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FOREWORD

The third volume of our journal Didactica contains papers presented at the 1st

International Symposium Education as Social Phenomenon: Between Theory and
Practice organised by the Department for Teaching Staff Training between May 8 and 9,
2009, in Timişoara, Romania.

The papers included in this volume are centred on present issues of the didactics of
biology (modern methods in teaching, learning, and assessing – such as conceptual
maps), of the mother tongue, of languages, and even of local dialects taught at primary,
secondary, and academic levels. Other papers treat common issues of an important
chapter of contemporary pedagogy such as educational curriculum in the teaching of
languages  in  South  Africa  and  the  United  States  of  America,  or  aspects  related  to  the
philosophy of education (critical ideas).

Another category of papers treat other important issues of education science such as
forms of education and spontaneous education: a model of pedagogical argumentation,
school assessing, school success and failure, or aspects related to violence in secondary
schools.

All the papers rely on a rich documentation and almost all are based on concrete
sociological research centred on different phenomena – particularly surveys among
educational actors: pupils, undergraduates, other subjects – as parts of more generous
studies.

Maria Palicica, PhD
Editor
Didactica
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LA DIDACTIQUE DE LA LANGUE MATERNELLE
DANS L’ENSEIGNEMENT PRIMAIRE.

DESIGN PRAGMATIQUE ET DIDACTIQUE UNIVERSITAIRE

MIRCEA-CONSTANTIN BREAZ
Faculté de Psychologie et des Sciences de l’Éducation

Université Babeş-Bolyai, Cluj-Napoca, Roumanie
mirceabreaz@yahoo.com

RÉSUMÉ

L’étude représente une démarche théorique qui repose sur les principes de la
construction d’un syllabus pour la didactique de la langue maternelle, dans
l’enseignement primaire. Du point de vue de la pragmatique didactique universitaire, la
construction conceptuelle et discursive d’un syllabus pour la maternelle mise
actuellement, de plus en plus, sur des stratégies pédagogiques complexes, au carrefour
des disciplines complémentaires, telles la sociologie, la psychologie cognitive et les
sciences de l’éducation, d’une part, et les sciences du langage, d’autre part. Dans cet
ordre d’idées, on se rapportera, particulièrement, aux relations de la didactique de la
maternelle avec les plus importantes disciplines du langage dans l’activité sociale de
communication en milieu éducatif, telles la pragmatique, la socio-psycholinguistique ou
la rhétorique didactique.

Mots-clés: Didactique de la maternelle; Enseignement primaire; Didactique
universitaire; Pragmatique

1. INTRODUCTION

1.1.  LA DIDACTIQUE DE LA LANGUE MATERNELLE DANS
L’ENSEIGNEMENT PRIMAIRE. OBJECTIFS GÉNÉRAUX ET
COMPÉTENCES

L’étude représente une démarche théorique qui repose sur les principes de la construction
d’un syllabus pour la didactique de la langue maternelle, dans l’enseignement primaire. Du
point de vue de la pragmatique didactique universitaire, la construction conceptuelle et
discursive d’un syllabus pour la maternelle mise actuellement, de plus en plus, sur des
stratégies pédagogiques complexes, au carrefour des disciplines complémentaires, telles la
sociologie, la psychologie cognitive et les sciences de l’éducation, d’une part, et les sciences
du langage, d’autre part. Loin de se renfermer dans des enclaves autarciques, la didactique de
la maternelle, comme didactique pragmatique ou communicative-fonctionnelle, entre,
aujourd’hui, dans un processus de redéfinition continue.

La pragmatique, respectivement  l’étude de la langue dans l’activité sociale de
communication, est directement impliquée dans toute didactique de la langue maternelle dont
l’objectif fondamental est le développement de la compétence de communication et de la
compétence culturelle.

Dans cet ordre d’idées, on se rapportera, particulièrement, aux relations de la didactique
de la maternelle avec les plus importantes disciplines du langage dans l’activité sociale de
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communication en milieu éducatif, telles la pragmatique, la socio-psycholinguistique ou la
rhétorique didactique.

On a délimité des points de vue conceptuel et méthodologique les objectifs généraux
du cours de didactique de la langue et de la littérature roumaines dans l’enseignement
primaire à l’intention, d’un côté, de donner un contour aux concepts cadres qui peuvent
construire des parcours didactiques cohérents et d’offrir, de l’autre côté, les stratégies
opérationnelles diverses, orientées vers la formation des compétences de communication
et culturelle, conformément aux objectifs cadres spécifiques au domaine Langue et
Communication au niveau primaire, c’est-à-dire :

- développer la capacité de la réception du message oral,
- développer la capacité d’expression orale,
- développer la capacité de réception du message écrit,
- développer la capacité d’expression écrite.
Les objectifs du cours atteignent donc tous les domaines de la didactique de la langue

maternelle dans l’enseignement primaire et les construisent conformément à des principes
unitaires qui visent la construction des situations d’apprentissage diverses et importantes,
l’ancrage de la problématique dans l’horizon d’attente des élèves, la structuration des
séquences de réflexion et le poids correcte des modalités d’évaluation formative et
cumulative.

Ainsi, le design communicatif-fonctionnel des objectifs vise-t-il les opérations
pragma-didactiques suivantes :

- la projection, l’organisation, le déroulement et l’évaluation des activités
didactiques ;

- la communication didactique/ pédagogique / éducative;
- le développement, la consolidation et le perfectionnement des habiletés et des

capacités cognitives;
- la stimulation de la créativité et de l’apprentissage formatifs;
- le développement professionnel dynamique.
Alors, le cours et les séminaires de didactique de la langue maternelle offrent des

solutions multiples à l’usage des programmes scolaires et des manuels alternatifs ; ceux-
ci offrent des solutions de projection intégrative ; présentent des stratégies
d’enseignement/apprentissage centrées sur l’élève, orientées vers la formation des
attitudes et des valeurs, spécifiées selon les domaines de la discipline ; présentent des
modalités d’intégration des contenus dans l’horizon d’attente de élèves et des modalités
de dé-didactisation des activités de communication globale ; présentent des modalités
alternatives d’évaluation des connaissances et des capacités acquises.

1.2.  CONTENU, VISION CURRICULAIRE ET VALEUR OPÉRATIONNELLE

Le contenu du cours a été élaboré et organisé selon les principes des documents
curriculaires actuels : assurer un équilibre entre les thèmes théoriques-applicatifs à valeur
opérationnelle et ceux qui visent des corrélations et des ouvertures intra, inter et
transdisciplinaires ; proposer une thématique capable de faire naître des pratiques
didactiques innovatrices et de stimuler l’usage différent et la créativité dans le processus
didactique ; accentuer le caractère pratique des thèmes proposés.

En conséquence, le contenu du cours a été structuré pour couvrir tous les domaines de
la didactique de langue et littérature roumaines dans l’enseignement primaire qu’il veut
construire selon des principes pragmatiques unitaires et cohérents.
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La partie théorique et les stratégies présentées sont fondées sur des théories récentes
des disciplines de référence des sciences linguistiques et pédagogiques, parmi lesquelles
la pragmatique, la rhétorique didactique, la socio-psycholinguistique, les théories du
texte, d’un côté, et la théorie du curriculum, la théorie de l’évaluation, les théories de la
psychologie cognitive ou des sciences de la communication, de l’autre côté. Cela permet
la définition d’une stratégie bien précisée et la structuration  des parcours cohérents et
opérationnels orientés vers la compréhension et l’interprétation du texte littéraire et,
éventuellement, vers la production de texte oral et écrit, soit-il littéraire ou nonlittéraire
(informatif).

Les contenus abordés sont structurés donc selon les impératifs de la réforme de
l’éducation (centrage de l’activité d’enseignement /apprentissage sur la formation de la
compétence de communication et de la compétence culturelle ; la focalisation de la
démarche didactique sur la formation des attitudes et des valeurs ; l’enseignement
intégratif des trois domaines de la discipline), aussi que par rapport systématique aux
résultats des recherches actuelles dans les domaines de référence mentionnés plus haut,
c’est-à-dire les sciences psychopédagogiques (les théories constructivistes et
cognitivistes) et les sciences de la langue et de la littérature (pragmatique linguistique,
linguistique textuelle, génétique textuelle, théories de la réception, socio-
psycholinguistique, rhétorique didactique, etc.).

Une partie des activités ont comme but la définition des stratégies qui établissent des
corrélations entre la littérature et les autres arts, entre la langue roumaine et les langues
étrangères connues par les élèves, et qui offrent des ouvertures interculturelles par le biais
de la corrélation contrastive de l’étude de la langue et de la littérature maternelles avec
celle des langues et des littératures étrangères, afin de relever plus tard les constantes et
les différences spécifiques à la langue et à la littérature roumaines.

Par conséquent,  les contenus étudiés sont formés sur des sources reconnues et sur des
références bibliographiques qui jouissent d’un grand prestige scientifique. Ainsi, la
bibliographie consiste en études les plus adéquates à la nouvelle vision du curriculum et
de la problématique du cours, des travaux de référence pour la didactique de la langue et
de la littérature roumaines dans l’enseignement primaire, mais aussi pour se rapporter
systématiquement à un plan plus général, représenté par les recherches les plus connues
dans le domaine de la recherche pédagogique et philosophique.

Á la fin du cours de didactique de langue et littérature maternelles et du stage
pédagogique, les étudiants seront capables de :

- maîtriser les concepts et les théories modernes sur la formation des schémas
d’actions et des capacités de connaissance;

- employer les concepts et les théories modernes sur la formation des capacités de
connaissance;

- identifier le spécifique du curriculum de langue et de littérature roumaines dans
l’enseignement primaire;

- projeter, organiser et faire des activités didactiques adéquates au spécifique
instructif-éducatif de la communication didactique dans le cadre des classes de
roumain à l’école primaire;

- adopter des stratégies pertinentes d’évaluation des élèves et de la classe pour
rendre efficace le processus d’enseignement /apprentissage dans les paramètres
spécifiques à la langue et à la littérature roumaines à l’école primaire;

- projeter l’évaluation (phases, formes, types) et élaborer des instruments selon le
but et les particularités individuelles/collectives;
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- utiliser les connaissances fondamentales dans des contextes variés et adéquats,
avoir constamment une attitude didactique innovatrice dans le plan
professionnel;

- développer des compétences didactiques nécessaires à l’enseignement de la
langue et la littérature roumaines à l’école primaire;

- créer des situations d’apprentissage spécifiques à l’enseignement, l’apprentissage
de la langue et la littérature roumaines à l’école primaire ;

- opérationnaliser les notions spécifiques à la réception du message oral et écrit et
de l’expression orale et écrite;

- sélecter et travailler les contenus pour rendre accessibles les informations
spécifiques à la structure : lecture/construction de la communication /
communication orale et écrite ;

- stimuler la créativité individuelle et par groupe et cultiver l’originalité dans le
processus didactique à travers l’exploitation formative des modèles offerts par
les textes de la littérature roumaine pour les enfants (habiletés par des exercices
formatifs, établir des analogies à partir des structures formatives intérieures
etc.) ;

- reconnaître et exploiter les valeurs de l’étude du texte littéraire à l’école primaire,
en vue de leur transmission dans le processus didactique ;

- valoriser les méthodes et les techniques de connaissance et d’activation des
élèves (la manifestation du comportement empathique et de « l’orientation
helping ») ;

- concevoir et exploiter le matériel et les moyens d’enseignement spécifiques à
l’école primaire;

- employer les stratégies didactiques d’usage efficace des moyens didactiques dans
le processus d’enseignement;

- manifester une attitude (auto) réflexive sur les activités didactiques propres,
spécifiques à l’enseignement primaire.

2. DESIGN PRAGMATIQUE ET DIDACTIQUE UNIVERSITAIRE

2.1. REPÈRES THÉMATIQUES. POINTS DE VUE THÉORIQUES ET
MÉTHODOLOGIQUES

Comme on avait  remarqué plus haut,  le  contenu du cours  a  été  structure de façon à
couvrir tous les domaines de la didactique de la langue et de la littérature roumaines qu’il
veut construire selon des principes pragmatiques unitaires et cohérents. Parmi les
principaux repères thématiques proposés, suite à une négociation du contenu du syllabus
et du séminaire, il y a d’habitude les suivants :

a) Perspectives globales et concepts-cadre de la didactique de la langue et de la
littérature roumaines dans l’enseignement primaire: vision curriculaire et approche
méthodologique:

- a.1. Les coordonnées de la vision curriculaire: le curriculum langue et
communication; le statut de la discipline langue et littérature roumaines à l’école
primaire, la structure: lecture/construction de la communication/communication
orale et écrite; la typologie des objectifs et des compétences visées (compétence
de la communication et compétence culturelle);
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- a.2. La structure du programme de l’enseignement primaire: le modèle
communicatif-fonctionnel et l’enseignement intégré; les manuels (grille de lecture
et évaluation);

- a.3. La méthodologie de l’enseignement de la discipline: stratégies et méthodes
communes versus méthodes spécifiques aux domaines de la discipline; activités
de structuration des concepts  versus activités de communication globale.

b) Projection et évaluation en classe de langue et littérature roumaine à l’école
primaire:

- b.1. La projection des leçons et des unités: principes, modèles, étapes; adaptation
des modèles configuratifs au spécifique des domaines; stratégies de corrélation
des unités de contenu;

- b.2. L’évaluation des compétences crées/développées; l’évaluation initiale /
progressive/cumulative; l’évaluation orale et écrite; modalités alternatives
d’évaluation (portfolios, projets, dossiers, journaux de lecture, etc.); modalités
extracurriculaires d’évaluation (revue, exposition, excursion littéraire, etc.);
l’analyse critique des modalités d’évaluation.

L’approche des thèmes et des sous-thèmes ci-dessus propose aux étudiants le débat
des principales coordonnées de la vision curriculaire moderne sur la discipline dans le
domaine langue et communication, d’une manière contrastive. On peut faire une série de
délimitations dans le cadre des repères curriculaires déjà établis, de sorte que, en vue de la
compréhension des perspectives curriculaires de la discipline, on analyse les différents
concepts, tels que: les composantes du curriculum indiquées, dans une approche
systémique, leurs caractéristiques et les relations qui s’établissent entre elles, des critères
taxonomiques et des critères de qualités, les notions d’adaptation, de différence et
d’accessibilité, etc. On peut aussi identifier, à travers la problématisation, les
caractéristiques de design curriculaire de la discipline, du point de vue du modèle
communicatif-fonctionnel et de l’enseignement intégré, démarche analytique qui peut être
soutenu par des exemples et/ou par des analyses comparatives.

Les considérations et les approches modernes dans le domaine de la langue et la
littérature roumaines à l’école primaire viseront l’objet et l’importance de la discipline, en
se référant aux concepts fondamentaux spécifiques. La raison de la nécessité des
délimitations conceptuelles et la rélévation de l’importance des clarifications
terminologiques réalisées pour la compréhension du rapport entre la sphère de la langue
et  la  littérature roumaine à  l’école primaire,  d’un côté,  et  les  concepts  fondamentaux de
son étude, d’un autre côté, peuvent être analysées en se référant à l’expérience
professionnelle et de lecture des étudiants. Les modalités d’exploitation des
connaissances méthodologiques nécessaires à la projection, au déroulement et à
l’évaluation des activités didactiques peuvent faire aussi le sujet de débat, en vue de
rendre le processus d’enseignement/apprentissage efficace, dans les paramètres
conceptuels spécifiques à la langue et la littérature roumaines dans l’enseignement
primaire.

Dans ce sens, les thèmes et les sous-thèmes proposés viseront la problématique de la
discipline et investigueront les coordonnées de la vision curriculaire spécifique au
domaine langue et communication, c’est à dire le statut de la discipline langue et
littérature roumaines dans l’enseignement primaire du point de vue didactique, et
l’analyse de la méthodologie de l’enseignement de la discipline traitera d’une manière
contrastive des stratégies et des méthodes communes versus spécifiques aux domaines de
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la discipline, et des activités de structuration des concepts versus des activités de
communication globale.

On peut encore proposer, à travers la problématisation, une série d’éléments ou de
modèles de projection et d’évaluation qui se réalisent dans le cadre des leçons de langue
et littérature roumaines, visant surtout l’adaptation des modèles configuratifs au
spécifique des domaines, et dans le cadre de l’approche de ces thèmes, on peut analyser
aussi des modalités alternatives ou complémentaires d’évaluation formative et
cumulative.

c) La didactique de l’étude des éléments de construction de la communication
(langue roumaine):

- c.1. Des stratégies de formation des concepts grammaticaux; parcours inductifs,
déductifs, transductifs; l’analyse, l’exercice, la rédaction grammaticale;

- c.2. Des méthodes de formation des compétences linguistique, textuelle et
discursive; l’analyse des discours écrit et oral spécifiques à l’école primaire;

- c.3. Modalités de développer le langage des élèves petits. Points de vue
théoriques et méthodologiques.

d) Didactique des classes de communication orale et écrite:
- d.1. Éléments de didactique de l’oral; stratégies de formation de la compétence de

communication orale et leur adaptation aux espèces prévues par le programme: la
description, le résumé oral, le plan d’idée, le dialogue (communication
dialoguée), le récit, le monologue, la paraphrase, etc.; formation des compétences
verbales, paraverbales et non-verbales;

- d.2. Eléments de didactique de la réduction des textes narratifs et fonctionnels
(nonlittéraires): stratégies de formation des compétences de produire un texte et
leur adaptation aux espèces du discours écrit fonctionnel, réflexif, imaginatif et
interprétatif (pratiques discursives spécifiques à l’école primaire: le texte
fonctionnel – le billet, la lettre, la carte postale, le journal – le texte imaginatif –
la rédaction – écrire d’après le texte littéraire; rédaction de texte; manipulation
des structures textuelles.

Les thèmes et les sous-thèmes mentionnés plus haut (c et d) proposent aux étudiants
des éléments de la didactique des classes d’étude des éléments de construire la
communication, des éléments de didactique de l’oral et des éléments de didactique de la
rédaction de textes narratifs et fonctionnels / nonlittéraires.

Dans  le  cadre  de  ces  thèmes,  les  étudiants  peuvent  souligner  la  corrélation  des
stratégies de formation des compétences verbales, paraverbales et non-verbales avec les
espèces prévues par le programme, aussi que l’adaptation des stratégies de formation des
compétences de la production de texte pour les espèces du discours écrit fonctionnel,
réflexif, imaginatif et interprétatif (pratiques discursives, rédaction de texte et
manipulation des structures textuelles).

En conséquence, on peut soumettre à l’analyse contrastive, lors des travaux et des
projets des étudiants, des parcours inductifs, déductifs et transductifs (dans le cadre des
stratégies de formation des concepts grammaticaux) ou des méthodes de formation des
compétences linguistiques, textuelles et discursives (y compris les discours écrits et oraux
spécifiques à l’enseignement primaire). Les contenus de ces projets, thèmes ou travaux
peuvent être structurés, à leur tour, selon les résultats des recherches actuelles dans les
domaines de référence psychopédagogiques et philologiques spécifiques à la discipline.
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e) La didactique des classes de lecture et de réception du texte littéraire: la
formation des concepts de théorie littéraire; les stratégies spécifiques à la formation des
compétences de compréhension et d’interprétation du texte littéraire: formes
d’interprétation productive du texte littéraire:

- e.1. L’approche du texte littéraire narratif, concepts et parcours spécifiques;
analyse et représentation de l’action, la catégorie du personnage, l’espace-temps
de l’univers fictionnel; alternatives méthodologiques;

- e.2. L’approche du texte littéraire lyrique; concept et parcours spécifiques;
alternatives méthodologiques;

- e.3. L’approche du discours narratif, descriptif et du texte dialogué; alternatives
méthodologiques.

f) Corrélations  intra- et inter-culturelles:
- f.1. La formation de la compétence culturelle et la projection des séquences à

mise interculturelle;
- f.2. La littérature et les autres arts: variantes d’approche didactique;
- f.3. Ouvertures transdisciplinaires.
L’approche de ces thèmes et sous-thèmes (e et f)  proposent aux étudiants une

perspective méthodologique spécifique à la didactique des classes de lecture et de
réception du texte littéraire narratif, lyrique et dialogué, par des analyses comparatives
des alternatives méthodologiques au niveau des concepts et des parcours spécifiques aux
discours épiques, lyriques et dialogués.

Á côté des corrélations intra- et inter-culturelles, la mise du dernier thème réside dans
les propositions de variantes d’approche didactique du rapport entre la littérature et les
autres arts, aussi que dans les éléments de formation de la compétence culturelle et
interculturelle et dans les ouvertures transdisciplinaires déjà discutées. Les thèmes visent
un répertoire moderne de repères thématiques et textuels spécifiques à l’étude de la
littérature roumaine dans l’enseignement primaire, avec des exemples, aussi qu’une série
de consignes spéciales sur la réception des textes narratifs, lyriques et dramatiques,
toujours avec des exemples.

Dans la discussion sur ces thèmes et sous-thèmes, les étudiants sont invités à
reconnaître des fonctions, à expliquer des théories et à hiérarchiser des pratiques
discursives caractéristiques à la littérature roumaine pour l’enseignement primaire.
L’approche des thèmes vise, à leur tour, l’investigation pratique des repères didactiques
concrets, sous la forme des alternatives méthodologiques du point de vue de la
(re)considération de la didactique de la langue et de littérature  roumaines dans
l’enseignement primaire du côté des didactiques spéciales et la définition des stratégies
qui  visent  à  établir  des  corrélations  entre  la  littérature  et  les  autres  arts,  entre  la  langue
roumaine et les autres langues étrangères connues par les élèves et la réalisation des
ouvertures interculturelles par le biais de la corrélation de la littérature roumaine avec les
littératures non-maternelles, pour souligner les constantes et les différences spécifiques à
la didactique de la langue et la littérature roumaines dans l’enseignement.

Les points de vue théoriques et méthodologiques exprimés par les étudiants dans
l’approche de tous les domaines thématiques proposés ci-dessous ou dans les activités de
séminaire et dans le cadre des travaux de portfolio à la fin du semestre peuvent être
réalisés par une grande variété d’approches, parmi lesquelles voilà les plus importantes:

- Théorisation d’une pratique/expérience, soit par l’approche contrastive, comme
dans le cadre du thème a (Stratégies et méthodes communes vs. Spécifiques au
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domaines de la discipline, activités de structuration des concepts vs. Activités de
communication globale) ou du thème c (Stratégies de formation du
comportement d’écoute vs. Stratégies de formation du comportement d’émettre),
soit par la problématisation, comme dans les situations suivantes :

· la structure triadique de la discipline (thème b) ;
· les alternatives méthodologiques dans l’approche discursive des textes

littéraires narratif, descriptif et du texte dialogué (thème 5) ;
· la littérature et les autres arts : variantes d’approche didactique,

l’adaptation des méthodes configuratrices au spécifique des domaines et
des stratégies de corrélation des unités de contenu (thème b) ;

· Stratégies de formation des concepts grammaticaux, des parcours
inductifs, déductifs, transductifs (thème c) ;

· les composantes de la communication dialoguée : l’adaptation aux
particularités de l’interlocuteur ; la communication à travers les images
(thème d) ;

· des corrélations intra- et inter-culturelles – la littérature et les autres arts :
des variantes d’approche didactique ; ouvertures transdisciplinaires (thème
f) ;

- La construction des modèles :
· le thème b (l’adaptation des modèles configurateurs au spécifique des

domaines de la discipline, des stratégies de modeler les unités de
contenu) ;

· le thème d (Eléments de didactique de l’oral, Eléments de didactique de la
rédaction des textes narratifs et des textes fonctionnels,  Modèles de
travail différencié des élèves dans le processus d’enseignement de la
lecture et de l’écriture);

- L’étude de cas :
· le thème b (Modalités extracurriculaires d’évaluation) ;
· le thème c (Méthodes de formation des compétences linguistique,

textuelle et discursive) ;
· le thème d (Particularités de l’acquisition des normes de la langue

littéraire à l’école primaire, Types d’activités d’apprentissage contribuant
à saisir les éléments significatifs du message écrit et à développer
l’expression écrite) ;

· le thème e (Concepts et parcours spécifiques à l’approche typologique des
textes, Lecture supplémentaire (l’école primaire)) ;

- L’analyse critique:
· l’analyse de programmes et de manuels (thème a) ;
· l’analyse critique des modalités d’évaluation (thème b) ;
· l’analyse contrastive et critique des documents de projection/planification

(thèmes a, b) ;
· l’analyse critique des scénarios didactiques structurés selon des modèles

de projection différents (thèmes d, f) ;
· l’analyse des instruments d’évaluation et de la projection de l’évaluation

dans le cadre des unités d’apprentissage - la conception des grilles de
contrôles et d’évaluation, l’analyse des discours oral et écrit spécifiques à
l’école primaire (thèmes b, c et d) ;
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· la correction des propres scénarios didactiques, grilles d’évaluation, etc.
(thèmes a, b, f);

- La construction des modèles de projection :
· la projection des situations d’apprentissage par l’adaptation et la

différence des démarches didactiques spécifiques à l’école primaire
(thèmes b, d, f) ;

· la projection d’unités d’apprentissage dans une vision intégrée,
systémique (thèmes b, d, e, f) ;

· la projection des scénarios didactiques divers, adaptés au spécifique de la
discipline (thèmes b,  d,  e,  surtout  par  la  projection des séquences à  mise
interculturelle et interlinguistique – thème f) ;

- La rédaction d’un journal de l’instituteur (thèmes b – f) ;
- La conception de ressources éducationnelles (thèmes c, d, e, f) ;
- La documentation (thèmes a et f) ;
- Le projet:

· la méthode du projet dans la formation des compétences de
compréhension et d’interprétation de texte ; des formes d’interprétation
productive du texte littéraire (thème e) ;

· la méthode du projet dans la formation des compétences culturelles et
interculturelles (thème f) ;

· la conception d’une grille de contrôle et de (auto) / (inter)évaluation
(thèmes b, c, d).

