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FOREWORD 

 

 

The 6
th
 volume of Didactica presents papers pertaining to the main research fields of 

psychology, pedagogy, and sociology. 

 

Three papers written in the field of psychology deal with three different aspects of 

youth psychology: one paper focuses on behavioural disturbances in teenagers, another 

one focuses on the educational role a student group can play in academic communities, 

and a third one focuses on domestic violence (on both children, women and men) and 

particularly on its causes and consequences. 

 

The papers that deal with pedagogy matters approach some of the most important and 

common issues in this area: the use of active-participative methods in primary school, 

physical deficiencies in secondary school, school success in high-school, and 

environmental education at all levels. 

 

Finally, two papers deal with sociology: self-enhancement, self-criticism and socio-

cultural influences in the forming of self-concept, and the preference of the 

interdependent self-concept to contextual information.     

 

We consider that all of these papers contribute to the development of the theory and 

methodology in the field of social-humanities in general, and in the field of pedagogical 

sciences, in particular. 

 
 

Maria Palicica, PhD 

Editor 

Didactica 
 

 

 

 

 

 

 

 

 

 

 



 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 



BEHAVIOURAL DISTURBANCES IN ADOLESCENCE 
 

GEORGIANA DUMITRU 

University of Piteşti, Romania 

geo_dumitru81@yahoo.co.uk 

 

ABSTRACT 

 

The excesses of normal adolescent behaviour often reach such emotional 

extremes that some people would say that adolescence itself is a form of 

psychopathology, However, it is important to recognize that some adolescents are 

deeply troubled individuals whose ability to function may be severely limited. Thus, 

the study is talking about problems ranging from the almost normal to the neurotic 

and psychotic. In addition to running away, delinquency- most commonly of the 

socialized or subcultural variety- is characteristic of the period.  

 

Keywords: Anorexia nervosa; Depression; Normal behaviour; Neurotic reaction  

 

1. INTRODUCTION 

 

On a theoretical level, we hope that our study will lead us to increased understanding 

of normal as well as disturbed development. We are confronted with a problem. This is 

defining what we mean by normal and abnormal behaviour. There are three basic ways of 

defining what it means to be psychologically normal. The first is the symptom-free 

definition: As long as a person has no serious psychiatric symptoms- inability to learn, 

disordered thinking, hallucinations- or combination of symptoms, he or she can be 

considered normal. The second is the social-modal definition: As long as a person 

behaves pretty much like most other members of this or her social group, observing its 

values and conventions, he or she is considered normal. The third is the creative-minority 

definition: Only those people who have transcended the cultural myths and artificial 

restraints that hobble the thinking of ordinary people can be considered truly normal.  

One fairly common expression of adolescent unhappiness is running away from 

home. The first of these is the lark, running away temporarily from adult authority in 

order to go on a spree, often with a companion. When the money runs out, the young 

person telephones home collect, professes contrition, and asks to be retrieved.  

The second kind of running away is also temporary but has a more serious purpose. It 

seems to be a way of saying as concretely as possible to unheeding parents that they are 

mistreating the young person badly and causing him or her grave distress. This short of 

running away may embody repeated flights and reconciliations. It appears to occur most 

often among females.  

The third form of running away expresses a grim determination, come what may, to 

escape from all that makes life unbearable at home: parental authority, the boredom of 

small-town life, ostracism by peers, the demands of school, any of the things that drive 

young people to desperation. This last kind of running away, is consider to be at least 

marginally pathological because the young person has usually not thought through the 

practical consequences of this manner is an escape into a fantasyland.  

The lucky young person may find a friend‟s house or a hostel to serve as a base, if 

only temporarily, from which to build a life. Some hostels offer counselling and try to 



reconcile parent and child. Failing reconciliation, hostels try to place the youngster in 

school, find him/her a job, or do whatever else it possible to keep the young person 

occupied and off the streets. The less lucky – and more numerous – young runaways, 

unfamiliar with big-city ways and the few legitimate job opportunities that exist, simply 

drift until picked up by one of the professional predators. The desperate young person 

may begin by getting hooked on drugs, but the ultimate fate of all too many is 

prostitution. 

We lack the research that tells us about the long-term fate of young runaways. We do 

not know what proportion of them eventually finds conventional employment, goes back 

to school, and launches a career. Some may rise in the world of prostitution or drug 

dealing which, at the top, offer rich material rewards. Some may become thieves or 

confidence artists. Some, we are sure, deteriorate and end up as derelicts. Those who 

study Skid Row report that its denizens are younger all the time. The worst off are the 

addicts, for whom no degradation is too big a price to pay for drugs.  

