the curriculum, while objectives are formulated by teachers.
3. Objectives indicate the means (strategy) for competence training.

	
	
	
	
	

	5.
	The course/seminar content ensures the achievement of intended outcomes.
	· It is identified whether the content is topical for students.
· The content complexity/its division into courses/seminars is identified.
· It is identified whether the content is of a scientific nature.
· The logic of content organisation is identified within units of study, while respecting its unity.
Warning!
Course content is a means of training competences.

	
	
	
	
	

	6.
	The employed didactic strategies are adequate for the intended outcomes, the course/seminar type, and are oriented towards competence training.
	· The applied didactic strategies are identified and observed.
· The didactic strategies are linked to competence typology and their consistency is established.
· The variety/diversity of the applied methods is identified.
· The student interaction and involvement degree within the (student centred) act of learning is identified and appraised.
· It is identified whether the didactic strategies are designed by the teacher or picked up/adapted.
· The variety of forms of learning is identified and appraised: individual, in small groups, in pairs, etc.
· The diversity of learning activities and their consistency with competence typology is identified and appraised.
Warning!
1. The teacher has the right to apply his own didactic strategies.
2. The teacher can transfer and adapt didactic strategies.
3. The teacher must focus on interactive didactic strategies.

	
	
	
	
	

	7.
	Didactic communi-cation ensures the achievement of intended outcomes by:
· explaining the didactic objectives and tasks to the students clearly;
· involving students in learning activities actively and efficiently;
· stimulating the learning activity;
· stimulating critical, creative, divergent thinking;
· respecting students' ideas and opinions;
· guiding students towards producing new ideas, solving problem situations independently;
· guiding students towards collaboration and cooperation within the learning process;
· using a coherent and accessible language;
· appealing to students' experiences.
	· The communicative behaviour of the teacher is observed.
· Each indicator is analysed and appraised.
· The appraisals are summarised and general conclusions are made regarding the didactic communication quality of the teacher.
· Questionnaires, interviews with colleagues and managers can be applied to obtain additional information.
	
	
	
	
	

	8.
	Efficient application of IT resources: web pages, e-mail, video projectors, etc.
	· The means of applying IT resources are identified and analysed.
· The efficiency and logic of applying IT resources is analysed.
· The unity of didactic strategies and IT resources is analysed.
· The diversity of applying IT resources is appraised.
Warning!
Information technologies do not replace the teacher.

	
	
	
	
	

	9.
	The achievement of an efficient, objective academic results assessment within the unit of study.
	· It is identified whether the teacher clearly established the assessment criteria within the unit of study.
· The means of initial, formative and final assessment within the unit of study are identified and analysed.
· The correlation between assessment tests/activities and intended outcomes is analysed.
· The diversity of student results assessment methods/activities is appraised. 
· The objectiveness of academic results assessment through observation and discussions with students is appraised.
· The degree of objectives achievement/degree of competence training of each student is analysed.
· The efficiency of comments, interpretations of the assessed results is applied.
· The means of obtaining feedback after analysing student results are appraised.
· The focus on positive results and students' success is appraised.
· The student involvement in self assessment is appraised.
· The competence of academic results assessment is appraised.
	
	
	
	
	

	10.
	The teacher-student relationship is based on partnership, each of them assuming responsibility for achieving intended outcomes.
	· Both parties are observed and interviewed.
· The teacher-student, student-student relationship is analysed.
	
	
	
	
	

	11.
	The course/seminar time is spent adequately, efficiently, and reasonably.
	· The necessary time for different types of activities is identified.
· It is examined and appraised whether the time spent on certain activities is or is not enough.
	
	
	
	
	

	12.
	Compliance with pedagogical deontology and professional ethics is ensured.
	· The ethical behaviour of the teacher is observed.
· The results of the observation are analysed and relevant appraisals are made.
· Additional tools can be applied: interviewing colleagues, students.
· Self assessment of one's ethical and professional behaviour is also appraised.

	
	
	
	
	

	13.
	The value orientation of the course/seminar within the unit of study corresponds to the axiological and intercultural framework.
	· The value component of the course/seminar is identified.
· Impartiality in assessing intercultural values is appraised. 
· The teacher's value axis and the guidance of students within the system of values is appraised.