2.1.  LE MODÈLE COMMUNICATIF-FONCTIONNEL. EXIGENCES
PRAGMATIQUES ET USAGE RÉFLEXIF

La construction d’un syllabus de didactique de la langue maternelle pour
l’enseignement primaire doit répondre aux besoins en visant, aujourd’hui, la formation et
le développement des compétences qui assurent l’usage réflexif du modèle didactique
communicatif-fonctionnel, et des compétences de connaissance et de compréhension,
compétences d’explication et d’interprétation (herméneutiques), des compétences
instrumentales et des compétences d’attitude :

- projection, organisation, déroulement et évaluation des activités didactiques;
- le management et la réalisation du processus instructif-éducatif en tant qu’acte de

communication didactique/pédagogique/éducationnelle;
- stimulation de la créativité et de l’apprentissage de type formatif, par

l’entraînement des manifestations spécifiques aux attitudes psychopédagogiques
de type motivationnel;

- la maîtrise des concepts et des théories modernes concernant la formation des
schémas d’action et des capacités de connaître;

- manifestation d’une attitude méthodologique innovatrice dans le plan
professionnel (manifestation du comportement empathique et celui de
« l’orientation helping ») ;

- élaboration des instruments d’évaluation et l’administration des épreuves
d’évaluation selon le but et les particularités individuelles/de groupe ;

- valorisation des méthodes et des techniques de connaître et d’activer les élèves ;
- l’usage des stratégies didactiques pour l’emploi efficace des moyens/auxiliaires

didactiques dans le processus d’enseignement;
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- développement professionnel continu, par l’entraînement des manifestations
caractéristiques à l’attitude psychopédagogique (auto) réflexive, ayant le but
d’améliorer continuellement les activités didactiques.

Cette perspective dérive de la connaissance de la nouvelle vision curriculaire (des
caractéristiques pragmatiques du modèle communicatif-fonctionnel), aussi que de la
connaissance et l’usage des principes de l’enseignement intégré dans la projection et la
réalisation des unités d’apprentissage. C’est pourquoi celle-ci a surdéterminé la sélection
et la structuration des contenus, aussi que la formulation des activités pratiques, par le
biais desquelles on veut la formation/l’amélioration/le développement des capacités
imposées par les exigences pragmatiques de l’approche didactique communicative-
fonctionnelle:

- la capacité de projeter des démarches didactiques cohérentes, de réaliser la
progression de l’apprentissage et d’articuler les domaines de la discipline
conformément aux principes de l’enseignement intégré;

- la capacité d’exploiter d’une manière créative les connaissances sur le processus
d’enseignement/apprentissage pour former la compétence de communication et
celle culturelle (la méthodologie des activités de communication globale et son
usage innovatif et créatif);

- la capacité d’ouvrir le processus d’acquisition des connaissances vers une
direction de développement des attitudes et des valeurs envisagées par les
objectifs généraux de la discipline, aussi que par le profil de formation spécifique
à l’enseignement primaire;

- la capacité de développer les compétences didactiques nécessaires à l’emploi
innovatif des connaissances fondamentales, dans le cadre de l’étude de la langue
et la littérature roumaines à l’école primaire;

- la capacité de stimuler la créativité individuelle et de groupe et de cultiver
l’originalité dans le processus didactique, à travers l’exploitation formative des
modèles offerts par l’étude de la langue et la littérature roumaines à l’école
primaire (des habiletés intégratives par des exercices formatifs, établir des
analogies basées sur des structures formatives intérieures, dans des situations
d’apprentissage spécifiques aux élèves de l’école primaire).

3. CONCLUSIONS

On utilisera, dans les activités didactiques déroulées, des stratégies didactiques et des
méthodes formatives-participatives, aussi que des éléments méthodologiques TBL
(l’enseignement basé sur des tâches de travail) : le débat interactif, la théorisation d’une
pratique/expérience, le débat, l’étude de cas, l’analyse critique, l’analyse contrastive, la
problématisation, la conversation, l’apprentissage en groupe, la démonstration, l’exercice,
la simulation, l’atelier didactique. Parmi les méthodes d’évaluation alternatives ou
complémentaires exploitées, on rappelle : l’investigation, le projet, le portfolio,
l’autoévaluation, l’essai didactique, l’expérimentation, l’observation directe du
comportement des étudiants (intérêt et participation) aux activités didactiques, la
simulation de l’évaluation de type colloque (autoévaluation, interévaluation, feed-back et
discussions), des méthodes d’analyse et d’évaluation des travaux pratiques et des activités
de cours et de séminaire de type SWOT et INSET, les questionnaires pré- et post-
séminaire, la grille d’observation de l’activité des étudiants, le test des compétences
acquises par les activités didactiques de cour et séminaire, dans les domaines de
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compétences antérieurement présentées : compétences cognitives-affectives
(connaissance et compréhension), compétences herméneutiques (explication et
interprétation), compétences instrumentales, compétences d’attitude et compétences
communicatives.

On emploiera toutes les formes d’organisation des activités des étudiants dans le
processus d’enseignement : activités frontales, en groupe, débats en équipe, individuels
ou combinés, activités dans des ateliers didactiques, etc. Le système méthodologique est
spécifique à la formation didactique initiale et utilise les possibilités offertes par les
moyens modernes d’instruction participative et de communication. Les modalités de
formation préférées dans les activités de cours et de séminaire sont celles interactives et
portent sur l’alternance entre les ateliers d’analyse des expériences didactiques,
d’expérimentation des nouvelles pratiques professionnelles, et le débat en groupe des
productions réalisées dans le cadre des activités pratiques. Chaque étudiant aura ainsi la
possibilité  de présenter ses contributions et d’en discuter les résultats qu’on peut
employer dans l’action didactique même. Ces analyses de problèmes, d’expériences, des
pratiques professionnelles et les résultats ne cesseront de se réaliser tout le long du
déroulement du cours et des séminaires.

D’ailleurs, l’évaluation cumulative même est réalisée suite à l’examen écrit, dans les
termes des repères thématiques proposés, aussi que suite à l’évaluation des portfolios
semestriels et l’observation cumulative de la qualité des produits de séminaire et des
compétences acquises pendant les activités pratiques. On prend, ainsi, en considération
une série de critères principaux, parmi lesquels : la qualité et la relevance scientifiques
des travaux de séminaire (adaptation et pertinence thématique et bibliographique, la
nouveauté de l’approche, les contributions personnelles, la qualité de la rédaction et la
collaboration entre les étudiants, au cas où il y a des projet en équipe), la qualité des
réponses (organisation et cohérence, originalité et créativité), aussi que l’implication
active et attitude coresponsable des étudiants, relevables dans le cadre de toutes les
activités didactiques déroulées, par la participation aux débats, expérimentations,
simulations, recherches ou projets, aux autres activités et travaux pratiques importantes
pour la qualité de la compétence de communication globale.
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ABSTRACT

Sociolinguistics recognizes dialect differences between classes in many regions of
the world (Labov 1966). In U.S. education, Standard English is the preferred dialect
even though research shows that dialect does not influence intelligence (Bernstein
1971.) This research focuses on the requirement of a Standard English dialect and
how it reduces opportunity for those who do not utilize it. The dialect which will be
examined in length here is Black English Vernacular (BEV). Users are stigmatized
for speaking “improper English” though researchers have shown that the rules used
in BEV resemble those widely utilized in other non-English languages (Bonvillain
2008). So why do educational institutions ignore what has been shown in the
literature? The requirement of forcing students to adopt an ideal dialect is still in
practice. What can be done to bridge the gap between theory and practice?
Education’s ultimate goal is to promote higher levels of critical thinking – why is
dialect being improperly used as a vehicle to achieve such goals? Educational
institutions must no longer punish students for speaking BEV; a change in the
complete educational paradigm is required. Equal marks must be provided for work
that is of equal content even if it is expressed in a different dialect.

Keywords: Black English Vernacular; Education; Theory; Practice

EQUAL CONTENT, EQUAL MARKS

Sociolinguistics has acknowledged the prevalence of dialect differences between
classes in many regions of the world (Labov 1966). These patterns have been observed in
areas like India, England, Belgium, France, Canada, and many other places. For example,
in Belgium, dialect is seen as a marker of social distance, separating the lower and higher
classes (van de Broeck 1977). In higher education in America, the mode of
communication largely represents that which is commonly found in the upper class,
Standard English, the arcolect or high language (McArthur 2005). However, research
shows that the adoption of a certain way of speaking does not have a large effect on
intelligence (Bernstein 1971).

First, it must be understood that linguistic differences are arbitrary. A fork would still
be  a  fork  even  if  it  were  called  a  nut.  The  sign  (word)  used  is  arbitrary  in  its  nature
(Saussure 1959).  What  is  Standard English today is  not  the same as  when the U.S.  was
founded, nor will it be the same in 100 years. The Global Language Monitor analyzes
word usage in the global print (Luke 2007) and, in 2009, has calculated that English gets
a new word every 98 minutes (http://www.languagemonitor.com/); speech patterns or



22

words associated with the elite get and keep positive and legitimate status because of the
status of speakers (Bonvillain 2008). For example, take the generation of words. When
the lower classes or speakers of stigmatized dialects create a word, it is given less
importance and is unlikely to be taken serious by the upper class, even if used in popular
speech. However, when an upper class individual creates a word, the new word is
believed to have merit and is immediately accepted into the lexicon.

The dialect which will be examined in length here is Black English Vernacular
(BEV).  This  way  of  speaking  has  been  largely  examined  already  and  shown  to  be  a
dialect of English which began as a Creole (Labov 1982). Especially in the United States,
users  of  BEV  are  still  stigmatized  for  speaking  “improper  English”  or  are  viewed  as
“lacking civility, cultural graces, or good taste” (Fordham 1999: 276). Using BEV marks
the  speakers  as  members  of  a  group  that  is  incompetent  (unable  “to  perform  a  (white)
culturally sanctioned task” Fordham 1999: 287) even though researchers have shown that
the rules used in BEV are not random or idiosyncratic but resemble those widely utilized
in other languages, such as use of the invariant be (Bonvillain 2008). Further, negative
judgments against BEV are invalid as research shows no language system is more
efficient than another (Kottak 2008). Not only is BEV considered a basilect (low
language, McArthur 2005) but as other English-based dialects are described, it is viewed
as  “not  real  English  but  (a)  bastard  offshoot  to  be  regretted,  and  kept  at  arms  length
(McArthur 2005).

It is also important to realize the history and meaning behind BEV: it is “Euro-
American speech with an Afro-American meaning, nuance, tone, and gesture (reflecting)
the conditions of (Black) servitude, oppression and life in America” (Fordham 1999
quoting Smitherman 1977: 2). Speaking BEV, even when pressured by school officials to
conform, illustrates resistance to be “mastered by…definitions of caste built into the
(White) semantic/social system” (Holt 1972: 54). Eighty percent of American Blacks
speak BEV at least sometimes (Smitherman 1977) which can be interpreted as a rejection
of the historical tool through which Black dehumanization, “Othering,” enslavement, and
oppression has been carried out (Fordham 1999). I revisit these power relationships later.

The requirement of a dialect based on the preferred speech of the higher classes,
which is formal/elaborated, reduces opportunity and discriminates linguistically for those
who do not adopt such a speaking style and instead utilize a more public/restricted code
(Bernstein 1971; Hymes 1996). Although many of our colleagues agree that a goal of
post-secondary education is to teach a “proper” grapholect/dialect (the English arcolect),
researchers have shown that grapholect and dialect certainly do not match in many
individuals and that neither significantly impacts thinking ability in terms of intelligence
(Bernstein 1971). In fact, when researchers “translated” questions from the Boehm Test
of Basic Concepts into BEV, young children in elementary school performed
significantly better (Williams 1997). Forcing Standard English “deletes the richness of
their linguistic constructions and by extension aspects of the students’ Black selves”
(Fordham 1999: 279). This still occurs even though the school board in Oakland,
California passed a resolution aimed at informing and training educators of the legitimacy
of BEV. It read:

The Superintendent shall devise and implement the best possible academic program
for imparting instruction to African-American students in their primary language for
the combined purpose of maintaining the legitimacy and richness of such language.
(quoted in The Black Scholar 1997: 4)
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Furthermore, “teachers’ disdain for Black students’ linguistic practices silences and
kills their academic effort” (Smitherman 1977). In fact, when there is a language barrier
between teachers who speak Standard English and students who speak BEV, it exists “in
the form of unconscious negative attitudes formed by teachers toward children who spoke
AAVE (also known as BEV), and the reactions of children to those attitudes” (Labov
1982: 193). Thus, linguistic problems that children have are seen rightly as resulting from
the children’s consciousness of their teachers’ negative opinions and the children’s
subsequent rejection of their teachers’ demands (Bonvillain 2008). It is also not out of the
question to mention the possibility of poor treatment of students due to their culture as a
whole, for “positive evaluation of AAVE (BEV) was correlated with other positive
attitudes toward distinctive African-American culture (and) political involvement”
(Bonvillain 2008: 173).

This leaves us with the question, why do higher education institutions ignore what has
been shown in the literature?  Though many professors agree with the information
presented thus far, the requirement of forcing students to adopt an ideal dialect is still in
practice. Students speaking their native dialect of BEV are “denied educational
opportunities by the higher classes” (Gumprez 1971) and are “tracked for failure”
(Fordham 1999: 278) while students who conform to Standard English “enhance their
learning potential”.   To be successful in school, these students must adopt the practices
that they see as pallid and ineffectual (Scheurich 1993).

Code-switching, which Fordham (1999) calls “leasing” in this specific sense, between
the  two  dialects  is  often  offered  as  a  means  to  resolve  the  issue.  However,  it  can  be
difficult, and when friends of a code-switcher recognize what they are doing, the code-
switchers are further stigmatized for acting “white” (Fordham 1996; Fordham & Ogbu
1986) or “proper”.  This is seen for at least two reasons. The first is that language is the
medium of group identity which bonds people into a social group (Holt 1972). Code-
switching is often seen as “delegitimizing” the African American Cultural system
(Fordham 1999).  The  second  is  that  Standard  “English”  is  seen  as  White;  it  is  what  is
allowed in White Public Space (Hill 1999) and anything that’s not white (BEV) is
excluded. Whiteness is what the core life in the U.S. is centred on (Fordham 1999). Thus,
Whiteness is seen as an “invisible and unmarked norm” (Hill 1999). This is not a
coincidence, “what is seen as normal is a product of power” (Foucault 1977; Fiske 1993;
Fordham 1999). “Acting White, then, is a metaphor for power relationships that
addressed the historical exclusions of Black Americans from the core of U.S. life through
the institutionalization of what the larger society calls ‘all-American’ norms” (Fordham
1999: 279).

Since the founding of the United States, eloquence in Standard English has been used
as  a  tool  to  recommend  men  to  other  citizens  and  was  a  sign  of  being  American
(Battistella 2005). This is problematic, as we must realize, as is the issue now, that what
is viewed as American is not all inclusive but rests in the valuation of whites as being true
American. In order for Blacks to been seen as powerful, their identities must be dissolved
(Fordham 1999) and they must adopt the linguistic styles of their oppressors.

Further, the Conference on College Composition and Communication adopted the
following into their books:

We affirm the students' right to their own patterns and varieties of language – the
dialects of their nurture or whatever dialects in which they find their own identity and
style. Language scholars long ago denied that the myth of a standard American
dialect has any validity. The claim that any one dialect is unacceptable amounts to an
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attempt of one social group to exert its dominance over another. Such a claim leads to
false advice for speakers and writers, and immoral advice for humans. A nation proud
of its diverse heritage and its cultural and racial variety will preserve its heritage of
dialects. We affirm strongly that teachers must have the experiences and training that
will enable them to respect diversity and uphold the right of students to their own
language. (1974: 1)
As stated, these ideas have not been put in place and our students still suffer.

Policymakers and teachers (perhaps unwittingly) have succumbed to the hegemonic
language ideology of the upper class; in fact, language has been the tool of hegemony in
the U.S. (Hymes 1996). Schools punish students who do not utilize Standard English, and
that only reproduces social inequality. Yet the educational system operates under the
guise of fairness and blames the student for failing even though the school fails students
for their culture manifested in their dialect. Hymes (1996) has brought this up before, yet
changes are no where in sight. He writes:

Class stratification and cultural assumptions about language converge in schooling to
reproduce the social order. A latent function of the educational system is to instil
linguistic insecurity, to discriminate linguistically, to channel children in ways that
have an integral linguistic component, while appearing open and fair to all. All have
equal opportunity to acquire membership in the privileged linguistic network. If they
fail, it is their fault, not that of the society of school. (1996: 84)
The educational system’s mask of equality needs to be revealed as unequal so that all

can move on and our schools can really begin to offer educational advantages to all,
equally. What can be done to bridge the gap between theory and practice?  The literature
again and again shows dialect can not be use to validity lump people into inferior and
superior categories.

Fordham offers the solution for policymakers to minimize stigmatization of the Black
self, which she posits will compel BEV to disappear. Though minimizing the stigma of
Black identity is surely an excellent idea, it is not likely to effectually solve this issue.

Smitherman and Cunningham (1997) did state that students often resort to not-
learning or avoidance (Fordham 1999) as resistance, but that only punishes them. In
addition, these students spend less time on studying and homework in English than in all
other subjects (Fordham 1999). To resolve this issue, they (Smitherman & Cunningham
1997: 230-231) suggest providing black youths with the history of Standard English and
BEV in hopes of them moving forward and “never having to surrender one language
(Black English) for another (Standard English)”. There is no evidence to show that this
has been done in the schools. Assuming that some schools have even done this a little,
there has been no measurable effect on linguistic discrimination. Educators still routinely
lower grades for students who speak and write in BEV.

Education’s ultimate goal is to promote higher levels of critical thinking – why is
dialect being improperly used as a vehicle to achieve such goals?  It seems then, to invoke
praxis, the application of theory, we must no longer punish students for speaking or
writing BEV; a change in the complete educational paradigm is required. Students should
receive equal marks for identical content even if the dialect they choose to express
themselves  in  is  different.  No  longer  should  “it  is  my  job  to  teach  you  how  to  write
Standard English” be a cop-out for the allowance of institutional discrimination in the
educational field.
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ABSTRACT

To Romanian learning system are presently recognized a series of dysfunctions
and failures. From this point of view the main problems that regard the present
biological learning system are connected to the fact that school doesn’t succeed to
form in pupils those competences necessary to their continuous development,
independent and creative, the causes being many. The present paper wants to
underline the way in which the application of constructive learning principles,
through the use of teaching, learning and evaluation conceptual maps in biology
classes, can contribute to the avoidance of formalities in the learning process. The
analysis of the botanic lessons in 5th grade proves that the use of conceptual maps
favours the consolidation of a knowledge system necessary to the formation and
development of some attitudes, skills and future values.

Keywords: Constructivism; Conceptual map; Biological concepts; Didactic
methodology

1. INTRODUCTION

As is mentioned in the documents of educational politics, the reform in the Romanian
education system must concern among others the transformation of knowledge achieving
methods by pupils, regarding the fact that the new and modern must intertwine with
tradition, to merge in a functional system, not to exclude each other. So the didactic
strategies suffer modifications, improvements being necessary their adaptation to the new
requirements of modern youngsters, intellectually and also socially, artistically,
culturally, sportily but also because of fast evolution of science and technique, high speed
and easiness of information dissemination that represent favouring factors in the
precocious maturation of youngsters.

To establish the didactic strategies we must consider the fact that learning is not only
a simple process to assimilate knowledge but represents an organized activity that implies
cognitive, emotional effort and will and that is easily realized when the pupils are trained
in actions that have a certain degree of interaction, collaboration, reciprocal exchange of
information.

Ioan Cerghit underlines that “the strategies sketch the fan of the practical methods to
achieve the selected target and have the value of work instruments”, attributing to the
concept of didactic strategy an assortment of ideas that are conditioned by each other: an
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integrative approach and action method, a procedural structure, a chain of decisions and
an optimal interaction between teaching and learning strategies. The interactive didactic
strategy implies the creation of some programs that correspond to the interaction need and
differentiated answer of the pupils’ reactions and is based on the reciprocal support in
search, research and study, stimulates the individual participations training pupils with
their entire personality. Also it solicits adaptation effort to the group rules, tolerance
towards the colleagues’ opinions and ideas, developing the auto-evaluation capacities.
Interactive learning is based on the reciprocal exchange of information and ideas,
experiences and reflection, opinions and believes, impressions and attitudes and also on
the social interactions that are established in a classroom or in a group of the pupils
(smaller or larger).

In the study of biology the used didactic strategies are mainly based on the
application of intuition principle, of the relation between rational and sensorial. In
forming the biological concepts, an important role is attributed to symbolic intuition; the
accentuation of the abstract and generalization degree of biological knowledge obligate
the professor to appeal to the thought and imagination of the pupils, using for this purpose
a series of symbols: diagrams, schemes, charts, symbols, models (formulas) etc. Cerghit
(2006) underlines the role of symbols in the idealization of objects or phenomenon, their
transposition in ideas (the pass from concrete to abstract), becoming a support of the
notion, idea contributing to the materialization of ideas (concretization). The American
teacher Edgar Dale reserves the audio-visual messages an intermediary position in the
“pyramid of educational experiences” established by him, suggesting their capacity to
overcome the sensitive-concrete and to facilitate to a certain point the constitution of
abstract and general. The audio-visual messages could assume a transition function
between the most direct experiences (concrete-sensorial) and the most abstract
experiences and the other way around, of course.

Piaget considered that people learn building logical structure one after another,
showing that the logic of the child and his way of thinking are different than those of the
adult. The implications of this theory and the way in which it was applied built the base
of constructivist education. The use of interactive didactic strategies reclaims a
constructivist vision from the teacher on the teaching – learning – evaluation processes in
concordance with the requirements of modern education.