 

2. DELINQUENCY 

 

Adolescent delinquency may be simply an extension of the delinquent behaviour 

found in middle-years children. Adolescents, too, act out their impulses or behave 

sociopathically. The chief new feature of adolescent delinquency is what is called 

socialized or subcultural delinquency. What appears to members of the mainstream 

culture as criminal behaviour is, in some subcultures, taken for granted as a normal 

adjustment to reality. Young people growing up in and identifying with such a subculture 

do not `even think of right and wrong in the dominant culture‟s terms. Right and wrong 

are not what the law says. They are what their subculture‟s view of reality dictates. 

Smuggling or burglary or prostitution may be passed down from generation to generation 

as a family trade. A criminal way of life may be simply the young person‟s cultural 

heritage.  

We do not know whether today‟s reform schools for young males offer any sort of 

preparation for a non-criminal life. Female inmates are trained to find careers as cooks, 

maids, seamstresses, or beauticians.  

It is not certain that running away and delinquency qualify as mental or emotional 

disturbance. There are, however, conditions found in adolescence that are readily 

identifiable as neurotic or psychotic.  

 

3. NEUROTIC REACTIONS IN ADOLESCENCE 

 

For unknown reasons, the incidence of various neurotic conditions shifts with the 

times. For instance, in years past hysteria was thought of as a common neurosis of 

adolescence. Hysteria refers to a bodily malfunction in the absence of any detectable 

physical cause. Thus young people used to develop hysterical blindness or deafness, 

paralysis of a limb, or loss of feeling in some region of the body. There was a thriving 

hysteria industry, with learned accounts of the disorder‟s origin, of methods to distinguish 

between true hysteria and malingering in soldiers, and of ingenious procedures for 

proving that the malfunctioning organ system was basically in good working order. Now, 

as far as the literature shows, hysteria is a rare occurrence. 



The most common forms of neurosis in today‟s adolescence seem to be phobias, 

which, as we have seen, can begin as early as the preschool years and continue lifelong, 

and anorexia nervosa. 

Anorexia nervosa is an inability or refusal to eat. It is most common among 

adolescent girls and has often been interpreted as a disguised resistance to growing up 

and accepting a heterosexual role. It formerly was an affliction of the well-to-do, but it 

now seems to occur at all levels of society. Jane Brody (1982) lists the symptoms as a 

dreadful fear of getting fat, a mistaken belief by the anorexic that she is fat, and a weight 

loss of 25 percent or more. Anorexia is likely to be marked by absence of menstruation. 

The anorexic also experiences slowed pulse, low blood pressure and body temperature, 

hyperactivity, and, in some cases, a growth of fine hair all over the body. Male victims 

lose their sexual drive. 

Most anorexics eat as little as possible. Some, however, stuff themselves full of their 

favourite foods and then vomit everything out again. Some stop eating altogether and 

have to be tube-fed. Some die. 

A similar success rate is claimed by a system of long-term individual psychotherapy 

known as the nurturing-authoritative approach (Levenkron 1982). This approach does not 

try to encourage or force the patient to eat, as does the method of Minuchin and his 

associates. It emphasizes self-starvation as an attention-getting device that compensates 

for a broad sense of inadequacy. Inasmuch as some anorexics recover without 

professional treatment, we are not sure how much various therapies contribute beyond 

and spontaneous cure rate. 

At the opposite pole from anorexia is the once-common condition of bulimia or 

compulsive overeating. Bulimia may begin long before adolescence. It often appears to 

be an expression of an oral infantile personality hungering for love and support. It has 

somatic consequences in obesity and metabolic changes. Current usage often defines 

bulimia as the variety of anorexia that involves gorging followed by vomiting and 

purging. This usage may prevail, but it should not blind us to the fact that some 

adolescents and adults are neurotically voracious eaters who do not promptly unload what 

they have ingested. 

Various psychosomatic disorders may appear in adolescence or even at younger ages. 

Psychosomatic disorders are anatomical changes associated with prolonged 

psychological distress. All strong emotions entail bodily changes. When individuals are 

subjected to chronic strain their organ systems begin to break down. Among the more 

prominent psychosomatic disorders are migraine headaches, asthma, eczema, and gastric 

ulcers. Note that reacting psychosomatically to emotionally charged situations is perfectly 

normal. It is only when persistent or recurring stress leads to tissue damage that one is 

said to be suffering from a psychosomatic illness. 

 

4. PSYCHOTIC REACTIONS IN ADOLESCENCE 

 

4.1. PSYCHOSIS 

  

Psychosis refers to those psychological conditions in which individuals lose most 

effective contact with the outside world and become to control their own behaviour in 

ways that are generally considered rational. In adults, the two most common forms of 

psychosis are the so-called mood disorders (notably manic-depressive psychosis) and 

schizophrenia. True manic-depressive psychosis, marked by recurring cycles of energetic 



excitement and black depression, is quite rare in adolescence. However, a fair number of 

adolescents become profoundly depressed, some to the point of wanting to kill 

themselves. 