	
	
	
	
	

	
	TOTAL
	
	
	
	
	
	


Annex 4. Indicators and quality descriptors
	No.
	Indicators
	Score
	Quality descriptors
	Apprais-als
	Com-ments

	1.
	The diversity of course/seminar types ensures the achievement of intended outcomes.
	4 - high
	· Making full use of different course/seminar types in a logical order, based on intended outcomes/objectives.
	
	

	
	
	3 - medi-um
	· Making use of some course/seminar types in a logical order, with some inconsistencies regarding the intended outcomes/objectives.
	
	

	
	
	2 - low
	· Making use of 1-2 course/seminar types, without considering their logical order, and with some inconsistencies regarding the intended outcomes/objectives.
	
	

	
	
	0 - zero
	· Inability to determine course/seminar types and overall inconsistency regarding intended outcomes/objectives.

	
	

	2.
	The theme/ subject of the course/seminar is part of the unit of study structure, is consistent with the curriculum and ensures the cohesion of its content. 
	4 - high
	· The course/seminar subject/subjects are logically formulated and are part of the unit of study structure, consistent with the course curriculum one.
· The course/seminar subject/subjects mostly ensure unit of study cohesion. 
	
	

	
	
	3 - medi-um
	· The course/seminar subject/subjects are logically formulated, with some deviations from the unit of study.
· The course/seminar subject/subjects ensure unit of study cohesion.
	
	

	
	
	2 - low
	· The course/seminar subject/subjects are formulated with some deviations
from unit of study typology or are not based on the unit of study structure.
· The course/seminar subject/subjects ensure unit of study cohesion, to a small extent.
	
	

	
	
	0 - zero
	· The course/seminar subject/subjects are not based on the unit of study structure and do not ensure the achievement of intended outcomes/objectives.
	
	

	3.
	Unit of study competences are taxonomically formulated and are consistent with basic and specialised ones.
	4 - high
	· Unit of study competences are taxonomically formulated and are consistent with basic and specialised ones.
· Unit of study competences are formulated based on the psychology of learning/knowledge.
	
	

	
	
	3 - medium
	· Unit of study competences are taxonomically formulated and are consistent with basic and specialised ones, with minor deviations.
· Unit of study competences are mostly formulated based on the psychology of learning/knowledge.
	
	

	
	
	2 - low
	· Unit of study competences are taxonomically formulated and are consistent with basic and specialised ones, to a certain extent.
· Unit of study competences are formulated based on the psychology of learning/knowledge, to a small extent.
	
	

	
	
	0 - zero
	· Unit of study competences are not taxonomically formulated and are not consistent with basic and specialised ones.
· Unit of study competences are not formulated based on the psychology of learning/knowledge.
	
	

	4.
	The course/ seminar opera-tional objectives are formulated taxonomically and are directed towards specific competences training.
	4 - high
	· The course/seminar operational objectives ensure a phased approach to unit of study competence training.
· The operational objectives are taxonomically formulated, they are relevant and accessible.
· The operational objectives ensure the individualisation of the learning process and of different level-based learning activities.
	
	

	
	
	3 - medi-um
	· The course/seminar operational objectives ensure a phased approach to unit of study competence training, with some deviations (e.g. the operational objectives do not provide critical analysis training).
· The operational objectives are taxonomically formulated with some deviations in favour of a certain type of competence (e.g. knowledge).
· The operational objectives ensure the individualisation of the learning process and the application of different learning activities, without a clear level-based differentiation.
	
	

	
	
	2 - low
	· The course/seminar operational objectives ensure the training of only certain competences, without complying with their training phases.
· The operational objectives are not taxonomically formulated, there is an imbalance between the types of objectives. 
· The operational objectives ensure the individualisation of the learning process, to a small extent.
	
	

	
	
	0 - zero
	· The operational objectives are missing or do not ensure specific competence training within individualised learning.
	
	

	5.
	The course/ seminar content ensures the achievement of operational objectives and the training of intended competences.
	4 - high
	· The content is structured and organised according to the course/seminar subject and typology.
· The course/seminar content includes "knowledge" that is topical and accessible to students.
· The course/seminar content is specifically divided within the unit of study.
· The teacher did not commit scientific errors while presenting/applying the content.
	
	

	
	
	3 - medi-um
	· The content is organised and structured according to course/seminar subject and typology, and ensures intended competence training: there are many inconsistencies between the course/seminar subject and the content essence (certain information is not related to the subject).
	