In 1983, Gardner defined intelligence as being “man’s ability to solve problems in life
or to create products that are capitalized in one or more cultural contexts”. Gardner
(1999) underlines the fact that human intelligence is a bio-psychological potential to
process information that can be activated to solve some problems and the creation of
priced products of at least one culture. According to the theory of multiple intelligences
each individual has at least nine different intelligences, expressed through a variety of
learning ways and particular ways to express the acquired information. Starting from the
premise that the learning performances depend on motivation and the degree of
stimulation in activity, we must give access to pupils to a variety of experiences through
which we will find the ones meant to secure an efficient learning, corresponding to the
dominant intelligence/s.

Conceptual maps are graphic instruments used to represent knowledge. These include
concepts usually framed in circles or rectangle and the relations between concepts
indicated by lines that associate two concepts. The words on the lines, that are called
connection words or connection sentences, specify the relations between two concepts.
Another characteristic of conceptual maps is that these concepts are represented in a
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systematized, hierarchy manner, with the most general, the most inclusive concept in the
upper part of the map and the specific concepts, less general, in hierarchy, lower. The
representation for the majority of concepts is the word, although sometimes are also used
symbols. The hierarchical structure for a particular area of knowledge depends on the
context in which the knowledge are applied or taken under consideration, recommending
the construction of conceptual maps with reference to certain particular questions, called
focus questions. An important characteristic of conceptual maps is the use of crossed
lines that indicate the relations or connections between concepts in different segments or
domains of the conceptual maps. These help us to see how the concepts from one domain
of knowledge represented in the conceptual map are tied to another concept in another
domain represented on the map. In the acquirement of new things the crossed lines
represent many times the creative stage in the production of new knowledge. To facilitate
the development of creative thought are important two aspects of the conceptual maps:
the hierarchical structure that is represented in a good scheme and the ability to search
and characterize new connections (Novak 2006). The specific examples of phenomenon
or  objects  that  help  clarify  and  understand  the  sense  of  a  concept,  are  not  includes  in
circles or rectangles because they don’t represent concepts, are objects or specific
phenomenon.

In the priorities of the educational act must explicitly appear as an objective the
development of meta-cognitive processes of the pupils, of their monitoring capacity of
understanding. For example to understand the functioning of his thought, the pupil must
be placed in the situation to verbalize and to judge its efficacy, invoking loud voice
thinking protocol when the pupils is made to say out loud all the steps he followed to
solve the problem. The pupils may be solicited to explain why they made certain
decisions, what are the difficulties found and to evaluate their results or to make a logical
scheme, a conceptual map.

2. OBJECTIVES

The followed objectives were:
- To contribute to the improvement of knowledge referring to the role of interactive

didactic strategies in the learning process;
- To analyze the implicated factors in the didactic strategies that contribute to a

good cognitive and social-affective development of the individual;
- To contribute to the improvement of methodical knowledge and pedagogic

practice to secure the efficiency of the teaching – learning – evaluation activities;
- To analyze the importance of the use of conceptual maps in the teaching –

learning and evaluation activities of the biology lessons.

3. RESEARCH METHODS

The work hypotheses were the following:
- Learning is not a simple process of accumulating knowledge but an activity that

implies cognitive and emotional effort and will;
- Learning is realized easily when the individual is part of an inter-human relation

in which it exists reciprocal exchange of information;
- The use of conceptual maps in the teaching / learning / evaluation activity

contributes to the wake of the pupils, to the development of critical thought, to the
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durable containing of knowledge, to the development of team spirit and
collaboration between pupils.

The population and the sample. The sample submitted to research contains a number
of 19 pupils from the 5th grade from the Gheorghe Magheru nr. 5 General School,
Caracal. The exact structure of the sample regarding these coordinates is presented
according to the following data:

- Total pupils 19, from which 9 boys (47.36%) and 10 girls (52.63%).
- The researched followed the application of the conceptual map method at two

botanic lessons in the 5th grade with different forms of organization of the activity
and the highlight of the extent in which the organization form of the activity
potentiate the application of the method.

The hypothesis from which we started were: the pupils learn more easily when they
work together, when they exchange ideas; the activity on groups / frontal is more efficient
when we use conceptual maps than individual activity with the purpose to consolidate the
knowledge; the interactive didactic strategies favour the growth of the degree of active
implication of the pupil in the class and contributes to the stimulation of learning
regarding a variety of activities carried by the pupils.
According to the hypothesis the stages were:

- The information of the pupils on the pedagogic objectives of the lessons and on
the evaluation criteria used by the professor;

- The information of the pupils regarding the stages of application of conceptual
maps and the clarification of eventual misunderstandings;

- The  performance  that  they  expect  to  be  reached  by  the  pupils  before  the
evaluation, to be used by them as a guide (Diminescu et al. 2001, 2003; Petre Ana
2002; Palicica et al. 2002).

4. THE APPLICATION OF CONCEPTUAL MAPS:
A COMPARATIVE ANALYSIS

The premise from where it all started was that in case of group activity the pupils
have the possibility to collaborate, to exchange opinions, ideas, to argument their ideas or
to give counter-arguments and in this way we create an atmosphere, a work environment
that is mobilizing, liked and easily accepted by the pupils and that gives the possibility to
learn from each other, to complete their knowledge, to repeat and to remember the things
they learned. To all of this we add the stimulation of team spirit, of collaboration, of fair-
play. In these conditions we started from the idea that interactive activity, in groups is
more productive, more efficient than individual activity.

In the first lesson “The apple tree and other trees that have fruits” the pupils were
informed on the followed pedagogic objectives during this class. The teaching methods
used in the teaching of new things were: explanation, conversation, proving with the help
of didactic material.

During the lesson we used for didactic material the following: the learning book,
PowerPoint presentation, blossomed twigs of apple tree, fruits (apples), work charts,
paper for drawing, post-it.

For evaluation and learning purposes, during class the pupils were asked to answer
work and tasks questions from the work charts.
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For remembering and consolidation purposes, at the end of the lesson the pupils were
asked to make a conceptual map through frontal activity. To accomplish this activity the
pupils were trained (the necessary stages were reminded to make a conceptual map), the
focus question was announced: “What do we know about trees that make fruits?” and
they received the list with the concepts they need to use: fruit trees, fruit, angiosperms,
pomade, drupe, flower, tree, shrub, grassy plants, roots, strain, and leaf.

On the work tables the pupils had drawing paper that had post-its attached to them
that had written the concepts from the list. The work task announced to pupils was to
hierarchically order the concepts, from the most general to the specific ones and to
specify the relations between concepts, respectively noting the connection words.

The teacher supervised the pupils’ activity, intervening only to solicit some
explanations and to remind pupils the followed subject (the context in which the focus
question is answered). The scheme was made at the same time on the blackboard by the
professor.

5. GRADING THE CONCEPTUAL MAPS

To evaluate and grade the conceptual maps we followed the elements:
- For each right connection sentence / word: 1 point;
- For the correct hierarchy of concepts: 5 points for each valid level;
- For the crossed lines (connections between two levels): 10 points for each valid

connection;
- For each valid example: 1 point.
The made conceptual map through frontal activity summed 43 point from 45 point

that were established. What we could see in the conceptual map made by the pupils
through frontal activity is that the pupils succeeded to correctly integrate all the given
concepts respecting the hierarchical organization. Also the connection words were
correctly formulated and clearly expressed the relations between the concepts they
connect.

From the teacher observations during the lesson we remind the following:
- The pupils manifest interest in solving the given tasks; the work task is attractive,

it needs a certain degree of dexterity;
- The pupils participate actively and voluntarily; the classroom atmosphere is

relaxed, the pupils work carefully and they enjoy what they do;
- The competition among pupils is a dynamic factor, the boosts of the professor for

the good answers are expected and received very well by the pupils;
- All pupils participated to the making of the conceptual map, even the ones that

gave wrong answers manifested the same degree of interest up to the end of the
lesson;

- The pupils collaborated, completed each other, contradicted and gave arguments
to sustain their opinions;

- The evaluation of the accumulated knowledge by the pupils at the end of the
lesson is made through an activity that brings no fear or stress to pupils.

Beside the personal observations of the teacher we must mention the pupils’
observations regarding the use of conceptual maps: “I used the chart at home to prepare
for today”, “I learned from the chart”, “the lesson is clearer”, “it seemed easier to learn
from the chart”.
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So we can conclude that the activity realized with the purpose of remembering and
consolidation of knowledge through conceptual maps is efficient.

In the second lesson the subject was “Beans and other vegetables”. The pupils were
informed on the followed pedagogic objectives in this lesson. The applied teaching
methods for the new knowledge were: explanation, conversation, proving with the help of
didactic material.

During the lesson we used for didactic material the following: the learning book,
PowerPoint presentation, and botanic atlas, work charts, writing paper.

For evaluation and learning purposes, during class the pupils were asked to answer
work and tasks questions from the work charts.

For remembering and consolidation purposes, at the end of the lesson the pupils were
asked to make a conceptual map through individual activity. To accomplish this activity
the pupils were trained (the necessary stages were reminded to make a conceptual map),
the focus question was announced: “What do we know about vegetables?” and they
received the list with the concepts they need to use: vegetables, ameliorant plants,
angiosperms, fodder plants, mono-seed-lobed, fruit trees, bi-seed-lobed, oleaginous
plants.

The work task announced to pupils was to order the concepts in a hierarchic manner,
from general to the specific ones and to remind the relations between concepts,
respectively the writing of connection words and the enumeration of some representative
specimens.

The conceptual maps made individually by the pupils summed:
- 25 points 15.78 % of the pupils;           - 20 points 21.05 % of the pupils;
- 24 points 10.52 % of the pupils;           - 15 points 5.26 % of the pupils;
- 23 points 5.26 % of the pupils;             - 14 points 5.26 % of the pupils;
- 22 points 15.78 % of the pupils;           - 11 points 5.26 % of the pupils;
- 21 points 10.52 % of the pupils;           - 7 points 5.26 % of the pupils;
The analysis of the conceptual maps made individually by pupils highlighted the

following:
- Most of the pupils (21.05%) summed an average number of points – 20 points, the

biggest number of points (23 points) being realized by 15.78% of the pupils;
- The greatest part of the pupils (78.96%) summed scores bigger than 20 points of

36 established points;
- The pupils mostly correctly made the hierarchy of the given concepts and

correctly placed the connection words between them;
- The number of the given examples was relatively small mentioning in general the

same plants: beans, peas, clover, and acacia.
By analyzing each map separately we saw that not even one pupil succeeded in

integrating  all  the  concepts  in  the  chart,  the  maximum  number  of  used  concepts  being
seven.

In some cases the conceptual maps deviated from the subject the pupils losing the
context in which they needed to solve the work task (Figure 2) going in another direction.

This type of situations are less probable to happen during group activities in
comparison with the pupils that work individually because the other pupils can bring the
discussion on the analyzed subject. We also registered situations in which the concepts
were integrated and placed hierarchically in a wrong way by pupils, proving a poor
understanding of the subject. In this case the frontal activity can be better in comparison
with the individual one, the pupils completing each other and correcting each other.



33

Figure 1. Conceptual maps realized by pupils individually

Figure 2. Conceptual map in which pupils lost the focus question

In general the connection words were correctly formulated but in many situations are
missing. By comparing the result of group activity and the result of individual activity we
can say that in the case of application of conceptual maps for the verification and
consolidation of learned things in the biology class the individual activity has satisfying
results but not as good as the result obtained by application of the group activity method.

CONCLUSIONS

The activities based on interactive didactic strategies, respectively conceptual maps
lead to the following conclusions:

The use of conceptual maps contributes to the correct appropriation of concepts and
to their integration and consolidation in the general knowledge system.
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Through the use of conceptual maps we can avoid mistakes, the misunderstanding of
concepts in the theme.

Team work gives pupils the possibility to share their opinions, ideas, way of work,
information.

Using the method of the conceptual maps through frontal activity is more efficient in
the remembering stage than the one through individual activity.

Using the method in the individual form is efficient to evaluate the knowledge of the
pupils (initial or summed evaluation).

The relations between pupils involved in collective activity stimulate motivation,
interest for the given task, the pupils proving implication and attention to the learning
process.

The work time is reduced when there is team work than when they work individually.
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ABSTRACT

In this paper, the author presents the results and conclusions of a research
concerning pupils’ attitude towards school assessment as a premise, objective, and
personality factor that reflects in the pupils’ behaviour, thus influencing the teaching
and learning process and, implicitly, its results. Research carried out on gymnasium
and high-school pupils point out a few aspects related to the way in which pupils see
school assessment and how their perception affects (positively or negatively) their
attitude and behaviour during the teaching-learning process. Pointing out these
aspects is useful for both teachers (in their self-assessment activity – class activity
and self-improvement) and pupils (in the shaping of a positive attitude towards
assessment, self-assessment, and active participation in their shaping).

 Keywords: School assessment; Subjective factors; Attitude; School behaviour

1. INTRODUCTION

The operational objective of school assessment covers multiple aspects that act in a
convergent way: methods, procedures, and instruments, criteria of assessment and grade
granting, grades as assessment scale, and pupils’ attitude towards school assessment.
Pupils’ attitude is an important component due to the effects school assessment can have
on the shaping of the pupils’ personality. Knowing the way in which pupils perceive the
assessment activity is a must for the teacher’s understanding and improving of his/her
teaching design.

Thus, the importance of approaching this theme comes from the fact that attempts to
improve the grading system, of diminishing and eliminating the causes that affect
assessment objectivity are pertinent if they take into account the shaping, in pupils, of a
proper positive attitude towards grades and, in general, towards school assessment.

The  goal  of  the  present  paper  is  to  show  a  few  aspects  related  to  the  factors
contributing to the shaping of pupils’ attitude towards school assessment, as well as to
those factors that have an impact on both attitude and behaviour in pupils.

The objectives of the present research were as follows:
- pointing out the way in which school assessment and grade granting are perceived

subjectively by the pupils;
- identifying motivational responses of the pupils towards the main aspects of

assessment: assessment criteria, assessment functions, teachers’ behaviour, and
correctness of assessment;

- evaluating the measure in which pupils’ attitude affect the process of assessment, its
results, and the teacher’s assessing behaviour.
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2. MATERIAL AND METHODS

The working hypotheses were as follows:
- one of the main factors having an impact on assessment quality is pupils’ attitude

towards assessment: it influences assessment criteria and assessment objectivity;
- pupils’ attitude towards school assessment represents at the same time an effect

of the methods, techniques and criteria used by the teachers in the assessment
process;

- the pupils’ attitude towards school assessment represents a pedagogical objective
of the learning process, i.e. “the formation of a positive attitude in pupils towards
the school assessment system”.

To achieve this concrete investigation we used a sociological questionnaire
containing 29 items: the Likert type questionnaire, with open answers and mixed
questions (adapted after Voiculescu 2001). Besides the requirements regarding the
questions content to be chosen, we also paid attention to the methodological requirements
regarding the type and order of the questions, the language, and the establishment of the
variants for the pre-established answers.

Population and subject lot
The questionnaire was applied to a sample of 78 pupils in the school year 2007-2008.

The exact structure of the sample is presented according to the following data:
- total pupils 78, of which: 28 boys and 50 girls;
- 8th graders: 33 pupils, of which 21 girls and 12 boys;
- 12th graders: 45 pupils, of which 29 girls and 16 boys.
The questionnaire was applied to the pupils in the 12th grade from the Industrial

School “Constantin Brancoveanu” and from the Agricultural High-school “I. Dracea”,
Timisoara. It was also applied to pupils in the 8th grade from the Calugareni General
School and from the Motru-Sec General School.

Thirty-three pupils were from the rural area and 45 pupils were from the urban area.
The data from the questionnaire were processed by establishing the answer frequency,

by constructing a hierarchy scale of the answers and by some graphic representations
adapted to the nature of each question.

4. RESULTS AND DISCUSSION

The analysis and interpretation of data regarding the extent to which the grades reflect
the instruction level of the pupils was made through the understanding of pupils’ opinion
regarding the objective or subjective character of the grading, and also the pupils’ opinion
on the relationship between the grade level and the instruction level. So, through the
questions from the questionnaire we monitored the following elements: the pupils’
opinion regarding the extent to which the grades granted by the teacher reflects the
pupils’ knowledge; the opinion of the pupils regarding the purpose of some subjective
factors in assessment; the presence of random factors that would influence the objectivity
of grading and the constant appreciation character.

Question nr. 5 “Do school grades reflect the pupils’ knowledge level? Do you think
that grades reflect the pupils’ knowledge?” aimed at identifying the pupils’ opinion
regarding the extent to which grades reflect the pupils’ knowledge. The frequency of the
answers to this question, per class and sex is represented in Table 1.
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Table 1. The frequency of answers regarding the extent to which grades reflect pupils’
instruction level

Grade 8 Grade 12 TotalNo. Answer
Girls Boys Total Girls Boys Total Girls Boys Total

1 Yes 16 9 25 14 8 22 30 17 47
2 No 5 3 8 15 8 23 20 11 31

Analyzing the answers to this item we can see that 60.25% of the pupils estimate that
the grades reflect the instruction level of the pupils, and 39.74% believe that the grades do
not reflect the pupils’ level of knowledge. We have to remark the difference in the 8th

grade pupils’ opinions in comparison with the opinions of 12th grade pupils. Most of the
8th grade pupils consider that the grades reflect the pupils’ level of knowledge and a
smaller number of the pupils (24.24%) believe that grades do not reflect the pupils’
knowledge. This opinion is almost equally shared by the 12th grade pupils’: 48.88% of
them answered affirmatively and 51.11% answered negatively.

The way in which some subjective factors can interfere with the grading system was
analyzed in order to find out the pupils’ opinion on the reasons why grades do not reflect
their instruction level (Table 2).

Table 2. The share of unspecific factors regarding the influence of the grades

Unspecific factor share %
a) The grades received before 24.68 %
b) The grades received in the other subjects 12.24 %
c) Pupil’s discipline in class 18.89 %
d) The mood of the teacher 21.06 %
e) The sympathy or antipathy of the teacher towards some pupils 14.24 %
f) Other reasons 8.88 %

Analysing data in the table above allows us to draw the following conclusions:
- the largest number of answers (24.68%) regarding grades influence proves there

is a “halo” effect; besides the grades granted at the same subject, the grade was
influenced by the grades granted by other teachers at other subjects (12.24%),
incriminated by the questioned pupils;

- “pupil’s discipline in class” is a reason chosen by 18.89% of the questioned
subjects that shows that in such situations the grade does not reflect the
knowledge level of pupils;

- the second reason, with a share of 21.06%, mentioned by the pupils is the one
regarding the mood of the teacher, the pupils noticing a certain inconsequence in
grading by the teachers; the nervousness, tiresome can influence the assessment
and grading;

- the sympathy or antipathy of the teacher towards pupils is a reason incriminated
by 14.24% of the questioned pupils;

- “other reasons” were mentioned by 8.88% of subjects: “they don’t give us
enough time to think”, “the teacher’s opinion about you” and even “belonging to
a certain social class” (one answer).

To highlight the constant assessment character, we analysed the answers in question
nr. 7, correlated with the answers to questions nr. 8, 9, 10, and 11 (Table 3).
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Table 3. Pupils' answer frequency at question nr. 7
“Is there a situation in which teachers grant smaller grades than usual?”

Grade 8 Grade 12 TotalNumber Answer
Number % Number % Number %

1 Yes 27 81.81 40 88.88 67 85.89
2 No 6 18.18 5 11.11 11 14.10

So 85.89% of the pupils answered affirmatively and there is a certain inconstancy of
grading in the pupils’ opinion, strengthened also by the answers to the other questions,
which means that the pupils don’t trust the teacher’s assessment because of this reason
and more, many times they do not succeed to understand the reasons why the grade has a
certain value. This can only influence negatively the shaping and development of the self-
assessment capacity of the pupils and of their meta-cognitive capacities.

The random character the grading system was followed through question nr. 18 of the
questionnaire. To this regard, 44.87% of the pupils consider that chance affects the grade
very much, and only 7.69% consider that chance has no influence at all. The fact that
pupils estimate that chance has an important role in grading shows their tendency
(noticeable in the teaching practice) to prepare, to study for the grade and to take
advantage, to speculate a certain assessment and grading system of the teachers and thus
get good grades.

The forming and development of self-assessment competences in pupils should firstly
follow their knowledge of the used criteria in the grading system (item nr. 16, Table 4).

Table 4. The frequency of pupils' answers regarding the measure
in which teachers take under consideration certain aspects of the pupils' performance

Number Qualities of the answer regarded in the grading process %
1 The exact reproduction of knowledge after the learning book or notes 9
2 The understanding of the information and its logical presentation 37
3 Original presentation, personal and creative of the information 12
4 Overcoming the learning book by reading some studies 20

From these answers we can conclude that:
- most of the questioned pupils (37%) consider that the understanding of the

information and its logic are the main criteria in grading;
- transgressing the textbook by reading some studies is the second most important

criterion (20%) indicated by the questioned pupils as having an important role in
grading by the teacher;

- original presentation, creativeness of the information are also considered main
criteria by 12% of the questioned pupils;

- the exact reproduction of the textbook or notes is considered by few (9%) as a
criterion used by the teacher in grading.

The measure in which the pupils understand the grades granted was analyzed through
questions nr. 8 and 9 (Tables 5 and 6).

From the data obtained we can draw the following conclusions:
- a high percentage of pupils (69.23%) shows they do not understand why they or

other colleagues have low grades and only 30.76 of the pupils say that they
understand why they get low grades;
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- as far as good grades are concerned, 53.84% of the pupils say that they
understand why they get good grades and 46.15% say that they don’t understand
it;

- comparing the answers of the pupils from the 8th grade with the ones of the pupils
from the 12th grade we can say that 48.48% of the questioned pupils from the 8th

grade do not understand why they get good grades and 57.57% don’t understand
why they get low grades. Among the questioned pupils from the 12th grade,
37.77% don’t understand why they get good grades and 84.44% don’t understand
why they get low grades; the pupils of the 12th grade are, in general, more
dissatisfied with their grades than the pupils from the 8th grade that show a higher
trust in the assessment system of the teachers and a certain degree of self-
sufficiency.

Table 5. The frequency of answers in pupils in question nr. 8
“Did it ever happen not to understand why you or your colleagues get low grades?”

Grade 8 Grade 12 TotalNumber Answer
Number % Number % Number %

1 Yes 16 48.48 38 84.44 54 69.23
2 No 17 51.51 7 15.55 24 30.76

Table 6. The frequency of answers in pupils in question nr. 9
“Did it ever happen not to understand why you or your colleagues get high grades?”

Grade 8 Grade 12 TotalNumber Answer
Number % Number % Number %

1 Yes 19 57.57 17 37.77 36 46.15
2 No 14 42.42 28 62.22 42 53.84

The answers of the pupils to the two questions indicates the fact that the percentage of
the pupils that do not understand the reason of a grade (good or low) is high enough to be
analyzed and taken into consideration by the teachers.

As for the relations between the grades granted and the grade expected by the pupils,
we can see the following:

- most of the pupils (71.79%) are under the impression that sometimes the get
lower grade than deserved;

- a lower percentage (43.58%) say that sometimes the grade is higher than they
expected (Tables 7 and 8).

Table 7. The frequency of answers in pupils at question nr. 10
“Did you ever think you deserved a better grade?”

Grade 8 Grade 12 TotalNumber Answer
Number % Number % Number %

1 Yes 17 51.51 39 86.66 56 71.79
2 No 16 48.48 6 13.33 22 28.20

The two corroborated questions show the fact that the general tendency of the pupils
is to over-assess than to under-assess.
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Table 8. The frequency of answers in pupils at question nr. 11
“Did you ever think you deserved a higher grade?”

Grade 8 Grade 12 TotalNumber Answer
Number % Number % Number %

1 Yes 17 51.51 17 21.79 34 43.58
2 No 16 48.48 28 78.20 44 56.41

Comparing the answers of the pupils in the 8th grade with the answers of the pupils in
the 12th grade we can see a difference of opinion: 86.66% of the pupils from the 12th

grade consider that they get lower grades than deserved in comparison with 51.51% of
questioned pupils in the 8th grade. This can lead us to the conclusion that the pupils from
the  8th grade have more trust in the grade granted and in the assessment system of the
teachers.

The pupils from the 12th grade are more sceptical regarding the assessment and
grading system on one side (due to past experiences), and on the other side it is possible
that they don’t accurately know the assessment system their grades are based on. From
the total of questioned pupils that appreciate that sometimes the grades are higher than the
ones they deserved, only 21.79% are pupils from the 12th grade and 51.51% are 8th

graders.
This  shows  that  8th graders,  even  if  they  show  a  certain  degree  of  trust  in  the

assessment and grading system of the teachers, they still don’t understand very well the
way in which their work is assessed and graded.

The questionnaire monitored the opinions of the pupils regarding self-exigency,
exigency toward others and the exigency of teachers through questions nr. 2 and nr. 4 in
which pupils are asked to assess their own level of exigency in concordance with the
teacher’s one and to assess the level of the grades granted by them in accordance with the
ones granted by the teacher. The frequency of the answers to the two questions show two
important things:

- most of the pupils (52.56%) consider that in grading they would be less exigent
than their teachers, meaning that the teachers are considered to be very exigent;

- 14.10% of the questioned pupils consider that they would be more exigent than
the teachers;

- 33.33% of the questioned pupils consider that they would be as exigent as the
teachers.

We can say that in the opinion of the questioned pupils the teachers are more exigent
than they should be and, therefore, the grades granted to the pupils are sometimes lower
than the grades they expect to get and, at the same time, they are willing to give
explanations, to be compliant with themselves (to manifest a certain degree of tolerance
towards themselves, which is considered normal in pupils).

Comparing the opinion of the pupils in this respect by age and grade, respectively, we
can see that:

- 12.12% of the 8th graders say that they would be more exigent than the teachers,
51.51% say they would be less exigent than their teachers and 36.36% say they
would be as exigent as their teachers;

- 15.55% of the 12th graders consider that they would be more exigent than the
teachers, 53.33% consider that they would be less exigent than their teachers and
31.11% consider that they would be as exigent as their teachers.



41

So we can say that pupils admit the necessity of a certain degree of exigency from the
teachers in the assessment process.

Through the questions in the questionnaire we traced the existence of a
correspondence between the study effort and the grade granted and the possibility that the
poor pupils will overcome their status.

Table 9. The frequency of answers in pupils at question nr. 14
 "Do you believe that there are pupils who will never succeed to get high grades no

matter their effort?"

Grade 8 Grade 12 TotalNumber Answer
Number % Number % Number %

1 Yes 7 21.21 17 37.77 24 30.76
2 No 26 78.78 28 62.22 54 69.23

Most of the pupils in the researched sample consider, no matter their grades, that
there are no pupils that will never succeed to have good grades regardless their effort
(Table 9).

For question nr. 15, which is an open question, we established through post-
codification the following answer categories that reflect in the pupils’ opinion the reasons
that explain why the poor pupils don’t manage to get good grades (Table 10).

Table 10. The frequency of answers in pupils at question nr. 15
“If so, why do you think they never manage to get even higher grades?”

Number Answers %
1 Because they do not make an effort, they don’t have ambition, they are

not interested
43.58

2 They can’t learn although they try, health problems 26.92
3 Teacher’s behaviour 16.66
4 They don’t know 12.82

From  the  analysis  of  these  answer  categories  we  can  notice  that  most  of  them  are
framed in the first two categories that denote causes that are dependent on the pupils.

Through question nr. 24 we monitored the pupils’ opinion regarding their own
experiences concerning the relation between the effort made and the grade granted (Table
11).

Table 11. The frequency of answers in pupils at question nr. 24
“Does it ever happen to you to learn, to work a lot and yet get a low grade”

Grade 8 Grade 12 TotalNumber Answer
Number % Number % Number %

1 Yes 21 63.63 29 64.44 50 64.10
2 No 12 36.36 16 35.55 28 35.89

Of all the pupils, 64.10% of the questioned pupils answered “yes” and 35.89%
answered “no” to question nr. 24 “Does it happen to work a lot and still get a low
grade?”.  For  the  8th graders the situation of the answers is the following: 63.63%
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answered “yes” and 36.36% answered “no”. We can see a similar situation in the case of
the pupils’ answers from the 12th grade, i.e. 64.44% answered “yes” and 35.55%
answered “no”.

For question nr. 25, an open question, we established the following answer categories
that mention the causes for which no matter the effort the grades granted are low (Table
12).

Table 12. The frequency of answers in pupils at question nr. 25
“If so, why?”

Number Answer categories %
1 Misapprehension, memorizing difficulties 16.39
2 Affective and emotional causes 34.42
3 Pupils’ attitude towards school 13.11
4 Causes concerning the teacher’s attitude towards certain pupils 29.50
5 Don’t know 6.55

After the analysis of data in the tables above we can note the following: most of the
pupils don’t consider that there are pupils that can’t succeed to obtain good grades. From
the total pupils questioned, there is a percentage of 30.76 that don’t have the same
opinion, but regarding this the perception on the determined reasons is different if the
respondents report themselves to other pupils or if they report themselves to their own
person. So, the reason regarding the negative behaviour of the teacher towards the pupils
is  accepted  rather  in  their  own  case  than  in  the  case  of  other  pupils.  The  causes  that
concern the memorizing difficulties, misapprehension, and health status are incriminated
rather in the case of other pupils than in their own case. In general, pupils don’t accept the
idea that they can’t get good grades (both 8th and 12th graders) but when it happens, they
blame external factors. But when they refer to other pupils, most of the answers indicate
their fault “no ambition”, “they don’t try hard enough”, “they don’t work enough”. So
there  is  in  the  pupils’  answers  a  certain  subjectivity  degree,  a  self-contentment,  a  self-
sufficiency of the pupils towards the effort that they make to study and justification of
failure through different reasons that depend in a smaller measure on their own person.

Questions nr. 26 and nr. 29 of the questionnaire refer to the same aspect.

Table 13. The frequency of answers in pupils at question nr. 26
“Do you think it is possible for a class to get only grades 9 and 10 due to a common

effort?”

Grade 8 Grade 12 TotalNumber Answer
Number % Number % Number %

1 Yes 23 69.69 19 42.22 42 53.84
2 No 10 30.30 26 57.77 36 46.15

We can see from the pupils’ opinions regarding the possibility that all pupils get
grades between 9 and 10 that the opinions are rather equally shared (53.84% answer
“yes”) which confirms a certain degree of mistrust towards the capacity of other pupils
(the poorer ones) to overcome themselves (Table 13).

From  Table  14  we  can  see  that  most  of  the  pupils  consider  that  it  is  fair  that  the
grades granted to weaker pupils be higher “to encourage them” and in their opinion the
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grades have, besides the correctness of the answer, a component given by the status of the
pupil in the classroom (good or poor pupil) and, at the same time, they have a very
important motivational role.

Table 14. The frequency of answers in pupils at question nr. 29
“Do you find it fair for teachers to grand poor students higher grades to encourage

them?”

Grade 8 Grade 12 TotalNumber Answer
Number % Number % Number %

1 Yes 21 63.63 30 66.66 51 65.38
2 No 12 36.36 15 33.33 27 34.61

The reactions of the pupils towards low grades were monitored in question nr. 23,
with four choices (Table 15).

Table 15. The frequency of answers in pupils at question nr. 23
“What impact have low grades on you?”

Grade 8 Grade 12 TotalNumber Answer
Number % Number % Number %

1 They challenge me and
make me learn harder

29 87.87 20 44.44 49 62.82

2 They discourage me
and I can’t learn
anymore

1 3.03 8 17.77 9 11.53

3 They scare me 2 6.06 11 24.44 13 16.66
4 They leave me

indifferent
1 3.03 7 15.55 8 10.25

Most of the pupils’ answers to this question show that low grades have a mobilizing,
motivational role so the reaction of the pupils is a positive one. Comparative analysis per
classes shows that the pupils from the 8th grade are more motivated by the low grades
(87.87%) than the pupils from the 12th grade (44.44%), which shows a lower interest of
the latter towards the grades they get. An interesting aspect can be noticed in the case of
the third answer to this question (“they scare me”) that represents the second option from
the  total  of  the  sample.  The  analysis  per  classes  shows  a  big  difference  between  the
number of pupils from the 12th grade that made this choice (24.44%) and the number of
pupils from the 8th grade (6.06%) that made it.

Another aspect was that of the teacher’s reactions as perceived by the pupils through
questions nr. 21 and nr. 22 of the questionnaire (Table 16). From the analysis of the data
we can draw the following conclusions regarding the teacher’s reactions:

- “he/she gives me time to think” shows up in a percentage of 31.20% of the total
sample, for 40.62% of the pupils’ answers from the 8th grade and 23.37% of the
pupils’ answers from the 12th grade;

- “he/she asks me helping questions” is given in 30.49% of the answers, 35.93% of
the pupils’ answers from the 8th grade and 25.97% of the answers of the pupils
from the 12th grade;
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- the reaction “he/she asks another pupil to help me” shows up with a percent of
13.47% per total sample, for the 8th graders with a percent of 18.75% and 9.09%
for 12th graders;

- the reaction “he/she confuses me with difficult questions” is given by 8.51% from
the total of the sample with 15.58% of the answers given by the 12th graders. The
pupils from the 8th grade didn’t identify in their answers this situation;

- the reaction “he/she asks another pupil to answer to show me that other pupils are
prepared” shows up in 8.51% of answers from the entire sample, in 3.12% of 8th

graders and 12.98% of 12th graders.

Table 16 The frequency of answers in pupils at question nr. 21
“What is your teachers’ attitude towards you when you are examined and you find it

difficult to say what you know?”

Grade 8 Grade 12 TotalNumber Answer
Number % Number % Number %

1 He/she gives me time
to think

26 40.62 18 23.37 44 31.20

2 He/she asks me
helping questions

23 35.93 20 25.97 43 30.49

3 He/she asks another
pupil to help me

12 18.75 7 9.09 19 13.47

4 He/she confuses me
with difficult questions

- - 12 15.58 12 8.51

5 He/she doesn’t give me
time to think

1 1.56 10 12.98 11 7.80

6 He/she asks another
pupil to answer to
show me that other
pupils are prepared

2 3.12 10 12.98 12 8.51

7 Other situations - - - - - -

By analyzing these data we can conclude that the pupils appreciate in a great
percentage (75.16%) the reactions of teachers during assessment as being positive and not
negative (24.84%).

5. CONCLUSIONS AND RECOMMENDATIONS

The results of the research are within the limits of the existing data in literature,
allowing us to draw the following conclusions:

- The school assessment activity is perceived differently by pupils being able to
determine in these the forming of two types of attitudes towards school
assessment and also towards the entire teaching activity:
· positive attitudes, with a motivational and formative role;
· negative attitudes, with a demoralizing role.

- The insufficient knowledge by the pupils of the assessment and grading system is
manifest in their mistrust of the grades granted, the mistrust in the assessment
system of the teacher and in the school system in general or in the mistrust
towards the teacher.
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- The forming and development of objective self-assessment meta-cognitive
competences directly contribute to the mobilization of the pupils and to the
achievement of active and conscious learning.

- The lack of knowledge or the wrong application of the grading principles by
teachers can be reflected negatively in the pupils’ attitude through of a series of
negative experiences that will subsequently influence the school behaviour of the
pupils.

REFERENCES

Ausubel, D. et al. (1981). Învăţarea în şcoală. O introducere în psihologia pedagogică.
[School Learning. An Introduction to Pedagogical Psychology]. Bucureşti: Editura
Didactică şi Pedagogică.

Bruner, J. (1970). Pentru o teorie a instruirii. [For a Theory of Instruction]. Bucureşti:
Editura Didactică şi Pedagogică.

Cerghit, I. (2002). Sisteme de instruire alternative şi contemporane. Structuri, stiluri şi
strategi. [Alternative and Contemporary Educational Systems. Structures, Styles, and
Strategies]. Bucureşti: Editura Aramis.

Cerghit, I. (2006). Metode de învăţământ. [Teaching Methods]. Iasi: Editura Polirom.
Ionescu, M. (1979). Previziune şi control în procesul didactic. [Forecasting and Control

in the Teaching Process]. Cluj-Napoca: Editura Dacia.
Ionescu, M. & Radu, I. (1995). Didactica modernă. [Modern Didactics]. Cluj-Napoca:

Editura Dacia.
Jigău, M. (1991). Priorităţi şi tendinţe în evaluarea elevilor. [Priorities and Trends in

Pupils’ Assessment]. Revista de pedagogie 12. 16-19.
Joiţa, E. (2006). Instruirea constructivistă – o alternativă. Fundamente. Strategii.

[Constructivist Education: An Alternative. Fundamentals. Strategies]. Bucureşti:
Editura Aramis.

Landsheere, G. De. (1975). Evaluarea continuă a elevilor şi examenele. Manual de
docimologie. [Continuous Assessment of Pupils and Exams. A Handbook of
Docimilogy]. Bucureşti: Editura Didactică şi Pedagogică.

Macavei, E. (2001). Pedagogie – Teoria educaţiei. [Pedagogy. Theory of Education].
Bucureşti: Editura Aramis.

Nicola, I. (1996). Tratat de pedagogie şcolară. [A Textbook of School Pedagogy].
Bucureşti: Editura Didactică şi Pedagogică.

Noveanu, G. et al. (1995). Probleme metodologice ale evaluării performanţelor şcolare.
[Methodological Issues of School Performance Assessment]. Revista de pedagogie 1-
4: 35-39.

Oprea, C.-L. (2007). Strategii didactice interactive. [Interactive Teaching Strategies].
Bucureşti: Editura Didactică şi Pedagogică.

Pătrăuţă, T. (2008). Didacticometrie - esenţă, necesitate, proceduri. [Didactics-metrics:
Essence, Necessity, Procedures]. Bucureşti: Editura Didactică şi Pedagogică.

Popovici, D. (2000). Didactica: soluţii noi la probleme controversate. [Didactics: New
Solutions to Controversial Issues]. Bucureşti: Editura Aramis.

Postelnicu, C. (2002). Fundamente ale didacticii şcolare. [Fundamentals of School
Teaching]. Bucureşti: Editura Aramis.

Radu, T. (2000). Evaluarea în procesul didactic. [Assessing in the Teaching Process].
Bucureşti: Editura Didactică şi Pedagogică.



46

Radu,T. (1981) Teoria şi practica în evaluarea eficienţei învăţământului. [Theory and
Practice in Assessing Teaching Efficiency]. Bucureşti: Editura Didactică şi
Pedagogică.

Strungă, C. (1999). Evaluarea şcolară. [School Assessment]. Timişoara: Editura de Vest.
Voiculescu, E. (2001). Factorii subiectivi ai evaluării şcolare: cunoaştere şi control.

[Subjective Factors in School Assessment. Knowledge and Control]. Bucureşti:
Editura Aramis.

NARCISA CRISTA
119, Calea Aradului, Timisoara – 300645, Romania



47

SPONTANEOUS EDUCATION:
A MODEL OF PEDAGOGICAL REASONING

MARIUS-COSTEL ESI
Colegiul Naţional Mihai Eminescu, Suceava, Romania

mariusesi@yahoo.com

ABSTRACT

What is spontaneous education and what is the logic according to which it takes
shape within a model of pedagogical reasoning? The general characteristics on a
contextual level presuppose evaluations that are rather meant to suggest the
involvement of the educational actor on social level. Thus, the educational system
represents a genuine cognitive potential specific to the instructive approach. This
situation requires the achievement of methodological correspondences according to
the instruction process to which they refer. Consequently the formal – informal
paradigm reflects new types of organization through which new specific socio-
educational politics are highlighted.

Keywords: Spontaneous education; Educational system; Educational actor;
Pedagogic methodology

1. EDUCATIONAL METHODOLOGICAL CONTENTS

The value paradigm has been once again broken. We cannot even speak about a value
crises. Even this so called crisis has self destroyed. Yes, this situation calls for criticism.
But what kind of society is this criticism meant for? Is it for a society in which meditation
on values is materialised in praising violence? Is it for a society in which the fundamental
reasons make you automatically think of the so called freedom of speech? Or is it for a
society in which the very idea of society has disappeared?

The universal nature of the educational process requires competence and
achievement. Moreover, assumed strategies correlated with forwarded objectives lay
emphasis on a certain expansion of information inside the social system. We reckon as
significant those value aspects through which we can establish specific achievement
criteria. On one hand, the psycho- social activity requires pragmatic goals deemed to take
shape as long as the pedagogic methodology has a high potential of applicability. On the
other hand, the scientific criteria reflect a certain degree of reticence towards new models
of education. Consequently, the means of representing a certain aspect of socialization
“calls up” possible pedagogical models that, to a certain extent, play the role of justifying
the improvement of the role played by education.

The possibilities of representing a specific form of socialisation gathers possible
pedagogical models that are meant to justify the improvement of the role played by
education in a  certain society. As far as the operating system is concerned, the best
one distinguishes the importance of using a specific pedagogical pattern for training
purposes. For this matter, we do not embrace a universal pedagogic system related to
a particular social environment. Moreover, we consider that the universalisation of
pedagogic methods does not always represent the best possible solution within a
cultural system that generates genuine values. Still, this perspective does not cut out
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the idea of generalization, but the generalization of pedagogic theory itself used
within social framework.

Certain training activities trigger the idea of cultural awareness of a social system.
Thus,  mirrored  reality  is  built  on  complementary  principles  that  aim  at  a  general
content of education. After all, the beginning of a new education represents its
transformation (due to a certain time context) into an obsolescent education that
needs new values and methodological re-evaluation. Consequently, establishing a
value mark within a pedagogic approach requires anticipatory education that is
capable to offer a pragmatic perspective on the learning process.

This aspect requires that we should understand the research activity through
constant reference to new scientific developments. Viewed in this context, the word
science scares many people away since the idea of change is perceived as not being
intellectually comfortable. Education too needs some new re-evaluations and
approaches, all these understood in connection with a science of education.

Therefore, the period of naturalness and spontaneity should not end as soon as „ a
new education” claims its role as science1 on a pedagogical level. In this way, any
form of educational connotation works on a subjective level, but the denotive
meaning makes us think of a semiotic analysis illustrative for a certain status. Such an
approach calls for an entire paradigm that in turn generates another one and so on
until the methodological codes become mere conventions, not before breaking „the
wall” of reticence, a real „fence to jump” in front of a „new educational model”. In
this manner a pragmatic educational model is looked for having the role to solve
some of the pedagogical problematisations.

1.1 EDUCATIONAL PRAGMATISM BETWEEN ALTERNATION AND
CONTINUITY

Analyzing spontaneous education on a contextual level triggers the implication of
all the social actors, aspect that is rendered via methodological actions and influences
that take place in a social context. This model defines a certain capacity to interpret
the fundamental concepts meant to justify the necessity to integrate one’s personality
into his social system. Thus, the constant interaction among educational actors
represents a specific feature of the pedagogic system. Moreover, the interaction
ensures focusing our objectives on social innovation through a methodological
functional process. In this way, the prospective aspect of spontaneous education asks
for a serious scrutiny of eligibility criteria whose pedagogic initiative distinctly
separates the levels of social organization. Consequently, a spontaneous education
represents both a particular aspect of education and an instructive one through which
the application strategies are attainable at a general level. It goes without saying that
this situation reveals an educational paradox that casts light on an epistemic model of
understanding that is pragmatic.

The theoretical or practical weight of axiological approaches shows a certain
degree of complexity specific for educational policies attainable on a particular level,
but not on a general one. This impossibility reveals substantial formative results that
generate substantial true-to-life assumptions as long as the fundamental scientific
attitudes are open to pedagogic innovation. Such an assumption recognizes different
degrees of reasoning which after all represent different stages previous to the basic
methods of training and development of the social actor. In this respect, educational
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logic subordinates itself to an approach specific to life long education that is meant to
stimulate the activity of all those involved in the training process. That is we consider
that the didactic expansion both quantitative and qualitative has to take into account a
whole range of information resources that originate in inter and trans-disciplinary
science.

The coherent whole of subjective theories related to the evolution of our social
system sums up superior pedagogical concepts that play an important role in the
process of educational organization. Such a perspective can be best explained by the
fact that the education environment fulfils certain social functions that are intimately
linked to the general achievement of performance. In this case, it is about social
responsibilities that reach their goal via consensus and conventionalism. This
dynamics is the result of the interaction of educational actors on a social level. That is
why this social approach plays such a major role within the evolution of the
instructive system.

Of course we cannot neglect the sociologic2 aspect encountered within this social
context. Thus a sociologic analysis has to provide a competitive strategy through a
process of reorganization. This effort of scientific re-evaluation requires placing the
spontaneous education within the field of educational policy priorities. Due to this
situation, the logic intension specific to such an educational policy should make up a
starting point for the instructive process. In this way, many dysfunctions specific to
spontaneous education should be eliminated and the qualitative training process could
be validated without hesitation.

Still, the utilization of a conceptual global model depends on understanding on a
particular level of certain processes and relationships that do not always fulfil the
criterion of validity. If we admit the existence of an educational conscience of our
society, then we can consider that self-development tendencies apparent among
educational actors sometimes reveal professional vanities that have nothing to do
with the desired professionalism within a very well organized system. We have in
mind the imperative: “One should self develop!” which, we tend to think, does not
urge  us  to  an  educational  free-willed  awareness.  To  put  it  in  other  words,  the
objectivity of the system is built on the subjectivities of the social actors involved in
it. This aspect produces methodological problems that support the need of knowing.

Prioritizing both the gnosiologic and axiologic content becomes praiseworthy
against the specific contents of educational conservatism. The institutional framework
operating within such a system refers to operational objectives pre-established in a
strategy of pedagogical activity. The coordination of the acquired capacities reflects
the specific nature of certain resources applicant at the level or formative-informative
correlations. These applicant resources correspond to the objective of general
education such as the methods and techniques used allow permanent changes
regarding experimental and observation knowing. In this manner the systematic
approach requires inter- and trans- disciplinary projection of instructive activities (as
long as the assumed objectives are exerted on different levels of organization).

The increased pedagogical potential allows active learning that combines theory
and practice based on social interactions. Functional correlations are obvious arisen
from qualitative methodological actions. Particularly the problems brought into
discussion generate situations that distinguish the criteria of selecting the value of
information. Consequently, relating the new education to pedagogical issues
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(traditional and contemporary) makes us implicitly think of pedagogical reforms for
the sake of educational pragmatism.

Voicing an educational pragmatism on social level underlines a system of specific
knowledge that allows the checking of different assumptions related to pedagogical
activities. Related to such a socio-educational model the theories can be systematized
and even scientifically acknowledged. Thus, methodological reality subordinates
itself to the cognitive process in which explanation requires understanding of the
paradigms as well as of the research models. Scientific interpretations are the result of
the connections between theory and practice materialized through relating the
epistemic values to valuable judgments within pedagogical reality.

Such an educational model reveals a situational context correspondent to a whole
range of psycho-social requirements. What we have in mind is the aspect often
highlighted by different authors that an educational model does not necessarily
implies an educational actor who can be assessed through his connection with this
model, but also the idea according to which education is the key of a new world
(Russell 2003: 413-429).

At the same time, the use of research methods within the instructive approach
follows a conceptual-theoretical path well established in relation with the new
educational paradigm. Moreover, the aimed goals at a certain level of organization
can prove efficient within other levels of different realities. Thus, it is about an
education3 philosophy in which the echo of using theory in practice conveys the
methods and techniques a greater flexibility and variety, aspects that lay emphasis on
fundamental general values related to a complex educational system. Consequently,
the instructive resources represent pedagogical entities through which the
methodological activities take shape according to the adopted educational policies.

1.2 THE INSTRUCTIVE ROLE PLAYED BY THE EDUCATION SYSTEM

Tackling the issue of spontaneous education from the perspective of management
strategies activates the education system in order to facilitate the transition form one
form of organization to another one. Such educational structures engaged in the
instructive system reveals, form an axiological point of view, informational meanings
specific to the entire society. For this matter, the pedagogical outcomes that are being
used by the educational actors are significant.