	

	
	
	2 - low
	· The course/seminar content mostly does not correspond to its subject and type, and does not ensure efficient competence training.
· The content is too complex and is inefficiently divided within the courses/seminars.
· The teacher committed some errors while presenting, teaching the course.
	
	

	
	
	0 - zero
	· The course/seminar content does not correspond to the unit of study and does not ensure intended competence training.
	
	

	6.
	The employed didactic strategies are adequate for the intended outcomes, the course/seminar type, and are oriented towards competence training.
	4 - high
	· The employed didactic strategies (diversity and combination of methods) ensure the achievement of intended outcomes/the competence training of all students.
· The employed didactic strategies are focused on the learner: achieving their potential, active involvement in the act of learning, individualisation of learning.
· Employing varied forms of learning: individual, in pairs, in small groups.
· The degree of student involvement in interactive activities is hight: all students are involved in activities.
	
	

	
	
	3 - medi-um
	· The employed didactic strategies ensure the achievement of intended outcomes while involving all students.
· The employed didactic strategies are focused on the learner: not all students are involved in learning activities, the individualisation of learning is partially achieved, etc.
· Not all varieties are employed: activities undertaken in big or individual groups are prevalent.
	
	

	
	
	2 - low
	· The employed didactic strategies ensure only a partial achievement of intended outcomes: most students did not reach their intended outcomes. 
· The employed didactic strategies are less focused on the learner: only a small part of students are actively involved, individual and group learning activities are not employed efficiently.
· Collective learning activities are prevalent.
	
	

	
	
	0 - zero
	· The employed didactic strategies do not ensure competence training (the strategies are merely isolated methods).
· The students are not involved in active/interactive learning.
	
	

	7.
	Didactic communication ensures the achievement of intended outcomes.
	4 - high
	· Explaining the didactic tasks and objectives to the students clearly.
· Involving students in learning activities actively and efficiently.
· Stimulating critical, creative, divergent thinking, etc.
· Respecting students' ideas and opinions.
· Guiding students towards producing new ideas, solving problem situations independently.
· Guiding students towards collaboration and cooperation within the learning process.
· Using a coherent and accessible language.
· Appealing to students' experiences. 
	
	

	
	
	3 - medi-um
	· Explaining the didactic tasks and objectives to the students with some difficulty, occasionally involving students in the process of establishing didactic objectives.
· Involving students in communication activities actively but less efficiently.
· Stimulating critical, creative, and divergent thinking sporadically.
· Guiding students towards producing new ideas to a lesser extent.
· Respecting students' ideas and opinions in a reserved manner.
· Using a language with some mistakes, sometimes with complicated structures.
· Appealing less often to students' experiences.
	
	

	
	
	2 - low
	· Explaining the didactic objectives and tasks to the students sporadically.
· Involving students in recall/passive/listening activities.
· Stimulating critical, creative, divergent thinking sporadically.
· Not guiding students towards producing new ideas, not accepting students' opinions in most cases.
· Not appealing to students' experiences.
	
	

	
	
	0 - zero
	· Didactic objectives and strategies are not explained to the students.
· Students are not involved in interactive activities.
· Students are mostly passive during the learning process.
· Students are not guided towards producing new ideas.
· Not appealing to students' experiences.
	
	

	8.
	Efficient application of resources/ information technologies: web pages, e-mail, video projectors.
	4 - high
	· Applying IT resources as a means of increasing the efficiency of the teaching-learning-assessing process.
· Preparing students for using IT resources. 
· Applying IT resources motivates students to learn efficiently.
· Exhibiting IT competences in the educational process.
· Motivating and substantiating IT usage diversity.
	
	

	
	
	3 - medi-um
	· Applying IT resources in order to obtain better results.
· Preparing students for using IT resources to an average degree: not all students know how to use a computer.
· Applying IT resources motivates student learning to a certain extent.
· Exhibiting average IT competences: there is a lack of confidence while using web pages or video projectors. 
	
	

	
	
	2 - low
	· Applying IT resources inefficiently.
· Preparing students for IT resources use to an insufficient degree.
· Applying IT resources does not motivate student learning. 
· Exhibiting a low level of IT competences.
	
	

	
	
	0 - zero
	· IT resources are not applied.
· IT resources are applied but are not efficient, on the contrary, they impede student learning.
	