It is this pedagogical perspective that sustains the development of the educational
actors involved in the formative activity. It is because of this, we assert the idea
according to which educational practice constitutes an assembly of pedagogical
outcomes that are meant to justify the role of informational usage within the
formative process. Furthermore, we believe that certain scientific subjects referring to
the general social and professional development of the social actor need to be
mentioned. Consequently, what we have in mind is the analyses of certain objective
situations that revel both normal and abnormal aspects regarding the applied
pedagogical methodology.

Education in itself can be considered a system full of meanings. From here all the
results of the communication process reside. Thus, from a social point of view the
educational reality typifies a significant construction based on conventionalism.
Sometimes, conventionalism betrays a certain lethargic state of the system meaning
that implicit acceptance (without a scientific scrutiny) of new paradigms does not
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necessarily imply efficiency and professionalism. This why we consider that the
formation of communicative competences organizes explanatory dimensions
(sometimes impossible to understand and put into practice) on a methodological
level. In this way, the didactic discourse does lack a rigorous argumentation and most
of the time is lacking logical coherence. Spontaneous education is meant to prevent
this shortcoming through a different approach of the communication process.

The educational agents need to have as objectives a complete equalisation of
efficiency within a ship shape educational system. Communication inside such a
system depends to a great extent on the manager’s decision following consensual
strategies and reflections. In this way, communication within spontaneous education
does not cancel the value hierarchy of the administrative structures, but rather
sustains the evaluation of the didactic-formative activities. Moreover, the perspective
of an educational policy has to have in mind both the observance and the
capitalization of certain value principles. Thus, by accepting this principle the
methodological resources have as guiding mark certain social requirements meant to
sustain the (self) regulation of the instructive system.

2. COMMUNICATION INSIDE THE PROCESS
OF SPONTANEOUS EDUCATION

The substantiation of the manager’s decisions4 is based on a communication projected
in accordance with the specific role played by spontaneous education. The dynamic of
such an approach requires permanent pedagogic improvement of the education system.
Maybe, and not by any hazard, we accept the idea that within such a system an important
role must be attributed to training the educational actors.

The stratification of the instructive process resides in the improvement of the
projection practices specific for any type of methodological re-ordering. On one hand, we
consider the necessity of the novelty (that can explain any type of pedagogic
transformation) and on the other hand, the limitations of any educational paradigm that
asserts itself within a certain social system. This approach induces an axiologic weight of
the information resources.

Evading such an aspect makes us think of a new theoretical construction through
which the emphasis is laid on specific mechanisms to individualise spontaneous
education. We refer here to a situation which assumes the orientation of pedagogic
strategies towards formative-informative competences. Thus, a sequential organisation of
methodological activity has to materialize in accordance with the demands of the
assumed strategies and the “scientific” morals identified with the methodological
(Segerstrale 2000: 224) practice itself. In this way, a permanent focus on such priorities
helps the development actions of the spontaneous education become efficient. Otherwise,
we believe that such an approach is a pragmatic operationalisation of the most important
activities carried on inside educational reality system.

2.1. THE BLOCKAGE AND COMMUNICATION WITHIN THE PROCESS OF
SPONTANEOUS EDUCATION

Why is communication blocked sometime? Can we speak about a blockage within the
process of spontaneous education as well? Of course, the answers are varied especially if
we  follow  the  main  factors  responsible  for  such  a  drawback.  Such  factors  relate
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themselves either to the context of communication, or to the message conveyed through
communication. In the first case, both the receiver and the transmitter clash against
certain information shortcomings. Although the message takes the shape of a concept,
this is not perceived as it should be. Some things are to be mentioned in this respect: the
goal for conveying the message, the context in which the speakers find themselves (the
receiver and the transmitter), the means of communication, the social rules of the actors
involved in this process, and the type of language used for communication.

In this case, the issues regarding the efficiency of communication is triggered rather
by the result of social interactions.  In the second case, the conveyed message refers itself
both to the way of communication and to the conveyed information (either normal or
encoded). In this situation an important role is played by the informational code. We must
also have in mind the affective side of communicative activities. In this way,
communication may be either non-progressive or progressive in accordance with the way
in which the whole process is controlled. Consequently, the motivation and the
significance of the message are the starting points for such an analysis of educational
blockage.

The authors make the distinction between a feed-back of the message (which helps
trace the learning activity of the pupil) and a feed-back of the learning process (which
helps evaluate the activity of conveying of information).  Providing feed-back helps us
assess and (self) regulate the level of understanding and thoroughgoing studying specific
for  the  process  of  teaching  and  learning.  For  this  matter,  we  consider  that  from  a
pedagogical point of view a gradual analysis of the process of providing feed-back can be
accepted. Thus, if we admit, on one hand, a first degree feed-back, then attention will
focus on the transmission of information from the receiver (the pupil, the student) to the
transmitter (the teacher). On the other hand, if we accept a second degree feed-back, then
the transmission of information can be assessed in two ways:

- from theory applications (the explanation of theoretical aspects is pursued after
which, taking into account these, solving the exercises and problems come
second)

- from applications to theory, situation also known as “anticipated retroaction”
(first exercises and problems are solved after which, one step at a time, through
pertinent explanations theoretical aspects are reached).

The  barriers  in  communication  depend  on  some  other  factors  as  well  such  as:  the
intellect, the education or motivation. The intellect requires a certain  form of implicit
conventionalism with the help of which two persons use, on one hand two different words
(phrases, ideas) in relation with the same meaning5, and on the other hand the same words
(phrases, ideas) whose different meanings are attributed6. It is obvious a means of
communication between daily popular language and (traditional) and a daily “scientific”
one. That is why this means of communication reveals a meaning of the meaning which
can generate the agreement or disagreement in relation with the discussed issues. But in
order to reach a meaning of the meaning, most of the time, the educational actors
involved in the process of communication use abstract notions, that is mental “shortcuts”
mental that can generate certain mental barriers such as: the quickness of  a certain
information that flashes into our mind (a quick information does not imply the certitude
of its content), informational consensus (the fact that certain reasoning are correct from
the majority point of view  does not mean that everybody has to agree with everybody),
information similitude  (the assessment of certain aspects through similar facts and the
integration of a new phenomenon through these).
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Different authors mention other factors as barriers in communication: distortion (the
message is not transmitted in an accurate language, it is adulterated), omission (the
transmitter intentionally censors the message and uses incomplete information),
overcharging (too much information can generate denial on the receiver’s part).
Moreover, these aspects are correlated with what is called the ethics of communication.
Thus, questions about the honesty of the message emerge, the answer to the counter-
message, the responsibility of information conveyed via a certain message. Consequently,
we must consider the ethics of communication when we refer to barriers in the
communication process. If this aspect is not neglected, then the efficiency of
communication acquires a qualitative feature meant to sustain an explanatory model.

2.2 MODELS OF COMMUNICATION IN SPONTANEOUS EDUCATION

The psychological model makes us think of the evaluation of someone’s behaviour in
relation with stimulus-response activities (behaviourism) on one hand and with mental
activities subordinated to individuals (psychoanalysis) on the other hand.

The cognitive model is based on everything that refers to individual personality
but in relation with a conceptualist theory (psychologism in its pure form cannot be
found  in  this  situation).  We  cannot  speak,  in  this  case,  about  a  unity  of  specific
concepts related to the general language. To put it differently, inside an “educational
society” the educational actors are considered mere information receptors and their
answers the result of the psychological cognitive processes.  Moreover, the
individual’s behaviour is modelled according to a certain experience gathered in time
similar to learning.
It goes without saying that the two models do not meet the needs of all the issues of

communication within the process of spontaneous education. Its socio-cultural meanings
transpose on a scientific level complex meanings7 through which the means of
communication refer to specific codes of human interrelations. In relation with
structuring educational communication many authors refer to the first come first served
effect (through which the information presented by the transmitter is much favoured at
the beginning of communication process) and to most recent effect (pragmatic
information is presented at the end of communication process). Thus, interrelational
communications express a certain predisposition of the educational actors to socialize
without a preliminary organisation.

The conclusions of such an approach reflect the necessity of a spontaneous education
in relation with a social system through which the acquired cognitive experience requires
a certain re-consideration of an “accepted” value system (even if the latter undergoes
constant transformations). What we have tried to prove is that we can accept a model of
spontaneous education adapted to social reality. This aspect generates an analysis that
focus on certain conceptual and theoretical delimitations. The idea of developing a certain
educational model also presupposes a methodological clarification in relation with the
nature of social reality. Consequently, the theoretical approaches materialize through
successive applications of certain research methods that fit into the framework of
pragmatic understanding.
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NOTES

1. In this respect it would be interesting to see Le D’Alberto Mochi’s opinion when he
refers to a system of sciences: ,,nous avons défini les sciences comme des systèmes
de connaissances coordonnées dans le seul but de connaître, exprimées logiquement
par un langage univoque, universel et nécessaire” (Mochi 1927:  252).

2. In this context, we consider that the typology of educational sociology includes
affective-cognitive meanings that can be decoded according to the subject and object
relation.

3. “The standard philosophical view that morality involves universal values has been
heavily attacked by proponents of ‘cultural relativism’, who dispute the claim that
there are values or norms independent of cultural contexts and practices, insisting that
all values and norms are culturally variable and diverse” (Enslin & Tjiattas 2009: 2).

4. In this respect, we may mention what Pramita Kaur Sidhu considers: “it is essentially
important for a teacher to guide and facilitate students using various pedagogical
approaches and methods in activating their own learning and thinking skills while at
the same time taking into consideration their background knowledge, environment,
and their own learning objectives” (Sidhu 2009).

5. The example of two persons from different areas that both have the same desire to eat
water melon: one wants to eat lubeniţă and the other one harbuz.

6. An example in this respect is provided by the two students that have a talk about
going to the Olympics next summer. The comic situation is that one of them is really
going to participate in the Summer Olympics where the sports game will take place
and the other one is going to join the second examination Olympics that is he has at
least  one  exam  to  pass  at  faculty.  One  has  to  notice  that  the  same  word  Olympics
acquires two meanings: sports game and second examination.

7. “Educators of very different times and places share a common intuition about the
educational relationship” (Biesta 1995).
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ABSTRACT

In this paper, the authors analyse a few aspects concerning violence in school
which is, from a statistic point of view, the most frequent deviant behaviour in school.
The different forms of violence among schoolchildren occur in different contexts.
Breaks between classes mean a space where schoolchildren are not watched by their
teachers, which allows them to inter-relate. Knocking, offending, pushing, wounding,
hurting, cursing, threatening, and vandalising are but some forms of the violence in
school. The conclusions the authors have reached thanks to a questionnaire applied
to secondary school pupils allowed the former to develop a few directions of
prevention and solution of school violence, a phenomenon that has marked the health
state, body integrity and psychological development in schoolchildren.

Keywords: School violence; School behaviour; Secondary school cycle; Prevention
and solution

1. INTRODUCTION

Violence is one of the most serious issues of our contemporary world. A delicate
matter, controlling violence in school can only be done if its causes, origins, forms, and
prevention mechanisms are well known. The issue of violence in school can and must
become a serious theme for everybody involved in the educational process.

Under the label “violence”, we can discover a wide range of behaviours relying on
visual confrontation, nick-naming, teasing, bantering, miming, refusing support,
offending, and hitting with different objects.

Depending on the level of violence and correlated with the kind of prejudice to the
victim, one can discern between physical and psychological violence. The effects of
physical violence concern both the victim’s health and physical integrity, and his/her
psychological evolution (at a cognitive level – negative self-perception; at an emotional
level – fear, depression). Psychological violence affects mainly self-esteem: the victims
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may feel deprived of value; they lose self-confidence and become anxious.
Aggressiveness affects their ability of focusing on school chores.

Schoolchildren come to school marked by family, community, and mass-media
aggressiveness; they bring with them their fears, frustrations, and rivalries which they try
to solve, sometimes, through violence. Most violent acts occur in class, during the breaks,
on the stairs, in the corridors, on the sports grounds, at the school entrance, and they are
motivated by one or more of the following: desire to be valued for something, desire to
get a status, desire to capture people’s attention.

Institutional violence can contribute to the increase of non-institutional violence,
resulting in frustrations, preparing the psychological state necessary to act, and lowering
the delinquency threshold. For instance, injustice of the teacher of teacher’s labelling can
have a wide range of effects: a violent reaction of the victim towards the colleagues
which are considered the teacher’s protégés (non-institutional violence), vandalism, or
evasive behaviour.

2. MATERIALS AND METHOD

The goal of the present research was to point out the causes and consequences of
violence in school. To do so, we established the following objectives: analysing forms of
violence in school and assessing discipline in school.

We had three working hypotheses:
- 1st hypothesis: Violence among children would diminish if teachers took more

disciplinary measures.
- 2nd hypothesis: Violence among children would diminish if families got more

involved in their children’s education.
- 3rd hypothesis: Violence among children would diminish if there were no

violence among schoolchildren groups.
Within the research carried out in the school year 2008-2009, we involved 52

schoolchildren from Grades 5 and 8 (Secondary School in Giroc, Timiş County), of
which 13 girls and 13 boys from grade 5 and 14 girls and 12 boys from grade 8.

The research method we used was the questionnaire. It was made up of 15 questions
containing items related to the following: discipline degrees, forms of discipline in
school, specific forms of violence in school, and measures taken to diminish violence in
school. The questions were related to the hypotheses in the following way: 1st hypothesis
– questions 1, 3, 4, 7, and 8; 2nd hypothesis – questions 2, 6, 9, 10, and 14; 3rd hypothesis
– questions 5, 11, 12, 13, and 15.

3. RESULTS AND DISCUSSION

In the present paper we analyse only the results concerning the 1st and 3rd hypotheses.

1st hypothesis: Violence among children would diminish if teachers took more
disciplinary measures. We correlated questions 1 and 4 with this hypothesis.

- Question 1: Do they take disciplinary measures in school?
a) frequently
b) sometimes
c) rarely

- Question 4: What are the punitive measures the teachers take when
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schoolchildren are not disciplined?
a) Diminish conduct mark
b) Low mark in the subject
c) Expel
d) Mark an absence without leave
e) No punitive measure (Table 1 and Fiigure 1).

Table 1. Synthesis of answers to questions 1 and 4

What are the punitive measures the teachers take when schoolchildren
are not disciplined?

Do they take
disciplinary
measures in
school?

Diminish
conduct
mark

Diminish
conduct
mark and
low mark in
the subject

Diminish
conduct mark
and expel

Diminish
conduct mark
and mark an
absence
without leave

Total

Frequently 16 6 3 3 28
Sometimes 8 4 1 6 19
Rarely 1 2 - 2 5
Total 25 12 4 11 52
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Diminish conduct mark

Diminish conduct mark and low
mark in the subject
Diminish conduct mark and
expel
Diminish conduct mark and
mark an absence without leave

Source: The questionnaire applied to the schoolchildren

Figure 1. Synthesis of answers to questions 1 and 4

Of the 28 schoolchildren we questioned and who claimed they take disciplinary
measures in school, 16 answered that teachers punish undisciplined schoolchildren by
diminishing their conduct mark, 6 that teachers diminish conduct mark and mark in the
subject, 3 that teachers diminish conduct mark and expel, and 3 that teachers diminish
conduct mark and mark an absence without a leave. Of the total number of schoolchildren
claiming that the teachers sometimes punish them if not disciplined, 8 claimed the
teachers diminish conduct mark, 4 that the teachers diminish conduct mark and mark in
the subject, 1 that the teachers diminish conduct mark and expel, and 3 that the teachers
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diminish conduct mark and mark an absence without a leave. Of the 5 schoolchildren
claiming that disciplinary measures in school are rare, 1 claimed that the teachers
diminish conduct marks, 2 that the teachers diminish conduct mark and mark in the
subject, and 2 claimed that the teachers diminish conduct mark and mark an absence
without a leave. None claimed diminution of conduct mark and expulsion.

Results turned into percentage points (Figures 2 and 3) confirm that if teachers took
more disciplinary measures, violence would diminish. Of all the schoolchildren, 53.8%
confirmed disciplinary measures being taken in school, and 48.08% claimed that the most
frequent punishment is to diminish conduct mark.

9.62%

36.54% 53.85%

Figure 2. Frequency of punitive measures in school:
53.85% - Frequently; 36.54% - Sometimes; 9.62% - Rarely

7.69%
21.15%

23.08%

48.08%

Figure 3. Punitive measures taken by teachers: 48.08% - Diminish conduct mark;
23.08% - Diminish conduct mark and low mark in the subject; 21.15% - Diminish

conduct mark and expel; 7.69% - Diminish conduct mark and mark an absence without
leave
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As a conclusion, we can say that out hypothesis is confirmed: Violence among
children would diminish if teachers took more disciplinary measures.

3rd hypothesis: Violence among children would diminish if there were no violence
among schoolchildren groups. We correlated questions 5 and 12 with this hypothesis.

- Question 5: How do you solve conflict situations with your colleagues and
friends at school?
a) I have no conflicts
b) I aggress them verbally
c) I aggress them both verbally and physically
d) I ignore them

- Question 12: What type of violence is there in your group of friends at school?
a) Physical violence
b) Verbal violence
c) Physical and verbal violence (Table 2 and Figure 4).

Table 2. Synthesis of answers to questions 5 and 12

What type of violence is there in your group of friends at
school?

How do you solve
conflict situations with
your colleagues and
friends at school?

Verbal
violence

Physical and
verbal violence

There is no
violence Total

I have no conflicts 4 6 18 28
I aggress them verbally 1 5 4 10
I aggress them both
verbally and physically - 1 - 1

I ignore them 4 2 7 13
Total 9 14 29 52
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Source: The questionnaire applied to the schoolchildren

Figure 4. Synthesis of answers to questions 5 and 12

Of the total 28 schoolchildren claiming they have no conflicts in school, 4 claim there
is verbal violence in his/her group of friends at school, 6 claim there is physical and
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verbal violence in his/her group of friends at school, and 18 claim there is no violence at
all at school.

Of the total 10 schoolchildren claiming they solve conflict situations through verbal
aggressiveness, 1 claimed there is verbal violence in his/her group of friends at school, 5
claimed there is physical and verbal violence, and 4 claimed there is no violence
whatsoever in their group of friends at school. A single schoolchild solves his/her
conflicts through physical and verbal aggressiveness and claims there is physical and
verbal violence in his/her group of friends. (Figures 5 and 6)

26.92%

1.92%
23.08%

48.08%

Figure 5. How do you solve conflict situations:
48.08% - I have no conflicts; 23.08% - I aggress them verbally;

1.92% - I aggress them both verbally and physically; 26.92% - I ignore them

26.92%

55.77%
17.31%

Figure 6. Types of violence at school: 26.92% - Verbal violence;
17.31% - Physical and verbal violence; 55.77% - There is no violence
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As a conclusion, our hypothesis that “Violence among children would diminish if
there were no violence among schoolchildren groups” is partially confirmed.

4. CONCLUSIONS

Violence in school, a rather delicate issue, seems to be an issue Romanian education
is not fully aware of yet. For both schoolchildren and teachers, this theme seemed rather
surprisingly new.

Violence in its different forms among schoolchildren has become a reality in the rural
area school we have monitored. If light forms of verbal violence (bantering, teasing, etc.)
are considered part of the behaviour specific to schoolchildren and are tolerated in school,
the  more  serious  forms  are  criticised  by  most  schoolchildren  and  their  causes  are
identified at the level of other instances than the school.

We could see that, at a general level, boys are more aggressive than girls. Likewise,
the forms of violence differentiate according to gender; thus, girls are associated with
more “common”, tolerated forms of violence (particularly verbal violence), while boys
are associated with more serious forms of violence (including physical aggressiveness).
At the same time, we could see that younger schoolchildren are the victims of older
schoolchildren.

The most frequent forms of school violence are related to verbal violence (disputes,
arguments, conflicts, curses, yelling, etc.) that are considered tolerable and common at
school compared to the social context (street verbal violence, mass-media verbal
violence, etc.). within the same range of verbal violence, schoolchildren also mentioned
as rather frequent offences concerning physical and/or psychical features of the
schoolchildren, with roots in the behaviour specific to their age, when they become more
aware and critical of their own or of everybody else’s physical and/or psychical features.

The feeling of security/safety of the schoolchildren is strongly influenced by both
what happens at school (in the classrooms, in the corridors, on the sports grounds, etc.)
and by what happens in the near vicinity of the school (in the streets, on the access roads
to the school, on the green areas around the school, on other areas close to the school).

We  can  draw  the  conclusion  that  it  is  important  to  identify  the  school  factors  and
contexts that favour and support such behaviour in order to develop a strategy for the
prevention and correction of the negative impact of other contexts (family, mass-media,
society on the whole).

REFERENCES

Brown, R. (1976). Children and television. London: Collier Macmillan.
Ferreol, G. & Neculau, A. (2003). Violenţa: Aspecte psihosociale. [Violence: Psycho-

social Issues]. Iaşi: Editura Polirom.
Maxim, S.-T. (2006). Violenţa în sport. [Violence in Sports]. Suceava: Editura

Universitatea din Suceava.
Neamţu, C. (2003). Devianţa şcolară. [School Deviance]. Iaşi: Editura Polirom.
Stahl, H. P. (2002). Familia şi şcoala. [Family and School]. Bucureşti: Editura Paideia.
Sterian, M. (2004). Agresivitatea mediatică şi personalitatea. [Media Aggressiveness and

Personalità]. Bucureşti: Editura Paideia.
Şoitu, L. (2001). Agresivitatea în şcoală. [School Aggressiveness]. Iaşi: Editura Institutul

European.



62

Wilmshurst, L. (2007). Psihopatologia copilului. [Child’s Psycho-pathology]. Iaşi:
Editura Polirom.

CODRUŢA GAVRILĂ
119, Calea Aradului, Timişoara – 300645, România



63

PHILOSOPHY OF EDUCATION:
SOME ASPECTS OF CRITICAL PEDAGOGY

ALEKSANDRA MAKSIĆ
Faculty of Philosophy

University of Novi Sad, Serbia
filozofesa@yahoo.com

ABSTRACT

In a world of rapid changes and increasing diversity, the need for an active,
informed and responsible education is greater than ever. The role of philosophy, as
the cradle of all sciences, in creating such an education is almost universally
acknowledged. Philosophy of education is a field of both philosophy and education. It
is based in the history of philosophy in the famous concepts of Socrates, Plato’s,
Aristotle’s, Kant’s, Hegel’s philosophy. The aim of this work is to introduce the
concept of critical pedagogy which is a teaching approach that is based in the
discourse of understanding the way power operates in educational institutions and
the constant cultivation of the intellect

Keywords: Philosophy; Education; Critical pedagogy

1.  PHILOSOPHY OF EDUCATION

Learning and teaching is the first practice of philosophy in a form of giving the
knowledge  not  just  as  the  facts  that  should  be  remembered,  but  as  truth  that  has  to  be
discovered. The being of philosophy, its very essence is a dialogue and it has to be told to
the others. Philosophy is an attempt to reach indefinite universe through the limited
medium of language and that’s why teaching about it is not possible without two
directions, without thinking, reflecting and conceiving the truth. The beginning of
philosophical education is in revealing the world as the riddle, in the amazement of the
fact the world is more different then we thought.  Philosophy is an adventure that awakes
human need for reaching the causes and the meaning of everything that exists. A
philosophy is not just the question, just the thinking, but conversation about what is in the
mind; that’s why it is always a dialogue which is verifying itself.  Philosophy is the cradle
of all sciences especially for pedagogy, psychology and sociology, because they are new,
young social sciences and their history is the history of philosophy. In 19th century, razing
of positivism and scientism pushed away philosophy and its historical and cultural role
for the civilization and the human knowledge. It was metaphysical knowledge that was
not useful, not pragmatic enough for technological world of industrialization. The role of
philosophy in the system of sciences was questioned in process of secularization of
traditional episteme from Socrates to Hegel. The absolute idealism is the final step of
philosophical attempt to reach the totality of being and thinking, and after Hegel,
philosophy is trying to find its own new paths, new authentic methods more different than
in great traditional philosophical systems. This is not just the philosophical situation; it is
the problem of all human sciences to find more accurate and more empirical ways of
exploring the world.



64

The history of philosophy is a place where researchers of education can always look
for ideas, normative concepts and where questions about real purpose and the essence of
education can be raised. The beginning about thinking of what education can be is in the
V c.b.Ch. in anthropological period when Socrates gave the basis of ethics in the famous
identification of virtue and knowledge. Unlike sophists, Socrates was trying to reach the
base principle of true, as aletheia, not just the victory in the dialogue. The aim of
education is to find out how to be more perfect in intellectual and ethical sense.
Knowledge is Good, a virtue, and evil is ignorance, and the teacher have to show student
how to get better. Education is a part of practical Greek life in which ethics, economic
and politics, bios praktikos, have form of a unity with theoretical and poetic ways of
living.1 Education is not individual matter, but the very important task for community, it
is changed with its developing and its inner destiny and material and spiritual progress.
Education is not possible without this normative concept of ideal of what people should
be. Greek ideal is kalokagatia2, synthesis of aesthetics and ethics, senses and reason.
Since democracy was important to the Greeks, paideia, combined with ethos, habits,
made a man good and made him capable for entering the society. This step was not about
learning mechanical tasks, but was about training for liberty of individual possibilities,
freedom of thinking and nobility of the beautiful. Education for political life is an
obligation of every free citizen in old Greece, politics and ethics are unique form of
fronesis as rational intellectual skill. Those who are not involved in political life are
idiotes3 as individuals without need for collective Good.

Philosophy of education is the area of paideia4 (Gk παιδεία)  as  way for  performing
education by finding and learning about virtue, arete (Gk άρετε).  This  task couldn’t  be
fulfilled without ethics in two different senses; as a branch of philosophy, theoretical
knowledge which describes practical behaviour and gives normative concept of virtue and
good and evil. It was possible only in the synthesis of ethical, economic and political life
in the concept of practical science in Aristotle’s classification of sciences. Also as a kind
of experience that can be reached only by practical role-model example. The teacher is
teaching by theoretical presumptions, initiating the critical thinking in pupil’s intellect,
but also  showing him how to express rhetorical skills, how to communicate with the
others, how to  make difference between good and bad choices.

Greek  paideia  is  the  idea  of  perfection,  of  excellence.  Paideia  was  very  close  to
religion, and teaching about the way to achieve ethical consequences from it. This ideal
was guided by the concept of Greek Gods; they were so close to humans, they fall in love
with humans, fight, they envy, and they are so imperfect, and in the same time they are
Gods. People can even see the mountain of their existence, and the message is clear, you
can be more perfect, as you look at the ideal form of mankind, the God’s form as an ideal.
Religion is a powerful force for a young being to receive values of one society together
with the moral norms. Religion, culture and politics are the natural forms of Greek
habitus, and if we analyze the reasons why Socrates was accused for spoiling the youth,
we can see that the main allegation is disrespect of the Greek official Gods.

Paideia  is  the cultural  heritage that  is  continued through the generations,  and Greek
foundation of civilization is the base for complete European culture in a way that we feel
like we are at homeland of our origin. It does not mean that we should consider European
culture as the only valid culture, but rather to see all the cultures of the world as
connected, influenced, and authentic. The culture is the history of borrow, the history of
intercultural communication as a “map of mutual relationships between real and
productive traffic of nations, states, groups and identities” (Said 2002: 13). As culture is a
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kind of highest values of one civilization, and education is a form of culture as cultivation
of young souls, it is very important to see the differences in goals in various philosophical
concepts. Good examples for this cultural need of systematic knowledge and teaching
about it in Greek philosophy are Academy and Lyceum5.  They  are  considered  as  first
universities because of organized exploration of different areas of natural and social life,
and the foundation of the first great library of ancient world. The foundation of Plato’s
and Aristotle’s theory of education is possible only if we consider the meaning of
Socratic principles for pedagogy. Socratic ideal pedagogical assumption is that student
always knows, the teacher needs to help in giving and releasing understanding of
complex world.  The aim of dialectics in Socrates philosophy of education is to make the
inner change, to improve in ethical and intellectual sense. Reaching the perfection is a
cardinal Greek ideal; it is possible by knowledge of the virtue.

With Socrates philosophy of education officially begins. Socrates had an ideal
pedagogical method, “you already know and my aim is to help you to give birth to your
knowledge”. This procedure is majeutic,  as  a  form of dialektike techne. The strategy is
irony:” I know that I don’t know anything”6. It is the oldest, and still the most powerful,
teaching tactic for fostering critical thinking. The focus is on giving students questions,
not answers. Socrates models an inquiring, probing mind by continually probing into the
subject with questions. Unlike Socrates, sophistic relativism is based in “agon”7,  in  the
battle for verbal victory full of logical paradoxes which have to confuse the opponent.
Socratic and sophistic goals are quite different; Socrates is asking for communication, for
travelling together into the adventure of search, sophist is a “spiritual prostitute”8

interested in victory.
Teacher should take a part of Socratic spirit in every place where teaching takes its

forms. Believing in student’s knowledge, asking right questions, giving support for
critical thinking, and leading pupil in the self-confidence introducing of virtue. All of
these, and more, are the proper focus of the Socratic questioner. As a tactic and approach,
Socratic questioning is a highly disciplined process. Virtue is knowledge, and you can
find out how to be more perfect in intellectual and ethical sense. Evil is ignorance, you
just don’t know how to get better. The aim of teaching is to develop the inner space of
good choices by listening to conscience, Socratic daiamonin9. Teacher is a leader in
discovering inner self, gnoti se auton10, highest wisdom, and maybe, the most difficult
one. The teacher has the obligation to awake the need for discovering the truth not as
finished and closed fact, but as a dialogical process of dialectics.

Plato is the role model of philosophical teacher-student relationship in which love for
wisdom is the passion for knowledge as truth, and the teacher is the indefinite filed of
inspiration. Eros, as spiritual love is a passion which gives a soul the wings to fly in the
immortal, eternal world of ideas. He developed dialectical skills as a” rainbow that
connects people and Gods”11,  this  false  and true world,  as  a  “Prometheus fire” that  can
help to reach the other world of real ideas in the sky, in objective idealism. The difference
between sophistic rhetoric and philosophical dialectic is in the goals:” If you want your
child to communicate with people, let it learn rhetorical skills, but if you want it to
communicate with Gods, let it learn dialectic.”12 Dialectic is dialogic in which trough
conversation dialegesthai discussion comes to the essence of every thing in every
particular case trough the search for general in thinking, universal ideas. Words are just
the tools, not the essence, and language is just an approach to the knowledge of
unchangeable objective truth. Learning is possible only through anamnesis13, memory of
the forgotten ideas.
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Socrates gave the tools for fighting the sophists, irony and majeutic,  giving birth to
ideas, as a spiritual nurse. Plato constructed ideal Republic which should be governed by
those who are the most educated because they have wisdom and intellectual and ethical
characteristics. Plato saw education as the key to creating and sustaining his “Republic”.
The power of knowledge makes the differences between people and social classes.
Philosophers should rule because it belongs to them, they, by their nature, don’t want the
injustice.” If the kings don’t become philosophers and philosophers don’t become kings,
there will be evil in the world.”14. His belief moves us away from aristocracy as a political
system; a form of sophocratia15.The main aim of Plato’s theory of education is to build a
citizen of ideal state in which complete community is more important then an individual.
Plato’s Republic is considered the first form of communism. There are some elements of
totalitarism in Plato’s theory of education because he advocated extreme methods. It is
obvious that he had in mind Sparta model in these particular ideas; removing children
from their mothers’ care and raising them as wards of the state16, great care being taken to
differentiate children suitable to the various castes17, the highest receiving the most
education,  so  that  they  could  act  as  guardians  of  the  city  and  care  for  the  less  able.
Although people are different, only education can be the criteria for entering the class of
rulers, guardians or manufactures. The reason for taking children away from family is for
getting equal chances, and that’s why education is a matter of politics.  The whole state is
a  big  family  in  which  all  of  the  members  are  cousins,  brothers,  sisters,  mothers  and
fathers. Plato suggested a eugenic; state should choose partners for ideal offspring by
selection of best men and women. The sense of solidarity, typical for family life, Plato
put into the ideal state to a world of collective.

The main difference between Plato and Aristotle is orientation of a philosophical
direction. Plato is an objective idealist, Aristotle is a realist, and empiric knowledge is a
base for researching18. Plato preferred mathematical, quantity knowledge, and Aristotle
was more oriented in quality based exploration. Plato was Aristotle’s teacher for 20 years
he spent in Academy. If we analyze the famous sentence19 that represents the very
essence of this relationship, we’ll see that philosophy and its own past can be the ground
for critical thinking. The purpose of teaching is to let the student to be more perfect then
the teacher, true teacher is teaching with the hope that student will be better and that will
have more creativity. If student challenges teacher’s stand point, it is the sign that own
reflection, and freedom of ideas, and the courage to see the truth is more important then
the respect of the authority. It can be seen as first form of critical pedagogy as an attempt
to question domination and the beliefs and practices that dominate. It is a root for all
teaching approaches for theory and practice of helping students achieve critical
consciousness. Aristotle is the first systematic philosopher which had the idea to give the
complete system of knowledge. It was possible because there were enough knowledge to
be systematized. Firstly, theoretical group of sciences include mathematics, physics and
theologica as first the philosophy, metaphysics. We have an opportunity to experience the
most delightful happiness which is called autarkeia (Gk  άυτάρκειά),  it  means  that
somebody is self-content when he is a theoretical researcher. Secondly, practical
knowledge is based on the fronesis (Gk φροηεςις), the ability to be included in social and
political life with his/hers own ethical virtue; ethics, politics and economics. Thirdly, we
have apolaustic life that is in the area of aesthetics in rhetoric, poetic and dialectics. This
ambition for classification of human knowledge in the fields and branches is pedagogical
and philosophical and is an example how this two needs for systematic education find the
place in the philosophy of education. Aristotle, as teacher of Alexander the Great,
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reflected this connection of various form of social and individual life, especially the
relation between politics and education20. Primary missions for Aristotle, perhaps it’s
most important, was to produce good and virtuous citizens for the polis21 and to find the
way for education of humans as political beings.

What is the origin of Kant’s theory of education? How is it connected with the system
of epistemological abilities? Kant had nine-year experience as a tutor in Koningsberg, and
that’s why Kant was interested in the whole education as a concept of general culture, a
true education should supply a human being with the discipline, culture, prudence and
moral training. The main aim in treating other people is our principal moral duty to
respect others as our aims, not means. We wouldn’t do to somebody something that we
wouldn’t like to be done with us. Knowledge has its limits, human mind is restricted to
experience, but as practical moral beings, with our free will, we can be our own masters.
That is the meaning of human freedom, as a postulate of our doings and moral behaviour.
Kant holds that self-consciousness differentiates human beings from animals and is hence
the source of human dignity. Human beings have a free will and are not determinate by
sensuously inclinations. His pedagogy would require that one address the consciousness
of the human being. The main aim in Kant’s theory of education was to put the borders to
human epistemic abilities22, to discipline mind in the formal methodological system of
pure mind. In the “Critique of practical mind”23 Kant is educating for duty, not as legal,
but as moral duty; the imperative is to do from inner space of free will as a role-model for
the others. In the third critique24 Kant  is  involving  God  as  the  possible  creator  of  the
nature as teleological concept of human mind. Education has to answer the famous forth
question: “What humans are?” and the answer is: “Humans are amphibolic beings;  from
one  side  they  are  in  the  area  of   sensitivity, aistheton, natural causes, humans as
biological beings, and from the other side, they are the part of intelligible world of
eternity, ideas, freedom”. Pedagogy should keep both sides of human nature in the
process of education for metaphysical and physical a priori transcendental knowledge.

Hegel had an ambition to finish all Western metaphysical knowledge in a systematic
form of absolute spirit. Before Hegel became a university lecturer, he was for eight years
(1808-1816) the Head teacher of the Nuremburg Gymnasium. As a teacher Hegel
combined an interesting mixture of what we would call traditional and progressive ideas.
“For those attend our school we expect quiet behaviour, the habit of continuous attention,
respect and obedience to the teachers and a proper and seemly conduct both towards these
and their fellow pupils.” (Mackenzie 1987: 163) He was impressed by the discipline held
in the classroom of Pythagoras25 who demanded that his pupils keep silent for the first
four years of their studies. Hegel didn’t demand iron discipline, but he thought that the
philosopher at least has the right to ask of the reader to keep his own thoughts quiet until
he has gone through the whole. Silence is necessary part of thinking as a preparation for
thinking, listening is a key for dialectical movement as an effort of independent
reflection. Philosophy of education is a science or philosophy that is education and it is
understandable only by the development of particular parts of Hegel’s system.

The  truth  is  in  the  whole,  method  is  the  soul  of  content,  and  the  content  is  also
moveable, changing being, as emerging of idea. In the Introduction to his
“Phenomenology of Spirit” he noted that individual has to pass the way that general spirit
is showing, in other words, this is the work of direct interaction between subject and
object, between mind and world, being and thinking. Education is a process in which,
from the view of general spirit as a substance, substance is giving itself self-conscious, to
produce inside its own existence and reflection.  The aim is to find out what knowledge
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really is as an absolute knowledge in subjective spirit. In objective spirit26, in “Philosophy
of Right”27 reveals this educational structure showing the movement from ‘natural’
family education to the civil education of bourgeois social relations in which the family is
replaced as educator. Finally, within civil society we experience many different ways in
which our civil relations have truths beyond their immediate bourgeois appearance. These
are our experiences of culture which, for Hegel, re-present the relation between persons
and the universal. “Bildung”28 is the term used by Hegel to describe this sort of education
but it does not ‘end’ in culture or in cultural studies. Culture for Hegel is not the end of
reason. Culture is an absolute spirit of art, religion and philosophy. The end is the
beginning in the circle of constant change of speculative29.

Freedom  is  not  something  that  is  complete  and  that  could  be  given,  it  becomes  an
educational issue characterized by the difficult struggle to make these experiences our
own education, our own spiritual self-development. Freedom is the purpose of German
idealism from Kant to Hegel, as the ideal of moral autonomy with Kant, and as a rule of
world spirit in Hegel’s “Philosophy oh History”30.  This  means  that  he  sees  the  same
educational development outlined above in the unfolding of human history. It would seem
that the rationality of the west marks the highest expression of human development that
the world has seen. Late twentieth century western philosophizing has largely rejected
such a view, rejecting in particular its racist and imperialist overtones that ‘west is best’
as Evropocentic. The culture is written by those who are ‘white, dead masculine’, and that
all other worldviews are underdeveloped, without spirit and knowledge.

2. ARCHITECTURE OF CRITICAL PEDAGOGY

Critical pedagogy, as a part of philosophy of education, is a teaching approach that
removes dominant myths in education, challenge domination presented in the role that
teacher have. It is a theory and practice of helping students to break traditional clichés
and achieve critical consciousness. Who are the architects of critical pedagogy today?
Paulo Freire (2006), the most celebrated critical educator31 Ira Shor32, with his “student
centered”33 pedagogy, Joe L. Kincheloe34 with the concept of multicultural education,
Peter Mc Laren35 as the agent of radical hope etc. Those authors are connected with the
idea that praxis of education involves engaging in a cycle of theory, social context, and
the politics. Education is never a neutral process; it is an instrument for forming
obedience, oppression and apology for the present system. There is a lot of Marx ideas in
this critical views in a way that critic of global capitalism is getting modern again as the
result of the crises. The need for transformation of the world, formulated in “11.Thesis of
Feurbach” is asking philosophers not just to interpret the world, but to change it36.

In his “White Terror and Oppositional Agency” Peter Mc Larren implies that
educators need to examine critically the development of pedagogical discourses that
demonize Others who are different (through transforming them into absence or deviance).
Critical multiculturalism calls serious attention to the dominant meaning systems readily
available to students and teachers, most of which are ideologically stitched into the fabric
of Western imperialism and patriarchy. It challenges meaning systems that impose
attributes on the Other under the direction of sovereign signifiers and tropes. White
groups need to examine their own ethnic histories so that they are less likely to judge
their own cultural norms as neutral and universal. Critical pedagogy needs to hold a
nonreductionist view of the social order that is society needs to be seen as an irreducible
indeterminacy. The social field is always open and we must explore its fissures, fault-
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lines, gaps and sciences. Power relations may not always have a conscious design, but
they have unintended consequences which define deep structural aspects of oppression
even though every ideological totalization of the social designed to fail. Resistance to
such domination means deconstructing the social by means of a reflexive intersubjective
consciousness – what Freire terms “conscientization”37.  It  is  a  beginning  of  a
revolutionary praxis. We also need to create new narratives, new border narratives, in
order to reauthor the discourses of oppression in politically subversive ways as well as
create sites of possibility and enablement. Critical social theory as a form of multicultural
resistance must be wary of locating libratory praxis in the realm of a diachronic as
something to be resolved in transforming the educators to agents of radical hope38.

Curriculum reform requires teachers to interrogate the discursive presuppositions
which points  at  their  curriculum practices  with respect  to  race,  gender,  class  and sexual
orientation. Curriculum reform means recognizing that groups are differentially situated
in the production of the Western high-status knowledge. Educators would do well to
follow hooks in dehegemonizing racist discourses, affirming the voices of oppressed.
Students must be encouraged to produce their own oppositional readings of curriculum
content. Lastly, curriculum reform must recognize the importance of encouraging spaces
for the multiplicity voices in classrooms and creating a dialogical pedagogy in which
subjects see others as subjects and not objects. Inherent superiority of the West and
whiteness is something that needs to be displaced. The main aim of this strategy in
critical philosophical pedagogy is to provide the possibility for students to construct
border identities. They are intersubjective spaces of cultural transition – linguistically
multivalanced spaces of intercultural dialogue.

Joe L. Kincheloe helps us understand the central dynamics of critical pedagogy:
“Advocates of critical pedagogy are aware that every minute of every hour that teacher
teaches, they are faced with complex decisions concerning justice, democracy, and
competing ethical claims. While they have to make individual determinations of what to
do in these particular circumstances, they must concurrently deal with what John Goodlad
calls the surrounding institutional morality. A central tenet of critical pedagogy maintains
that the classroom, curricular, school structures teachers enter are not neutral sites waiting
to be shaped by educational professionals. While such professionals do possess agency,
this prerogative is not completely free and independent of decisions made previously by
people operating with different values and shaped by the ideologies and cultural
assumptions of their historical contexts. These contexts are shaped in the same ways
language and knowledge is constructed, as historical power makes particular practices
seem natural—as if they could have been constructed in no other way.” (2008: 23)

Kincheloe lists the basic concerns of critical pedagogy; all education is inherently
political and all pedagogy must be aware of this condition. A social and educational
vision of justice and equality should ground all education. Issues of race, class, gender,
sexuality, religion, and physical ability are all important domains of oppression and
critical anti-hegemonic action. The alleviation of oppression and human suffering is a key
dimension of educational purpose, and that’s why schools must not humiliate students
and blame them for their failures.  School should be the place where student can question
all positions, including critical pedagogy itself. The professionalism of teachers must be
respected and part of the role of any educator involves becoming a scholar and a
researcher. The politics of knowledge and issues of epistemology are central to
understanding the way power operates in educational institutions to perpetuate privilege
and to subjugate the marginalized.  Scientific  knowledge can often be used as  a  basis  of
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oppression as it is produced without an appreciation of how dominant power and culture
shape it. Education often reflects the interests and needs of new modes of colonialism and
empire. Such dynamics must be exposed, understood, and acted upon as part of critical
transformative praxis.

In a world of rapid changes and increasing diversity, the need for an active, informed
and responsible education is greater than ever. In recent years, events experienced and
changes taking place across the world has challenged both, educational theory and
philosophy of education. What are required are new forms of education that prepare
learners for actual involvement in society. Forms of education have to be practical and
theoretical, rooted in real life issues, affecting learners and their communities, and taught
through participation in community life as well as trough the formal curriculum. The need
to provide such teaching presents important challenges for the teaching profession. It
means learning new forms of knowledge, developing new teaching methods, finding new
ways of working and creating new forms of professional relationship – both with
colleagues and with learners. It emphasizes teaching based on current affairs over the
understanding of historical systems, critical thinking and skills teaching as well as
knowledge transmission, cooperative and collaborative working rather than isolated
preparation, professional autonomy instead of dependence on central diktat. It requires a
change in how we perceive learning, from an ideal of learning as teacher-centred to
learning through experience, participation, research and sharing. A didactic, teacher-led,
textbook-dominated, knowledge-based orientation has to be replaced by one emphasizing
learner involvement, a broader range of teaching methods and a more skills-based
approach.

Critical pedagogy requires a list of skills, knowledge and values both for teachers and
students. The list of those competences is already built in the tradition of human and
social sciences, especially in the history of philosophy. Skills as critical thinking, problem
solving, decision-making, intercultural sensitivity are the “organon”39 for a new critical
pedagogy. It is important that student learn how to make judgments and form arguments,
see the problem, articulate it and solve it, not leave it, to negotiate collective decisions, to
see issues from other people’s point of view with empathy. Teachers, together with
students in a Socratic dialogue, should research facts not as taken for granted, but always
developed in different points of views, with evaluation in self-critical reflection.
Knowledge becomes the process, not the power40, as Bacon referred. Information always
has to be opened for questioning in order to avoid dogmatic concepts. Critical pedagogy
is a philosophical movement that assumes knowledge as a development in which students
see the history of ideas as a whole system of constant changes and the impacts of those to
social and political life. All those values, openness, respect for cultural and social
differences, trust and honesty, commitment to truth, respect for self and others, tolerance,
assertiveness, teamwork and co-operation, equality, freedom, justice, are the foundation
of philosophical ideas and virtues.

These normative ideas of critical pedagogy have also some challenges in the factual
world of today. We have to face up to the greatest tensions and, still better, overcome
them. While these tensions are not new, they will be of core importance for the problems
of the future. The tensions concern the following issues; between global and local,
general and individual, long and short term thinking, the traditional and the modern, the
spiritual and the material etc. It’s important that people become world citizens without
losing their local roots. Besides economic globalization, there are some good points of
cultural globalization as an opportunity to answer the question of the validity of the
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dominant Europocentric myth. Culture is becoming increasingly globalized, it is
important to keep full potential of tradition and to affirm local, marginalized voices. We
are living in a world that is overflowing with short-lived news and emotions which serve
in providing a permanent illustration of the current problems. Public pressure is for fast
answers and ready-made solutions. This is not good circumstance for education of young
people, they begin to think superficially, they don’t have time to read anymore, they have
no patience to listen, reflect and think. Challenges of new technologies make young
people more different then the young’s of the last century. Teachers should adapt to those
changes cultivating autonomy of thinking, and at the same time, development of deep,
reflected thoughts. Incredible expansion of knowledge and the capacity of people to learn,
new areas of knowledge are permanent challenges for self-knowledge, for physical and
mental well-being and for developing better understanding of the natural environment.
Main objective of education today is to encourage everyone to take action in accordance
with their traditions and convictions, to respect pluralism. People today are in a state of
confusion and feel torn between globalization, the effects of which they can see and
sometimes are forced to bear, and the search for their roots. Critical pedagogy must rise to
this challenge more then ever before. Education is at the core of personal development
and the community. Its task is to make it possible for each and everyone of us to develop
our talents to the full and to reach our creative potential.

These examples of educational ideas from the field of history of philosophy make the
possibility for a philosophy of education as a new branch of philosophy grounded in our
own past, in the history of our civilization. This research tried to present the possibilities
and challenges for philosophy of education today with the look back to history of
philosophy and famous theories of education and in some aspects of critical pedagogy
today. Philosophers of education have the purpose of fostering dialogue and to support
exchange of ideas, information and experience which will expose the use of critical and
reflective intelligence in the search for solutions to crucial problems in education and
culture. Philosophy is always open for free exchange of ideas, not just as a closed system
of finished knowledge with unchangeable borders with beginning and with the end, but as
an attempt to reach indefinite diversity of human understanding.

NOTES

1. Aristotle’s classification of sciences is based in the ways of living, bios praktikos,
bios theorktikos, and bios apolaustikos.