	

	9.
	The achievement of an efficient, objective academic results assessment within the unit of study.
	4 - high
	· Establishing clear current/formative/final assessment criteria within the unit of study.
· Achieving an interconnected initial, continuous and summative assessment within the unit of study.
· Employing varied academic results assessment methods/instruments.
· Exhibiting objectivity and creativeness during the academic results assessment process.
· Designing tests of different types and degrees of complexity.
· Assessing the competence training degree at the end of the unit of study.
· Obtaining feedback based on assessment results analysis.
· Focusing on performance/success assessment.
· Involving students in self assessment and peer assessment.
· Exhibiting pedagogical competences when conducting academic results assessment.
	
	

	
	
	3 - medi-um
	· Establishing current/formative/final assessment criteria within the unit of study, with some minor deviations from competence content. 
· Performing the initial, continuous and summative assessments within the unit of study: there is an insufficient interconnection between the initial, continuous and final assessments.
· Employing traditional academic results assessment methods/instruments.
· Exhibiting objectivity in most cases during the academic results assessment process.
· The designed and applied tests are, in most cases, valid, and measure the competences within the course curriculum.
· Assessing the competence training degree at the end of the unit of study: mostly meets curriculum requirements.
· Obtaining occasional feedback following assessment results analysis.
· Focusing on knowledge assessment rather than performance assessment.
· Involving students in self assessment and peer assessment occasionally.
	
	

	
	
	2 - low
	· Assessment criteria are not clearly established within the unit of study.
· Initial assessment is not achieved.
· Continuous and final assessment interconnection within the unit of study is weak.
· Assessment is mostly subjective and focused on knowledge.
· Traditional academic results assessment methods are employed.
· Assessment results are mostly inconsistent with curricular objectives (competences).
· Students are not involved in self assessment/peer assessment.
	
	

	
	
	0 - zero
	· Assessment criteria are not established.
· Initial and final assessment is not achieved.
· Current assessment based on knowledge recall is prevalent.
· Feedback is not obtained following assessment results analysis.
· Students are not involved in self assessment.
	
	

	10.
	The teacher-student relation-ship is based on partnership, each of them assum-ing responsibility for achieving intended out-comes.
	4 - high
	· Teacher-student relationships are based on partnership and mutual respect.
· Student-student relationships are friendly: they gladly work together to solve various problems, including extracurricular ones. 
	
	

	
	
	3 - medi-um
	· Teacher-student relationships are mostly based on partnership and mutual respect, with some deviations.
· Student-student relationships are friendly, with some deviations.
	
	

	
	
	2 - low
	· Teacher-student relationships are based on the "subject-object" type, the student is considered an object of the education process.
· Student-student relationships contain elements of aggression.
· The teacher does not regulate student relationships.
	
	

	
	
	0 - zero
	· Teacher-student relationships are aggressive, the teacher imposes certain behaviour patterns on students.
· Student-student relationships are aggressive, unfriendly.
	
	

	11.
	The course/ seminar time is spent ade-quately, effi-ciently, and reasonably.
	4 - high
	· The course/seminar time is consistently divided for carrying out learning activities/objectives, based on their complexity: all intended activities are carried out.
· The course/seminar pace is dynamic.
	
	

	
	
	3 - medi-um
	· The course/seminar time is, most of the time, consistently divided for carrying out learning activities/ objectives, based on their complexity: some intended activities are not carried out.
· The course/seminar pace is dynamic, with some deviations.
	
	

	
	
	2 - low
	· The course/seminar time is not consistently divided based on the complexity of learning activities: more than half of the intended activities are not carried out.
· The course/seminar pace unbalanced.
	
	

	
	
	0 - zero
	· The course/seminar time is not spent on subject study.
	
	

	12.
	Compliance with pedagogical deontology and professional ethics is ensured.
	4 - high
	· Exhibiting pedagogical tact in any situation within the teaching-learning of the units of study.
· Exhibiting a moral behaviour within educational settings and outside of them as well.
	
	

	
	
	3 - medi-um
	· Exhibiting pedagogical tact in any educational setting, with some deviations.
· Exhibiting a moral behaviour within educational settings and outside of them as well, with some deviations.
	
	

	
	
	2 - low
	· Exhibiting significant deviations from pedagogical tact, first of all within educational settings.
	
	

	
	
	0 - zero
	· Serious violation of ethical, moral and professional standards.
	
	

	13.
	The value orientation of the course/ seminar within the unit of study corresponds to the axiological and intercultural framework.
	4 - high
	· Tactfully promotes national, European, and basic human values (without imposing his point of view).
· Accepts student cultural diversity.
	
	

	
	
	3 - medi-um
	· Tactfully promotes national, European, and basic human values (imposes his point of view in some cases).
· Mostly accepts student cultural diversity.
	
	

	
	
	2 - low
	· Tactfully promotes national, European, and basic human values, to a small extent (imposes his own point of view).
· Accepts student cultural diversity to a small extent.
	
	

	
	
	0 - zero
	· Does not promote national, European, and basic human values.
· Does not accept student cultural diversity.
	
	

	
	TOTAL
	
	
	
	


Annex 5. Assessment of university course curriculum
Assessment of the "Conceptual guidelines" component (Conception)

	No.
	Criterion
	No.
	Review questions/Indicators
	Assessment 
methods and techniques

	A.1.
	The X course curriculum includes a "Conception" component
	1.

	Is the conception presented within the curriculum as an independent component?
	The method of assessment through expertise: the analysis of the conception based on criterion provisions; comparative analysis

	
	
	2.
	Is the conception presented in a fragmented manner (through conceptual guidelines)?
	

	A.2.
	The con-ception reflects key ideas of modern curriculum theory
	1.

	Does the conception reflect modern curriculum principles?
1. focus on the student
2. focus on competences
3. focus on active learning
4. focus on labour market requirements
5. focus on interdisciplinarity
6. focus on success (etc.)
	The method of assessment through expertise: the analysis of the conception based on criterion provisions; comparative analysis

	
	
	2.
	Does it correlate with educational and curricular policies?
	

	Instructions for experts:
· Analyse the indicators and review questions.
· Answer each question in a row.
· Apply the recommended method and technique.
· Draw some conclusions and make relevant recommendations.
· If you know other competence assessment indicators, describe the results.


Annex 6. Assessment of the "Basic course competences, 
unit of study competences" component
	No.
	Criterion
	No.
	Review questions/Indicators
	Assessment 
methods and techniques

	B. Basic course competences

	B.1.
	The con-sistency and complexity of basic course competences
	1.

	Basic competences adequately reflect the essence of the academic course.
	The method of assessment through expertise.

	
	
	2.
	Basic competences are consistent with transversal and specialised competences/ensure their development.
	

	B.2.
	The quality of defining basic course competences
	1.
	Basic competences are consistent with their degree of complexity and form of manifestation, and are actual acquisitions obtained upon completing a given course or a stage of learning.
	

	
	
	2.
	Basic competences are formulated in terms of outcomes and are consistent with the qualifications framework.
	

	
	
	3.
	The number of basic competences in consistent with the potential of the course and the competences taxonomic framework.
	

	C. Unit of study competences

	C.1.
	The con-sistency and complexity of competences specific to a unit of study.
	1.
	Specific competences are representative and essential compared to basic course competences and specialised competences.
	The qualimetric method.

	
	
	2.
	Competences as intermediate acquisitions ensure basic and specialised competences training/development specific to a certain course.
	

	
	
	3.
	Competences reflect the necessary degree of knowledge, abilities, and attitude integration within the unit of study.
	

	C.2.
	The quality of defining competences specific to a unit of study and their amount.
	1.
	The number of competences for each unit of study is consistent with the taxonomic framework, it is reasonable and accessible to students.
	The quantification method.
The method of assessment through expertise.

	
	
	2.
	Competences are formulated in terms of knowledge, abilities, attitude and/or in terms of competences in their initial form of manifestation. 
	

	
	
	3.
	Competences have a continuous qualitative and quantitative development.
	

	C.3.
	The systemic nature of competences.
	1.
	Competences are formulated horizontally and vertically in a consistent manner with unit of study succession, but also in succession with educational stages.
	Operational development of competences map

	
	
	2.
	Competences are consistent with a competences taxonomy.
	

	Instructions for assessors:
· Carefully analyse the criteria, indicators and review questions.
· Identify the methods and techniques of assessing each indicator.
· Pay attention to:
· the number and complexity of the competences;
· their adequate formulation;
· the consistency of vertical and horizontal competences;
· the frequency of competences;
· continuity of competences presentation compared to their typology;
· the consistency of the competences and content units.
· the consistency of the competences and learning activities.
· Draw some conclusions and make relevant recommendations.
· Identify and describe results based on other indicators.