2. To kalon ‘beautiful’, agathon ‘good’.
3. “Outside  of  the  borders  of  a  state, polis,  lives  either  a  God,  or  a  beast”  Aristotle:

Politics.
4. The term paideia is well-known through its use in the word encyclopaedia which is a

combination of the Greek terms enkyklios ‘complete system/circle’, and paideia as
‘the knowledge’. The main aim with this etymology is to reach complete knowledge,
as it was possible in those times.

5. The similar aim is in paideia to teach about theoretical, practical and poetical human
experiences as unique and total.

6. This is famous Socratic philosophical credo in which the truth exists even if we don’t
know it, but it can always be revealed by logos. The truth is hidden inside of mind
and the teacher has to help in discovering.
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7. This is the main characteristic of social life in Greek’s agora, competitive individual
and rational form of critical thinking, rhetoric is agonia, eristic is the art of arguing.

8. Plato’s critic of sophistic relativism, they trade with spiritual goods, Socrates gave his
lessons for free.

9. Socrates was accused for introduction of new Gods, and daiamonin was recognized
as one, but it is more the foundation of individual ethical conciseness.

10. The beginning of Greek wisdom, Delphi temple, self-knowing is one of the most
important philosophical tasks during history of philosophy.

11. Actually, it is the connection between two ontological areas.
12. Antisten, founder of cynical Socratic school, put this in dilemma: living social

political life, or intimate.
13. Plato gave the proofs for immortality of soul in Phedon.
14. Plato tried to educate Dionysus, Sicilian tyrant, but he failed in changing the

tyrannical nature.
15. It is always a question if philosopher changes nature by power, or will philosopher

stay philosopher when he, or she gets the power. Power is changing everyone, but
philosopher if is really a philosopher will remain untouched by power.

16. Aristotle thought that the role of family and mother’s love is the key element for
forming not ideal state, but realistic one.

17. There are three kinds of people; golden, silver and bronze. Gods put some of these
elements when created the people.

18. Aristotle’s father was a doctor on the court of Philip Macedonian, and maybe it is the
reason for Aristotle’s empirical orientation.

19. Amicus Plato, sed Amicus veritas est!
20. The main objective of critical pedagogy is to define and to explore the complexity of

politics  and  ethics  in  its  historical  relations  to  form  the  pure  relation  of  “Will  zur
Macht”.

21. Anthropos zoon politikon.
22. “Kritik der reinen Vernunft” the result is mainly negative, the answer is what can I

Know?
23. “Kritike der praktische Vernunft”, the question is what should I do?
24. “Kritik der Urteilskraft”, the question is what to hope for?
25. Pythagoras developed “acusmatic”, the art of listening. Students, initiated in

Pythagoras brotherhood, had to listen to the teacher for five years in the dark, without
asking any questions.

26. Objective  spirit  is  a  Hegel’s  term  for  complete  social  life  of  synthesis  of  low,
morality and habits. The exact German word is Sittlichkeit, in which we have family,
civil society and the state.

27. “Grundlinien der Philosophie des Rechts”.
28. Bildung  is  similar  to  forming,  as  Platonic  “eidos”,  as  a  picture  of  essence,  as  a

paradigmatic idea for cultivating and keeping the young soul in progress of spiritual.
29. Speculative method is the rhythm of organic whole, the effort of live concepts, pure

self movement.
30. German world for this is Geschihte, not just the history, but the story of history
31. UNESCO 1986 Prize for Education for Peace.
32. Ira Shor (1945) is a professor at the City University of New York, where he teaches

composition and rhetoric. In collaboration with Paulo Friere, he is one of the leading
exponents of critical pedagogy.
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33. Kierkegaard discovered this orientation insisting that teacher should always
understand the student’s  way of  reception.  To be a  teacher  means to see in the way
that student thinks, feels and understands.

34. Joe Lyons Kincheloe (December 14, 1959 – December 19, 2008) was a professor and
Canada Researcher Chair at the Faculty of Education, Mc Gill University in
Montreal, Quebec, Canada. He founded The Paulo and Nita Freire International
Project for Critical Pedagogy. Under his leadership this project is creating a global
community of researchers and cultural workers in critical pedagogy.

35. Peter Mc Larren (1948) is internationally recognized as one of the leading architects
of critical pedagogy and known for his writings on critical literacy and Marxist
theory. He is currently Professor of Education, Graduate School of Education and
Information Studies, University of California, Los Angeles.

36. One of the consequences of multicultural education in critical pedagogy is activism
which is defined as emancipator change with the synergistic cultivation of theory and
intellect.

37. This is a concept which focuses on achieving an in-depth understanding of the world,
allowing for the perception and exposure of social and political contradictions.
Critical consciousness also includes taking action against the oppressive elements in
one’s life that are illuminated by that understanding.

38. The concept of radical hope is based in E. Bloch’s Principle of Hope which calls  a
utopian to be a true guideline. Without that spirit of utopian the dream about
tomorrow wouldn’t be universal. It is for the future as the thought which represents
the very essence of being. It is the component of the structure of human being which
transcendence the presence. To be, means to be by the determination of the future
which is open.

39. Aristotle finds logic as a tool for thinking. Critical pedagogy is taking these skills as
an introduction to new teaching methods.

40. Knowledge is power, was a maxima of modern philosophy from F. Bacon to
enlightenment, but today in post-modern tradition power is more important then
knowledge.
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ABSTRACT

 The present paper is part of a wider comparative study of the academic records
of the undergraduates of the College of Agriculture (Banat University of Agricultural
Science and Veterinary Medicine in Timisoara, Romania). The paper presents only
statistical data concerning the first two modules of the academic year 2008-2009. The
tables and figures in the paper present in a succinct way aspects related to passed,
skipped and failed exams as percentage points of the total number of undergraduates.
The authors make a comparative analysis per majors and per years, pointing out the
number of passed, skipped, and failed exams. The authors also focus on the subjects
recording the largest numbers of skipped or failed exams, trying to explain the
situation through such criteria as learning motivation, causes of skipping exams, etc.
the conclusion of the authors is that both success and failure can be determined by
strategies and conditions of various nature: pedagogical, psycho-socio-physiological,
and familial.

Keywords: Success; Failure; Learning motivation; College of Agriculture

1. INTRODUCTION

The process of learning is influenced by a series of factors that could be grouped into
two main categories:

- genesis, organisation, and management of objective requirements – that ensure
the socio-pedagogical context of the learning process;

- variables of the trainee’s personality – that are the inner conditions facilitating
outsiders’ action.

We have adopted for the purposes of the present study two concepts related to
learning success:
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a) socio-pedagogical factors include factors that concern the institutional structure
of education, family factors, and factors involved in the pedagogical organisation
of the learning process, the last one depending directly on the teacher’s activity.

b) bio-psychological factors are biological factors that concern the health state of
an individual, and psychological factors that concern the structure of the human
personality.

The institutional structure of the educational system has a direct impact on school
success  due  to  the  specific  relationships  at  different  levels  and  between  the  different
modules. The elastic and flexible character of these relationships allows changes and is a
premise of failure prevention.

The role of the family in the development of the trainee is decisive since this is the
starting point of his/her future route. The educational role of the family is the direct
expression of the familial environment, a unique synthesis of all the relationships that
develop between its members.

The contribution of the teaching technology to school success is increasingly
important. Its role in school success is obvious in the development of educational
situations that answer the learning rate. The effect of knowledge depends on the way they
are processed and transmitted with the help of teaching strategies. Organizing educational
situations aims at ensuring conditions that are favourable to the learning activity as a
complex process of information, training, acquiring knowledge, and develop structural
behaviour of the human personality. Organizing educational situations means developing
such situations that facilitate the active participation of the trainee to the learning process.

Combining in a certain way didactic strategies leads to the development of a proper
school environment. This can be mainly selective – where the trainer selects a teaching
strategy and the trainee is supposed to adapt to it – or mainly adaptive – where the trainer
adapts his/her teaching strategies to the different conditions to meet the individual
differences between the trainees.

Teaching strategies of the assessing-stimulating type play a key role in school success
allowing the measurement and assessment of the results through grades which allows
society to evaluate the quality of the work done. The grade should be stimulating,
triggering and it should maintain a positive attitude towards school activity; from this
point of view, “[…] it I not only diagnostic, but also prognostic” (Pavelcu 1966: 47).

Teacher’s personality also represents an important factor of trainee’s progress.
Among his/her personality components, psycho-pedagogical has a close relationship with
school records, allowing the trainer to adapt the educational process to the typological
and individual features of the trainee. Being properly trained, the trainer can diagnose
certain difficulties in learning and can smoothen or remove them.

Among the trainer’s bio-psychological or inner factors are: physical development,
general health state, and physical balance which are the result of the vital functions of
the body and of the general state of the nervous system and of sensors. “Physiological
frailties” such as sensorial disorders, nervous conditions, metabolic dysfunctions,
endocrine dysfunctions, or sleeping disorders can impact the learning process.

The intellectual factors of school success refer to intelligence and cognitive process
(thinking, imagination, language, memory, attention, etc.) that circumscribe the
intellectual structure of the human personality. One of the intellectual factors of school
success is intelligence as general aptitude. It ensures the possibility for the individual to
adapt to new situations by anticipating the most suitable solutions through restructuring
one’s own mental field and previously acquisitions: “Intelligence is a specific form of
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adaptation that is expressed by the balance between assimilation and accommodation.”
(Piaget 1965).

Motivational, affective-attitudinal, and character factors can be included in the
category of non-intellectual factors of school success.

Motivation has a catalytic role in trainees’ school success. Strong motivation favours
high performance while low weak motivation diminishes participation in the learning
process. But this role should not be overrated, since there must be an optimal level of
motivational activity with favourable consequences on performance. The range of
motivational factors is rather wide. They talk about intrinsic, extrinsic, primary
motivation, and secondary motivation, etc. Cognitive motivation is specific to the learning
activity. It has an intrinsic nature since it feeds on the direct effects of intellectual activity.
Among cognitive reasons are: the need for information, the need for performance, for
self-accomplishment, perceptive curiosity, epistemic curiosity, etc. These reasons can be
completed by a series of other reasons such as: the desire of getting good grades, prestige,
status, the need for cooperation and competition, the need for success, the need of
avoiding school failure, the level of aspirations, etc.

Affective-attitudinal factors concern the level of emotional balance-misbalance. This
vector marks inner organisation of the human personality, its capacity of self-regulating
and adapting to the requirements of the educational activity.

Attitude towards learning is another non-intellectual factor. It can be either positive or
negative. Positive attitude towards learning mobilises inner resources of the personality,
while negative one triggers avoidance mechanisms or refusal to fulfil school obligations.
Developing the proper attitude towards learning depends on both the significance of the
learning tasks on the trainee and on the assessment of the school records by outer factors
(parents, teachers, and group).

Volition-character factors are also non-intellectual factors. Learning supposes some
effort to defeat inner and outer difficulties. Choosing and identifying goals, defeating
impulsive tendencies, overrunning motivational conflicts, mobilising inner energetic
resources asks for certain volition-character features such as perseverance,
conscientiousness, ambition, self-content, spirit of initiative, resistance to effort,
independence, etc. The counterparts of these features are laziness, lack of self-content,
apathy, dependence, stubbornness, etc.

As a conclusion, we could say that success and failure in school are determined by a
complex of factors that can act concomitantly or alternatively. The dependence on these
factors  as  well  as  the  correlations  between  them  can  be  analysed  through  the  prism  of
circular causality, according to which the effect turns, in its turn, into cause. Any of these
factors participate and condition in one measure or another school records. In this case,
the  factors  are  the  causes,  and  the  results  are  the  effects.  Likewise,  a  certain  level  of
success / failure can have repercussions on the triggering factors. Effects turn into causes
through the mechanism of inverse connexion. The same circular causality also acts within
the correlations between inner and outer factors, within one or another of the categories.
The interaction between socio-pedagogical factors also has a circular nature.

2. MATERIAL AND METHOD

The goal of the present research was to analyse from a statistic point of view results
in exams at the College of Agriculture of the Banat University of Agricultural Science
and Veterinary Medicine in Timisoara (Romania). In this paper, which is the first one of a
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series of comparative analyses of success and failure at high education level, we deal only
with the results of the first two modules (1st semester) of the academic year 2008-2009.
the tables reflect aspects related to exams passed, exams skipped and exams failed. The
three  coordinates  represent  the  premises  of  a  comparative  analysis  of  the  results  of  the
undergraduates per major (there are five such majors), per year of study (from 3 to 5), per
number of subjects, and per number of students having passed, skipped, or failed in their
examinations.

The working hypotheses were as follows:
- results evolve progressively during the years of study, from lower values in the

first years of study to higher values in the terminal years ;
- results are influenced by the number of exams;
- results are influenced by the hierarchy at the admission exam;
- results are influenced by certain “problem-subjects”;
- results can be influenced by the year teachers (teachers designed to help students

solve their problems, no matter their nature).

3. RESULTS AND DISCUSSION

Starting from the considerations above, we make a tentative parallel with the system
of high education in Romania through the prism of success / failure of the undergraduates
of the College of Agriculture of the Banat University of Agricultural Science and
Veterinary Medicine in Timisoara (Romania).

School success such as reflected in reaching higher levels through good results in the
teaching, scientific, technical, practical, and sports activity as well as in certain features of
personality materialise, in general, in grades between 7 and 10 (on a scale of 1 to 10).

School failure concerns non-accomplishment of compulsory requirements of the
teaching and learning process, with poor results and lack of undergraduates’ personality
dimension such as poor intellectual capacity, lack of motivation for learning, lack of
adaptation, etc. UNESCO specialists claim that even such grades as 5 or 6 are, ultimately,
signs of failure, since 5 sometimes means between 4 and 5 (i.e. a grade of the 4.50, 4.70,
etc. type).

Table 1 show that the exam promotion average per college is 76.58%. Cadastre
(81.24%), Machines and Equipment for Agriculture and Food Processing (MEAFP)
(81.41%), and Plant Protection (81.86%) majors ranked above this average. Other
majors, such as Agriculture (70.50%), Environmental Engineering (74.90%), and Biology
(66.42%) are below this average.

The largest number of undergraduates having skipped exams was also in Biology
(25.69%) while the average of the College of Agriculture was 14.69%.

As for exams failed, highest percentage is that of the majors Environmental
Engineering (4.90%) and Cadastre (4.49%). The correlation between exam promotion,
the small number of exams failed and the largest number of exams allows us to draw the
conclusion that this is the major with the best results. The correlation with the fact that
upon admission this was the major with the largest number of candidates shows that the
candidates with the best school records had access to this major. This is why, despite the
fact that the total number of exams was the largest (2,325), the results rank second after
Cadastre (81.24%). In exchange, the major Biology,  with  a  relatively  small  number  of
exams (685), had the lowest number of exams passed (66.42%) and the largest number of
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exams skipped. Here, admission exams have proved these last years a high deficit of
options.

Table 1. Exams passed, skipped, and failed (first two modules)

Passed Skipped FailedMajor Students
No. % No. % No. %

Total
exams

A   162   923 70.50   227 17.35 158 12.15 1308
B   101   455 66.42   176 25.69   54   8.00   685
C   374 1889 81.24   332 14.27 104   4.49 2325
EE   303 1617 74.90   250 11,59 290 13.51 2157
MEAFP     87   438 81.41     59 10.96   41   7.63   538
PP   106   754 81.86   122 13.24   45   4.90   921
Total 1133 6076 76.58 1166 14.69 692   7.57 7934

A – Agriculture
B – Biology
C – Cadastre
EE – Environmental Engineering
MEAFP – Machines and Equipment for Agriculture and Food Processing
PP – Plant Protection

3.1. RESULTS PER MAJORS

The highest exam promotion (99.67%) as well as the lowest percentage of skipped
exams (0.33%) was in Agriculture,  in  the  5th year of study (Table 2), which could be
explained by the imminent final graduation exams, by the elaboration of the graduation
dissertation, by the professional integration, etc.

Table 2. Exams passed, skipped and failed (first two modules) (Major: Agriculture)

Total exams
passed

Total exams
skipped

Total exams
failed

Year  Students  Total Exams
(2 modules)

No. % No. % No. %
I   35 10 x 35 = 350 188 53.70 113   32.2   49 14.10
II   26   7 x 26 = 182 150 82.40   32   17.6 - -
III   32   7 x 32 = 224   57 25.40   62   27.6 105 47.00
IV   32   8 x 32 = 256 233 91.01   19   7.42     4   1.57
V   37   8 x 37 = 296 295 99.67     1   0.33 - -
Total  162 40 ex     1308 923 70.50 227 17.35 158 12.15

Exam promotion curve decreases obviously for the 1st year (53.7%) where there is
also the largest percentage of skipped exams (32.20%) and the rather small number of
failed exams (14.10%) which makes us think that these undergraduates have been
confronted with such problems as accommodation, integration, adaptability to the
specifics of learning and assessing in higher education and large number of exams (10 –
the largest one during college, which can also be a shock for many of the freshers). The
high percentage of skipped exams can also be explained by the fear of being examined,
by the difficulty of assimilating a material that is much more complex than the one
studied in high school, by the fear of “problem-objects” (such as Botany, in which of the
35 undergraduates, 25 skipped the exam, 2 passed the exam, and 8 failed the exam), and
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also by the desire of some students of getting better grades or of learning more and, thus,
assimilating more. The situation of the 3rd grade is curious: at the middle of the course,
this year of study has the lowest number of exams passed (25.40%), the highest number
of exams failed (47.00%) and a large number of undergraduates having skipped the
exams (27.60%). This might be explained as a kind of relaxation before the big test of the
terminal years when interest and intrinsic motivation have a stronger impact.

In Biology (Table 3), the best results are in the 3rd year, a terminal one, with 74.10%
exams passed, followed by the 1st year with 70.21% exams passed and by the 2nd year, at a
relatively long distance from the first two, with only 43.90% exams passed, despite the
fact  that  the number of  exams in this  year  of  study is  the least  of  the three.  The largest
number of exams skipped is also in the 2nd year (44.60%), as well as the highest
percentage of failed exams (11.50%), while in the 3rd year the share of skipped exams is
half the previous one (22.70%) and the number of skipped exams in the 1st year is even
smaller (20.06%). In most cases, the small number of exams skipped is due to the subject
Plant anatomy and morphology, where the number of exams skipped and of exams failed
is  smaller  than  the  number  of  exams  passed.  This  subject  is  fundamental  for  the  Major
Biology, since it represents the premise for assimilating information from other subjects
in  the  1st year  and  in  other  years  of  study  (Plant systemic, Field plant cultivation,
Grassland and fodder crop cultivation,  etc.)  and the requirements  of  such a  subject  are
higher, which can influence both success and failure.

Table 3. Exams passed, skipped and failed (first two modules) (Major: Biology)

Total exams
passed

Total exams
skipped

Total exams
failed

Year  Students Total Exams
(2 modules)

No. % No. % No. %
I   47 7 x 47 = 329 231 70.21   66 20.06 32   9.73
II   22 6 x 22 = 132    58 43.90   59 44.60 15 11.50
III   32 7 x 32 = 224 166 74.10   51 22.70   7   3.20
Total  101 20 ex.     685  455 66.42 176 25.69 54   8.00

The newest major, Cadastre (Table 4), has, together with MEAFP and Plant
Protection, the best results in exams passed (an average of 81.24%) but with values above
this average, i.e. over 90.00% in the 3rd (90.44%) and 4th (94.36%) years of study. The
lowest exam promotion percentage is in the 2nd year of study (70.98%), where there is
also the highest percentage of exams skipped (23.52%), with the lowest percentage of
exams skipped in the 4th year of study (5.40%).

Table 4. Exams passed, skipped and failed (first two modules) (Major: Cadastre)

Total exams
passed

Total exams
skipped

Total exams
failed

Year  Students Total Exams
(2 modules)

No. % No.  % No. %
I 148 7 x 148=1036   805 77.70 156 15.05   75 7.25
II   85 6 x   85 = 510   362 70.98 120 23.52   28 5.50
III   67 5 x   67 = 335   303 90.44   32   9.55 - -
IV   74 6 x   74 = 444   419 94.36   24   5.40     1 0.24
Total  374 24 ex.     2325 1889 81.24 332 14.27 104 4.49

In Environmental Engineering (Table 5), despite the largest number of exams in all
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the  study  years  (9),  there  are  the  best  results  in  the  4th year, where the percentage of
exams passed is also the highest (97.40%). A good percentage (83.30%) is also in the 5th
year of study. In exchange, the 2nd and the 3rd years of study, with 6 and 7 exams,
respectively, reached an exam promotion percentage below 58.50% in the 1st year and
58.80% in the 2nd year. In these years of study there is also the highest percentage of
exams failed in the 1st year (27.40%) and in the 2nd year (20.90%); these years are also
leaders of the exams skipped (20.30% in the 2nd year and 14.10% in the 1st year). In the 1st

year, for example, the subject Applied zoology recorded a large number of exams skipped
and failed (13 and 24, respectively), of a total of 78 students. In the 4th year, where there
are the best results, there is also the very small number of exams skipped (1.16%) and of
exams failed (1.44%).

Table 5. Exams passed, skipped and failed (first two modules)
(Major: Environmental Engineering)

Total exams
passed

Total exams
skipped

Total exams
failed

Year  Students Total Exams
(2 modules)

No. % No. % No. %
I   78 6 x 78 =   468   274 58.50   66 14.10 128 27.40
II   76 7 x 76 =   532   313 58.80 108 20.30 111 20.90
III   46 8 x 46 =   368   285 77.40   41 11.10   42 11.50
IV   57 9 x 57 =   513   500 97.40     6   1.16     7   1.44
V   46 6 x 46 =   276   230 83.30   29 10.50   17   6.20
Total  303 36 ex.     2157 1602 74.26 250 11.60 305 14.14

In Machines and Equipment for Agriculture and Food Processing (Table  6),  a
rather new major of the College of Agriculture, with the first graduates in the academic
year 2008-2009, the situation is relatively good from the point of view of the number of
exams passed, which ranks between 62.00% and 90.27%; in a single year of study (the
3rd), the exam promotion index is lower (62.50%), with the highest number of exams
skipped (29.16%). The explanation could be also in the small number of exams compared
to other majors such as Agriculture, Environmental Engineering, and Plant Protection.

Table 6. Exams passed, skipped and failed (first two modules)
(Major: Machines and Equipment for Agriculture and Food Processing)

Total exams
passed

Total exams
skipped

Total exams
failed

Year  Students Total Exams
(2 modules)

No. % No. % No.  %
I 26 7 x 26 = 182 142 78.02 25 13.70 15   8.28
II 11 6 x 11 =   66   50 75.75   9 13.60   7 10.65
III 12 4 x 12 =   48   30 62.50 14 29.16   4   8.34
IV 14 7 x 14 =   98   86 87.75   2   2.04 10 10.21
V 24 6 x 24 = 144 130 90.27   9   6.25   5   3.48
Total 87 30 ex.     538 438 81.41 59 10.96 41   7.63

As for Plant Protection (Table 7), the highest exam promotion percentage is in the 4th

year of study (98.40%) with close values in the 3rd (92.86%) and 5th year of study
(90.57%). The lowest index of exam promotion is in the 1st year (59.20%), where there is
also the highest percentage of exams skipped (25.00%) compared to only 1.18% in the 4th
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year  of  study;  in  the  1st year there is also the largest number of exams failed (15.80%)
compared to the 2nd year of study (2.20%), the 3rd year (o%) and the 4th year (0.42%). In
the  5th year of study there is no failed exam, which makes us think that students in
terminal years are more interested in getting ready for their exams and that cognitive
reasons (such as the need of information, the need of performance, the need for self-
accomplishment) associated with the need of getting good grades and of avoiding failure
just  before  graduation  can  be  an  explanation.  The  poor  results  of  the  1st year  could  be
explained by the large number of exams (10), with the 4th year having a larger number of
exams (11), as well as by a “problem-subject” – General Botany: of the total number of
26 undergraduates, only 5 passed the exam, which influences the general situation of the
results.