Annex 7. Assessment of the "Content" component 
	No.
	Criterion
	No.
	Review questions/Indicators
	Assessment 
methods and techniques

	F.1.
	Content amount
	1.
	Do the content units correspond to the respective course structure?
	The method of assessment through expertise.

	
	
	2.
	Are the content units artificially grouped or do they focus on progressive development of concepts/notions?
	Comparative analysis

	
	
	3.
	Are the content distribution criteria met?
	Comparative analysis

	F.2.
	Content accessibility
	1.
	Is the content selected and organised based on students' general learning potential and their professional training field?
	The method of assessment through expertise.

	
	
	2.
	Does the curriculum provide differential content for students with special interests and those with superior performance?
	Content analysis

	
	
	3.
	To what extent does the degree of accessibility of the content coincide with it level of detail?
	Content analysis

	F.3.
	Correspon-dence between content and competences
	1.
	Is there a logical and methodological interrelation between content and competences?
	Association matrix

	
	
	2.
	Are additions or deletions within the content list necessary?
	

	
	
	3.
	Is the content unit amount an adequate source of achieving curricular outcomes?
	Association matrix


	F.4.
	Pragmatic relevance of the content 
	1.
	Does the content have practical value and is it relevant to professional training?
	Content analysis

	
	
	2.
	Are there content units with little practical value?
	Comparative analysis

	
	
	3.
	Does the content lead towards the formation of certain competences?
	Comparative analysis

	F.5.
	Depiction of content as a practical transfer value 
	1.
	Are there content units that would constitute a basis for the formation of certain attitudes/behaviours?
	Content analysis

	
	
	2.
	How does the current curriculum content unit distribution influence the professional training level of the students?
	Comparative analysis

	
	
	3.
	Are fundamental concepts, methods of obtaining knowledge, and investigation strategies provided?
	Content analysis

	
	
	4.
	Is excess factual, historical, or descriptive data and redundant information avoided?
	Content analysis

	F.6.
	Scientific precision, cultural relevance and topicality of infor-mation
	1.
	Does the content adequately reflect the development stage of science?
	Comparative analysis

	
	
	2.
	Does the selection of content reveal an absence of scientific errors and ambiguities, questionable cultural values or obsolete knowledge?
	Content analysis

	F.7.
	Compliance with the logical structure of science, technology, field systematics and cultural products 
	1.
	Are conceptual schemes present, is there an approach to science both as a process and a product?
	Association matrix

	F.8.
	Motivational value
	1.
	Does the content trigger and sustain the epistemological and cultural motivation of the student, his interest in reading and expanding his knowledge?
	Comparative analysis

	F.9.
	Integrated structures
	1.
	Does the content provide multidisciplinary, interdisciplinary, or transdisciplinary approaches?
	Content analysis

	
	
	2.
	Are more extensive multidisciplinary, interdisciplinary, or transdisciplinary approaches necessary within the designed course curriculum?
	Comparative analysis

	
	
	3.
	Are there content units that foster intra- and interdisciplinary connections?
	Content analysis

	Instructions for experts:
· Study the criteria, indicators and review questions.
· Identify the assessment methods and techniques.
· Pay attention to:
· the amount of content units and the number of notions/concepts;
· the complexity of content units;
· the correlation between content and the time allocated to its study;
· the formative value of content;
· the adjustment of the content to modern science;
· the adjustment of the content to professional competence training necessities;
· the topicality of the content.
· Draw relevant conclusions.


Annex 8. Assessment of the "Didactic strategies" component (methodological suggestions)

	No.
	Criterion
	No.
	Review questions/Indicators
	Assessment 
methods and techniques

	G.1.
	The formative nature of didactic strategies
	1.
	Is the curriculum oriented towards the application of active or interactive didactic strategies?
	The method of assessment through expertise.

	
	
	2.
	Are the didactic strategies oriented towards basic and specific competence training?
	Comparative analysis

	
	
	3.
	Is the outcomes-content-learning activities correlation necessary within the curriculum?
	Context analysis

	G.2.
	Validity of didactic strategies
	1.
	The didactic strategies are selected based on:
· curricular outcomes;
· subject content;
· specific features of the professional field;
· form of study typology (lecture, university seminar);
· focus on independent learning;
· focus on the practical aspect;
· focus on student interests and motivations.
	Comparative analysis
The method of assessment through expertise.


	Instructions for experts:
· Read and analyse the review questions.
· Identify the assessment methods and techniques.
· Pay attention to:
· the completeness of methodological suggestions;
· their formative nature;
· the consistency of didactic strategies and curriculum outcomes;
· the consistency of didactic strategies and content units.
· the diversity of forms and methods of teaching.
· Draw relevant conclusions.


Annex 9. Assessment of the "Assessment strategies" component (assessment suggestions)

	No.
	Criterion
	No.
	Review questions/Indicators
	Assessment
methods and techniques

	H.1.
	Conceptual guidelines correspond to current approaches to assess-ment 
	1.
	Does the curriculum provide academic results assessment principles?
	Context analysis

	
	
	2.
	Are assessment criteria provided within the curriculum?
	

	
	
	3.
	Is the provision of diagnostic assessment as a means of maximising learning opportunities and addressing individual needs necessary?
	Context analysis

	
	
	4.
	Is the provision of the requirements regarding individualised assessment for adapting to the personal pace of learning and to personality typology necessary within the curriculum ?
	Context analysis

	
	
	5.
	Is the presence of course performance descriptors necessary within the curriculum?
	

	H.2.
	The quality of method-ological assessment suggestions
	1.
	Does the course curriculum clearly state what is being assessed?
	Comparative analysis

	
	
	2.
	Does the course curriculum explain the methodology of assessment design and conduction?
	Context analysis

	
	
	3.
	Does the curriculum emphasise the cohesive nature of assessment within the learning process (teaching-learning-assessing)?
	Content analysis

	
	
	4.
	Does the course curriculum recommend adequate methods and techniques?
	Context analysis

	
	
	5.
	How do you envision the presentation of assessment suggestions: are they separate, or integrated (e.g. teaching-learning-assessing suggestions)? Does the curriculum provide a correlation between outcomes-assessment descriptors-grading scales?
	Context analysis

	
	
	6.
	Is there a need for certain elements that would facilitate academic progress?
	Context analysis

	H.3.
	Assessment techniques
	1.
	Does the course curriculum include requirements (rules) regarding student assessment and grading?
	Context analysis

	
	
	2.
	Is there a need of correlating formative/current assessment with normative/final assessment?
	Comparative analysis

	
	
	3.
	Does the curriculum recommend adequate assessment methods and techniques?
	Context analysis

	
	
	4.
	Is there an optimal correlation between (general and specific) competences, and the proposed assessment methods and techniques? 
	Context analysis


Annex 10. Additional indicators
	No.
	Criterion
	No.
	Review questions/Indicators
	Assessment
methods and techniques

	I.1.
	Course curriculum cohesion
	1.
	Consistency and succession of structural components of the designed curriculum
	Assessment through expertise.

	
	
	2.
	Overall achievement of interdisciplinarity and transdisciplinarity (the cross-curricular aspect)
	Comparative analysis

	
	
	3.
	Development of values and attitudes
	Analysis and synthesis
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The reference framework of the university curriculum
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Process curriculum: schematic generalisation








Quality management in higher education: concept, structure, functions











Assertion of communication and  instruction concerning  the policy and culture quality 





Quality coordination





Assertion of the activities needed for the achievement of the objectives





Quality organizing 





Quality management 
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Activities of  guaranteeing the quality of the processes, the resources and the results
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Assertion of the objectives  and the resources of their achievement





Quality improvement 





Quality assurance





 Quality control





Quality planning





P	Identify the causes of the un-correspondences , formulate the improvement objectives and program the actions for objective achievement


D 	Achieve the programmed actions


С 	Verify the efficiency of the actions done


A	Activities





А   Analizaţi rezultatele controlului, reformulaţi obiectivele actuale şi fixaţi altele
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The structures of quality management in higher education
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The continuous improvement of the Quality Management System
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The stages of the                      implementation of the QMS
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The curriculum:                 systemic approach
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Reference framework of the university curriculum
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UNIVERSITY CURRICULUM AS A PRODUCT
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CURRICULUM CONTENT
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Process curriculum: schematic generalisation
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Finalities of the higher education: international experiences
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Higher Education Framework: definition and features