Table 7. Exams passed, skipped and failed (first two modules) (Major: Plant Protection)

Total exams
passed

Total exams
skipped

Total exams
failed

Year  Students Total Exams
(2 modules)

No. % No. % No. %
I   26 10 x 26 = 260 154 59.20   65 25.00 41 15.80
II   16   9 x 16 = 144 109 75.60   32 22.20   3   2.20
III   18   7 x 18 = 126 117 92.86     9   7.14 - -
IV   23 11 x 23 = 253 249 98.40     3   1.18 1   0.42
V   23   6 x 23 = 138 125 90.57   13   9.42 - -
Total  106 43 ex.      921 754 81.86 122 13.24 45   4.90

3.2. RESULTS PER YEARS OF STUDY

Table 8 shows that in the 1st year of study exam promotion rate is 68.34%. In
decreasing order, the situation is as follows: Machines and Equipment for Agriculture and
Food Processing (78.02%), Cadastre (77.7%), Biology (70.21%), Plant Protection
(59.20%), Environmental Engineering (58.50%), and Agriculture (53.70%). The number
of skipped exams is 32.2% in Agriculture, 25.0% in Plant Protection, 20.06% in Biology,
with the other majors between 13.70% and 15.05%. The average of the 1st year of study is
18.70%. As for the number of failed exams, it reaches the highest level in Environmental
Engineering (27.40%) and the lowest level in Cadastre (7.25%), Machines and
Equipment for Agriculture and Food Processing (8.28%) and Biology (9.73%).

As far as the 2nd year is concerned (Table 9), Agriculture ranks first with the highest
exam promotion percentage (82.40%) and with no failed exam. Even the number of
skipped exams is smaller than the average per college and compared to the other majors:
Biology (44.6% skipped exams), Cadastre (23.52%), Plant Protection (22.20%), and
Environmental Engineering (20.30%). The situation of the 2nd year in Biology is the
poorest among the years in discussion and the 2nd from the point of view of school failure.
A possible explanation could be the small number of students in the year (22), many of
which have jobs to be able to go through college. As for the unemployed ones, the
explanation might be the group of negative influence (motivation of learning,
perspectives of employment, and perspectives of remuneration in the field of education –
the target field for which they are trained, etc., which makes the students’ group a non-
educational factor.

Table 8. College of Agriculture, 1st year of study comparative analysis
(first two modules, academic year 2008-2009)
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Passed Skipped FailedMajor  Students Total Exams (2
modules) No. % No. % No. %

A   35 10 x 35 =    350   188 53.70 113 32.20   49 14.10
B   47   7 x 47 =    329   231 70.21   66 20.06   32   9.73
C 148   7 x 148 =1036   805 77.70 156 15.05   75   7.25
EE   78   6 x 78 =    468   274 58.50   66 14.10 128 27.40
MEAFP   26   7 x 26 =    182   142 78.02   25 13.70   15   8.28
PP   26 10 x 26 =    260   154 59.20   65 25.00   41 15.80
Total 360                  2625 1794 68.34 491 18.70 340 12.96

A – Agriculture
B – Biology
C – Cadastre
EE – Environmental Engineering
MEAFP – Machines and Equipment for Agriculture and Food Processing
PP – Plant Protection

Table 9. College of Agriculture, 2nd year of study comparative analysis
(first two modules, academic year 2008-2009)

Passed Skipped FailedMajor  Students Total Exams
(2 modules) No. % No.  % No.  %

A   26 7 x 26 = 182   150 82.40   32 17.60 - -
B   22 6 x 22 = 132     58 43.90   59 44.60   15 11.50
C   85 6 x 85 = 510   362 70.98 120 23.52   28   5.50
EE   76 7 x 76 = 532   313 58.80 108 20.30 111 20.90
MEAFP   11 6 x 11 =   66     50 75.75     9 13.60     7 10.65
PP   16 9 x 16 = 144   109 75.60   32 22.20     3   2.20
Total 236              1566 1042 66.53 360 22.99 164 10.48

A – Agriculture
B – Biology
C – Cadastre
EE – Environmental Engineering
MEAFP – Machines and Equipment for Agriculture and Food Processing
PP – Plant Protection

In the 3rd year (Table 10), the general exam promotion percentage (72.30%) is outrun
by the following majors Plant protection (92.86%), Cadastre (90.44%), Environmental
Engineering (77.40%), and Biology (74.10%). In exchange, the following majors are
below the average: Machines and Equipment for Agriculture and Food Processing
(62.50%) and, at a longer distance compared to the first one, Agriculture with only
25.40% exams passed. In Agriculture,  the  number  of  exams  failed  is  47.0%  and  the
number of the exams skipped is 27.60%, values that are higher than the average per
college (11.93% and 15.77%, respectively). To also note that in the majors Plant
Protection and Cadastre there is no failed exam and that there are least exams skipped
(7.14% and 9.55%, respectively) compared to the average (11.93% and 15.77%) per
college.

The  situation  of  the  4th year (Table 11) points out good results in exam promotion.
Except for the major Machines and Equipment for Agriculture and Food Processing
(87.75%), the share of this criterion is above 91.00%, reaching 98.40% in Plant
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Protection: here, even skipped exams are the least (1.18%) and there is a single exam
failed (0.42%). This is also valid where the number of exams is the largest (11). There is
a similar situation in Cadastre, only here the number of exams is smaller compared to
Plant Protection (6). Anyway, compared to the previous years, the share of exams
skipped and of exams failed is much lesser.

Table 10. College of Agriculture, 3rd year of study comparative analysis
(first two modules, academic year 2008-2009)

Passed Skipped FailedMajor  Students Total Exams
(2 modules) No. % No. % No. %

A   32 7 x 32 = 224   57 25.40   62 27.6 105 47.00
B   32 7 x 32 = 224 166 74.10   51 22.7     7   3.20
C   67 5 x 67 = 335 303 90.44   32   9.55 - -
EE   46 8 x 46 = 368 285 77.40   41 11.10   42 11.50
MEAFP   12 4 x 12 =   48   30 62.50   14 29.16     4   8.34
PP   18 7 x 18 = 126 117 92.86     9   7.14 - -
Total 207              1325 958 72.30 209 15.77 158 11.93

A – Agriculture
B – Biology
C – Cadastre
EE – Environmental Engineering
MEAFP – Machines and Equipment for Agriculture and Food Processing
PP – Plant Protection

Table 11. College of Agriculture, 4th year of study comparative analysis
(first two modules, academic year 2008-2009)

Passed Skipped FailedMajor  Students Total Exams
(2 modules) No. % No.  % No. %

A   32   8 x 32 =  256 233 91.01 19 7.42   4   1.57
C   74   6 x 74 =  444 419 94.36 24 5.40   1   0.24
EE   57   9 x 57 =  513 500 97.40   6 1.16   7   1.44
MEAFP   14   7 x 14 =    98   86 87.75   2 2.04 10 10.21
PP   23 11 x 23 =  253 249 98.40   3 1.18   1   0.42
Total 200                1564 1487 95.07 54 3.45 23   1.48

A – Agriculture
C – Cadastre
EE – Environmental Engineering
MEAFP – Machines and Equipment for Agriculture and Food Processing
PP – Plant Protection

The same three criteria are at the basis of the analysis in the 5th year of study (Table
12) and shows the same good situation. Three of the majors of the college as well as the
average per college are above 90.0% exam promotion. Agriculture even reaches
(99.67%). Here there is no failed exam there is a single exam skipped. (0.33%) with the
largest number of exams (8 compared to the 6 of the other majors). As in the case of the
4th year, skipped exams and failed exams ale low which confirms our hypothesis that
superior reasons for learning evolve with the number of years of study.
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Table 12. College of Agriculture, 5th year of study comparative analysis
(first two modules, academic year 2008-2009)

Passed Skipped FailedMajor  Students Total Exams
(2 modules) No. % No. % No. %

A   37 8 x 37 = 296 295 99.67   1   0.33 - -
EE   46 6 x 46 = 276 230 83.30 29 10.50 17 6.20
MEAFP   24 6 x 24 = 144 130 90.27   9   6.25   5 3.48
PP   23 6 x 23 = 138 125 90.57 13   9.42 - -
Total 130               854 780 91.33 52   6.09 22 2.58

A – Agriculture
EE – Environmental Engineering
MEAFP – Machines and Equipment for Agriculture and Food Processing
PP – Plant Protection

4. CONCLUSIONS AND RECOMMENDATIONS

Success / failure in school is determined by a complex of factors that can act
concomitantly or successively.

The correlations between the factors can be analysed through the prism of circular
causality (a certain level of success / failure) that can have repercussions on the triggering
factors.

The success / failure factors act differently at different levels of education, with
obvious differences at the level of higher education where teaching – learning – assessing
methods also differ from the ones in secondary education.

With transferable credits, skipping exams and failing exams are true challenges for
the undergraduates, since they can be associated with the desire of obtaining better results
and superior school success in different conditions.

This statistic presentation should be completed with the analysis of the grades
obtained by the students, with surveys among the undergraduates concerning the causes
of skipping exams or of failing exams, as well as with other tests and even case studies,
etc. if we need to have a true image of success / failure in school.

The issue of success / failure in school, approached through the prism of the strategies
that involve “the level of educational macro systems” and also “educational units” ask for
certain measures to be taken:

- ensuring the organization of the educational process at the level of the institution
(college, major);

- ensuring quality and modernity of the curricula, of the teachers, of the technical
and material basis, and of modern teaching strategies;

- diminishing the number of exams per year of study;
- developing student groups that can act as educational factors;
- developing convictions meant to lead to high levels of performance, to interiorize

the way we assess results in exams with a view to educating in the spirit of self-
assessment;

- ensuring a balanced psychic capable of developing intellectual, affective,
volition, etc. activities favourable to high and efficient learning activities; proper
psycho-therapy (if necessary) to remove nervous and psychic conditions
(impulsiveness, academic or social inadaptability, behavioural dysfunctions, etc.);
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- developing democratic relationships between teachers and undergraduates,
between teachers guiding students’ activity and the undergraduates, together with
psycho-pedagogical guidance and counselling;

- ensuring valuable inter-human and social relationships.
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ABSTRACT

With the passage of former President George Bush’s educational initiative No
Child Left Behind (NCLB) in 2002, educators were compelled to revise curriculum in
every discipline. One of the purposes of NCLB was to include outreach to families
and immigrant communities. Though President Obama has a new education plan to
reform NCLB, it is still in effect. This paper will describe how one educator reached
out to immigrant families living in Atlanta, Georgia as well as her experience
integrating NCLB requirements into her courses at the University of Georgia. This
document will also describe current community outreach efforts at the University of
Pretoria. These dynamic community outreach projects were shaped in part by
international academic collaboration between the two professors.

Keywords: Education and Community Outreach; Curriculum Studies in Education;
Community Engagement in Education; International Collaboration in
Education

1. THE UNITED STATES

In the State of Georgia, the immigrant Latino population has grown exponentially in
the past ten to fifteen years. Most of these individuals are undocumented, impoverished
workers and families from Mexico, Central America, and Brazil. These new “citizens” of
the state want a quality education for their children and enrol them in public schools upon
arrival. The U.S. will provide a free public education for any child regardless of
immigration status. These children were and are mostly from third world backgrounds
and present quite a challenge to educators who do not speak Spanish or Portuguese, yet
they must be served appropriately and promptly as soon as they enrol.

This suburban school district in which I worked hired English/Spanish translators to
convert all official school forms into Spanish as well as any other home language
represented, such as Portuguese for the Brazilian learners. The school also supplied
interpreters for parent/teacher conferences held twice per year for all students. These
conferences were held for one week in fall and one week in spring, and we offered two
evenings for those working class parents unable to leave their jobs until after hours.
Unlike with White or Black middle class families, I found that my particular student
population required extra effort to get parents into the school for these conferences due to
the fact that their immigration status was undocumented, and they feared any interaction
with “the establishment” because they didn’t want to call any unwanted attention to their
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plight. I found, however, that if I sent out several notices in the home language and
telephoned the parents the day before their appointment, their attendance was markedly
improved. I also spoke Spanish, so that helped me in this work a great deal. I did not have
to rely upon school-sponsored interpreters and translators to help me during these
conference times.

In addition, I telephoned the students’ parents/guardians at least once per quarter to
inform them of their child’s progress in my English class. These calls were well received
and  appreciated  by  the  parents.  Furthermore,  I  telephoned  home  if  there  were  any
discipline issues that needed to be resolved.

At the beginning of the school year in September, a school wide Open
House/Welcome Meeting was held during evening hours. All faculty and staff were
required to attend. The Principal made a formal presentation to the families in English,
his only language. The purpose of this Open House was to kick off the school year and to
allow an opportunity for parents to meet their child’s teachers for the year. Since it was
held  in  English,  I  felt  it  important  that  I  hold  a  separate  Open  House  for  the  Spanish
speaking parents to attend. This meeting was received very well, and once again, I found
that with several prompts, parents and guardians would turn out for the meeting. The
Principal gave the same public address, and an official interpreter provided the
information in Spanish. Though teachers were not required to attend this additional Open
House,  the  parents  were  able  to  meet  the  school  administrators  as  well  as  the  ESOL
teachers, myself and one other colleague.

In the spring of the year, we held a Latino Saturday Fair where we reached out to
Spanish speaking families on a beautiful day in May in a community engagement effort.
We had a large Bar-B-Q (braai), and we had the Atlanta professional soccer team to come
and play an exhibition game for us. Also represented in kiosks, were a mortgage
company, a real estate agent, an insurance company, a medical doctor, and a dentist. This
Fair  was free for  all  attendees,  and we had approximately 300 people in attendance – a
real success! The school district supplied all funding for the day-long event, and there
were donations of goods and services as well.

At this juncture, I finished my Ph.D. and started work as a Language Education
Lecturer at the University of Georgia in Athens, Georgia. My task there was to provide
the three state-mandated language education courses required for ESOL teaching
credentials  in  our  state:  P-12  ESOL  Methods  &  Materials,  Language  &  Culture  in  the
Classroom, and First & Second Language Acquisition. The students in these university
classes were both undergraduate and graduate level students. The NCLB initiative
continued to have an impact on my professional life, as I now had to design my teacher
education university curriculum to include the NCLB mandate of parent and community
outreach. I now had to train teachers in these outreach attempts and successes. I
determined that the methodology course would be the best of the three in which to cover
such curriculum.

I devoted a whole week of the 14 week course to parent outreach and the importance
of community engagement to immigrant students’ success in school at any level. In this
week, we covered NCLB mandates and focused on parental involvement, no simple task.
I also required that students read and write a book review of Guadalupe Valdes’s 1996
text, Con Respeto: Bridging the distances between culturally diverse families and schools
: An ethnographic portrait. In this book, Valdes describes her research involving working
class families of Mexican origin and their children’s success, or lack of, in U.S. schools.
In her study, Valdes found that these parents viewed education differently than
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mainstream, middle class U.S. parents. For example, the working class Mexican families
viewed “education” as teaching their children good manners and good morals. As a result,
their young children did and continue to turn up at the first day of Kindergarten
unprepared to start school. They did not/do not know their letters, colours, numbers, etc.
Nor have they been read to in either language by mother, father, or an older sibling, and
all of these factors render them at a distinct disadvantage from the very beginning of their
educational careers. These families viewed the above components of education as the
school’s responsibility. Working class parents of Mexican origin don’t consider
themselves knowledgeable enough to teach school related curriculum. On the other hand,
mainstream families indeed view it as their responsibility to prepare their children for
school by implementing early childhood curriculum into their daily lives with their pre-
school children. Thus, these children are considered to be “school ready” when they show
up on day one at the public school door.

While Valdes provides no easy answers to this problem, she at least provides a
description of what is going on in these children’s lives and why there are such
discrepancies in school readiness. Her work helps educators to understand this school
population in order to better serve their needs through parent involvement, parent
education, and community engagement.

I also required all students in this same ESOL methodology course to complete an 18
hour field experience and to submit a final portfolio counting for 40% of their final mark
for the course. Students were to complete three classroom observations of ESOL learners
in school as well as find tutoring opportunities with the same students in the afternoons
after  school,  or  in  some cases,  during the school  day for  a  total  of  15 hours  “hands on”
working with English language learners . This was usually very welcome help as
mainstream classroom teachers commonly felt/feel overwhelmed when he/she is
monolingual English and is faced with a monolingual Spanish-speaking child. My
university students had to begin with a formal language needs assessment of the
student(s) and then plan eight appropriate lessons for the learner(s). These lessons along
with the supporting student work had to be submitted to me at the end of the semester.

2. SOUTH AFRICA

Here at the University of Pretoria (UP), we hope to learn from the above contexts and
collaborate on ways to further incorporate parental involvement and community
engagement with South African families whose learners are in government schools, some
of which are impoverished and under-funded. Tremendous efforts are currently underway
in the JTK 200 Language Across the Curriculum course with Dr. Hanlie Dippenaar.

At the University of Pretoria, JTK 200 is a compulsory subject for all 2nd year
Education students to develop effective communication strategies linked to the
requirements of the teaching profession. The aim of the course is to ensure that all
students are able to communicate effectively with learners through the medium of English
and practice the notion that “every teacher is a language teacher.” Opportunities have to
be created where students can practice their communication skills in English in an
authentic situation.  Classes are large, and it is difficult to practice the skills for teaching
excellence in a lecture hall. However, the lectures form the backbone for the practical
application of skills in fieldwork. In this course, student teachers are to participate as
responsible citizens in local, national and global communities. To achieve these
outcomes, a community-based project was incorporated in the curriculum of the course.
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The community based project is an attempt to allow students to apply and practice their
communication skills in a real-life, authentic teaching-learning situation and
simultaneously address a need in the community, as this will enhance their own abilities
in teaching through the medium of English.

Currently, based on the students’ experiences and feedback as well as collaboration
between the two professors, five South African community-based projects have been
identified where UP students are sent to complete 15 hours of tutoring learners from
disadvantaged communities. These at risk learners are from various backgrounds without
support systems at home. For example, some are from child-headed households or
orphans staying with family members. They are in dire need of help with their school
work as well as emotional support.

This  situation is  very similar  to  Dr.  Sheppard’s  context  in  Georgia.  To alleviate  the
problems of these learners, students are sent on tutoring projects in which specific focus
areas are addressed. The current projects for 2009, are aimed at an after school program at
a  local  primary  school  in  Mamelodi,  after  school  care  centres  in  Eersterust  and
Mabopaan, after school programs at the Mamelodi campus of the University of Pretoria
as  well  as  programs  at  prisons  in  Pretoria.  Most  of  these  projects  are  tutoring  projects
where  students  assist  learners  with  their  homework  and  include  games  and  activities  to
enhance language proficiency in English. In addition, the UP students prepare their own
material for the learners to improve reading and writing skills in English.

Outlined below is a brief elaboration of each of the five UP projects for 2009:

Thuthukani project. The partnership with the Thuthukani Project was initiated by
members of the South African Welfare association called “Suid-Afrikaanse Vroue
Federasie” (SAVF) who have identified the need for students from the Faculty of
Education  to  assist  the  Social  Work  students  (3rd year) who are currently doing their
practical training at Legora Primary in Mamelodi (Thuthukani project), under the
auspices of the SAVF. The Thuthukani project has existed for the past three years and
provides a service to disadvantaged children in the community through community work
and simultaneously training for UP Social Work students in the field. These learners learn
through the medium of English and mother tongue (Setswana or Sesotho) and experience
difficulty with their schoolwork which could be due to their inadequate English language
ability. The JTK 200 students assist learners with their homework and enhance their
English proficiency through games and activities, under the supervision of the third year
Social Work students.

Mamelodi Campus – Computer program. This year we will start a new project on the
UP Mamelodi campus. Children from the surrounding area will attend computer sessions
where their school curriculum (grade 3-5 or grade 10-12) will be revised. Students will be
trained to work on these programs and assist learners.

Mamelodi Campus Science and Maths program. This is another brand new project
with great possibilities for students especially interested in Science and Maths. The U.S.
Embassy has funded a Science Reading Room on the Mamelodi campus where the focus
will be on Science and Maths, and children will be introduced to the wonders of Science
as a discipline.
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Baviaanspoort Prison. Students can experience the television series “Prison Break”
for themselves. At Baviaanspoort are three prisons (maximum, medium and juveniles)
where inmates are offered various educational programs and the opportunity to complete
their schooling. Students who choose this project will tutor prisoners in various projects.
This is very safe, but a real eye opener to the problems facing incarcerated learners.

Central Prison.  At  Central  Prison  students  will  tutor  juveniles  (under  21)  who  are
awaiting trial. These youngsters may be in prison for up to two years before their cases go
to court. They are in need of life skill programs and basic literacy as many are street
children who cannot read or write.

Eersterust Aftercare. A group of ladies in Eersterust started an aftercare centre where
children are tutored by our students on a weekly basis. Ages vary from Grade 1 – 12.
These kids are enrolled in school, but many parents cannot assist them with their
homework because of work and family obligations or due to a lack of literacy themselves.
These learners need help with school work or sometimes just a friend.

Other projects. Students who can prove time-table clashes, or who are already
involved in similar projects, may apply to use their own projects. These students have to
arrange their own logistics and transport. Examples are students working at orphanages,
or going on Mozambique or Zambia outreaches with their churches or holiday programs
in their own hometowns.  Every year we also consider the viability and possibility of
adding new projects for our students. Requirements are that these projects should not be
too far, and that it would benefit the surrounding community as well as our UP students.

By introducing this field-based community outreach project into the curriculum,
assessment opportunities are created which are authentic and practical yet relevant to the
outcomes of the course. The students’ feedback on the project is very positive and it
makes their lectures more relevant and practical.

3. CONCLUSION

Despite the many advantages for our students and learners at the University of
Pretoria and the Gauteng Province, pre-and post-tests have shown that the effect of the
above interventions does not have a dramatic enough affect on the scholastic performance
of the disadvantaged learners, even though they improve with regard to social skills,
confidence and motivation. This could be due to the fact that the UP students only spend
15 hours with the learners and see them only once per week.

After discussions with Dr. Sheppard on the “No Child Left Behind” programs in the
U.S., we have arrived at the conclusion that the South African parents of these learners
need to be more involved where possible to enhance their child’s education. To achieve
this, a program called the Botswadi Program will be introduced at the Thuthukani project
where  Social  Work  students  and  volunteers  from  the  community  will  be  trained  to
educate parents on childcare and child development.

These UP community outreach projects provide opportunities to expose students from
the Faculty of Education to authentic situations where they can practice their English
communication skills while simultaneously addressing community needs. As the
University has a mission and aim to educate students in community outreach, these
projects provide excellent, yet safe opportunities for students to achieve the outcomes of
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their course as well as learn more about community outreach, a complex challenge
brought about by the changing nature of the relationship between global and local
economies and governments.

In the United States, Democratic President Barack Obama and Vice President Joseph
Biden plan to reform George Bush’s Republican No Child Left Behind educational plan.
President Obama has listened to educators’ complaints regarding the intense focus on
standardized testing required by NCLB, and he envisions this time as a defining moment
in history as both America and South Africa face the urgent challenge of preparing their
children to compete in a global economy. The decisions that he makes and the
educational reforms that he signs into law in the next four years will shape the future of
the U.S. for years to come. This new, Democratic vision for 21st century education
includes extensive reform and new measures of accountability, and Obama asks parents
to strive even harder to take responsibility for their children’s success in school so that
they can move forward successfully and be prepared for college and the workforce.  This
new education plan promises to restore the quality of America’s public education and
ensures that her learners will rise to the challenge of setting an example for the world in
the areas of scholastic achievement, creativity, and success.

As university academics, we are both excited by the U.S. educational reform plan,
and we plan to continue our collaboration across continents to better prepare our future
teachers for the rigors of their profession. We plan to work together to design new
curriculum that reflects new opportunities for parent involvement and community
engagement in both the U.S. and South Africa. We recognize this moment as a rich, new
chance to cooperate to advance our field internationally and to further the development of
curriculum studies across our countries.
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