Principles for the design of higher education plans











Structure of Higher Education Framework for the Ist and IInd cycles: basic components
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Interactive didactic strategies: learning through cooperation and collaboration





Year III





The academic plan management





Curricula by subjects: concept and structure











Didactic and assessment strategies
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Strategies for autonomous learning: concept and taxonomies
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Example A





Teaching tasks/activities for the discipline Didactics of Biology, 


Theme: School textbook, essential teaching support at the biology lessons





INFORM YOURSELF AND PRESENT THE INFORMATION


Define the term school textbook. 





GET INVOLVED AND COMMUNICATE


Create a list of recommendations for the elaboration of a school textbook that would correspond to the postmodern pedagogy.





EXPRESS YOUR ATTITUDE / DECIDE


Create a teaching unit/lesson for a current biology textbook.








Summative or final assessment
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Assessment forms and methods
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The tools of            assessment: tests





Behavioral tests





Psychometric tests





Performance tests





Tests carried out in the context of initial assessment





Tests carried out in practical form





Tests carried out in written form





Tests carried out in oral form





Tests developed by the teacher





Standardized tests





Psychological tests





Tests through which criterial assessment is carried out





Tests through which normative assessment is carried out





  Tests carried out in the context of final assessment





Progress tests





According to the exchange of reference for the assessment of results





In relation to the time of the evaluative investigation in the process of training 





According to the manifestation of behavior





In terms of the methodology of development





In terms of what is 
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classification of tests





European Framework of Qualifications                      
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Key concepts
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Categories, types and        descriptors of competences











The Conceptual-Methodological Model for describing qualifications in higher education
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Description of qualifications in higher education











The description of learning         outcomes and       competences








The correlation “learning outcomes and competences-curriculum”








Scientific research -                         reference values











Principles of scientific research








The basic principles                     of Doctoral schools











Key competences corresponding to higher doctoral education











Current context











The university curriculum            in the context of                   scientific research














Enumeră componentele didacticii, studiate la disciplina Teoria instruirii.


_____________________________________________________________________________


Notează cel puțin trei subiecte  care prezintă interes pentru tine, studiate la disciplina Teoria instruirii.


_____________________________________________________________________________


Scrie/propune cel puțin trei metode, prin care ai dori să te implici activ în procesul de instruire în cadrul disciplinei Didactica pedagogiei. Scrie un argument pentru opțiunea ta.


__________________________________________________________________________________________________________________________________________________________


Ce așteptări referitoare la formarea ta profesională ai de la disciplina Didactica pedagogiei ?


_________________________________________________________________________________________________________________________________________________________








I shall study this course efficiently if…  ______________________________________________


While studying this course I would like to … _________________________________________


It is important for me to study this course because … _____________________


The most important expectations I have regarding this course are … _____________________________________________________________________________


The problems that I could solve through this course are … ______________________________














The quality of the institution’s organisational system





Educational services’ quality





 The quality of the result/product








Management quality of the  managing personnel


Rector


Vice-rectors


Deans


Department Chiefs


Sub-division Chiefs








The quality of the research activity








The quality of the didactic process 








The quality of the provided services    





The quality of the processes





Personnel’s quality competence;


available resources quality;


research products quality;


beneficiaries trust





Didactic personnel quality/ its competence;


Students quality;


The quality of the curriculum


 study programs quality/ adequated to market requests;


Didactic technologies quality;


Assessment quality





Material resources quality (spaces, dotations);


The quality of the tasks and facilities provided by the library;


The quality of theservices of social, cultural, sport, accomodation assistance etc.;


Financial resources availability





Functions, types and forms of evalutaion of the academic results





Form component








List the components of didactics, studied at the Theory of Instruction course.


_____________________________________________________________________________


Put down at least three subjects that interest you, studied at the Theory of Instruction course.


_____________________________________________________________________________


Write/suggest at least three methods, through which you would want to become actively involved in the teaching process of the Didactics of Pedagogy course. Write an argument to support your choice.


__________________________________________________________________________________________________________________________________________________________


What are your expectations regarding your professional training when it comes to the Didactics of Pedagogy course?


_________________________________________________________________________________________________________________________________________________________
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