 

4.2. DEPRESSION AND SUICIDE IN ADOLESCENCE 

 

As defined by psychiatrists, depression covers quite a few states of mind. Most 

obviously, there is sadness, the sort of feeling we associate with loss: of a loved one, of a 

romance, of a period of our lives. A more intense sort of sadness is grief. Depression also 

includes despair and hopelessness, feelings of impotence or worthlessness, self-hatred 

and self-contempt. It includes such delusions as that one‟s internal organs are rotting 

away. Depression may appear as guilt for misdeeds or inadequacies. It may take the form 

of fierce anger turned inward. 

Some authorities treat depression as the result of learned helplessness (Seligman & 

Beagley 1975). Learned helplessness, you will recall, describes the reaction of rats that 

have been exposed to inescapable electric shock. When placed in a tank of water, they 

simply give up and drown without a struggle. We do not know how valid the analogy is, 

but some number of adolescents no doubt despairs or ever meeting the unrealistically 

high standards set for them by their parents. However, the variety of states encompassed 

within the concept of depression makes any simple explanation unlikely. 

Adolescent depression of varying kinds and depths can be triggered by a single major 

reversal, such as failure to get a coveted job or the end of a romance. It can be the result 

of a series of lesser setbacks, such as a scolding by the parents and a broken date and a 

quarrel with a friend. It can reflect adolescents‟ perception of the broader society as 

inhospitable, even hostile, offering no handholds with which to get a grip on adult life. It 

can express Weltschmerz, adolescents‟ pain at the gap between the ideal and reality. Or, 

when it suits adolescents‟ role playing, they can easily talk themselves into a fit of 

depression. Even though some cases of depression may be nothing but romantic 

posturing, most are real and serious. It is out of deep and enduring depression that some 

adolescents attempt or commit suicide. 

Suicide in adolescence is much lower than that found at later ages. Suicide among 

white males increases steadily with age to a peak at ages eighty to eighty-four. The 

suicide rate for white females reaches a peak at ages forty to forty-nine. The peak for non-

white males comes at ages twenty-five to twenty-nine. For non-white females, there is a 

peak in suicide rate between ages twenty-five and thirty-nine, with a second similar peak 

in the early fifties. 

According to Weiner (1980), adolescent females are three times more likely to 

attempt suicide than adolescent males, although the actual rate for death by suicide is 

three to four times higher among males than females. Adolescent suicide is always 

dreadful; its incidence is somewhat less alarming than some people would have us 

believe. There is some reason to think that suicide is contagious. Whenever a major 

public figure commits suicide, there is a subsequent rise in fatal one-car crashes. Many 

people suspect that these are usually deliberate rather than accidental. A TV program on 

adolescent suicide was shot on location in a suburban community where three adolescents 

had killed themselves a short time before. Such minor epidemics and the attendant 

publicity may give the impression that multitudes of adolescents are doing away with 

themselves. Experts on suicide caution us not to dismiss failed attempts as mere attention-

getting gestures of no real significance. At least some of those who fail keep right on 



trying until they finally succeed. Thus a suicidal gesture may be a cry for very badly 

needed attention. 

Most adolescents are strong, healthy, vigorous people with considerable resilience 

and vitality and a powerful urge to live. However, this assertion must be qualified by 

saying that many adolescents seem to have a limited awareness of their own mortality, as 

is evident in the risks they take. 

 

4.3. SCHIZOPHRENIA 

 

Schizophrenia is a condition of severe psychological disturbance that is thought to 

reflect a split between mind and emotion. It can occur as early as the preschool years, but 

it is during adolescence that a true schizophrenic breakdown is most likely. Indeed, 

schizophrenia used to be known as dementia praecox, insanity of the young.  

Like the mood disorders, schizophrenia is actually a label that embraces several kinds 

of psychoses. All have in common a distortion of normal emotional responding. They all 

also are marked by ideas about reality that are greatly at odds with what most people 

think. Schizophrenics may harbour delusions, unfounded beliefs such as that one is being 

bombarded by x-rays or being controlled by radio messages from some mysterious 

source. Schizophrenics may believe that their bodies are being corrupted by strange 

diseases. These beliefs may take the more concrete form of hallucinations. These are 

imaginary but nevertheless vivid experiences of seeing, hearing, tasting, or smelling 

things that are not there. Some schizophrenics are paranoid. They believe that they are 

being persecuted, or being poisoned, or plotted against or spied on. Some schizophrenics 

spend at least part of their time in total apathy and inactivity, or in a semi-stuporous state 

of immobility called catatonia. Schizophrenics may withdraw from human contact. They 

may show grossly inappropriate emotional reactions such as giggling at news of disaster 

or flying into a rage over some trifle. 

 Some schizophrenics seem to be happy in their fantasy worlds. Some seem to lack 

any emotion. Some are at constant war with their surroundings. Others appear to seethe 

with bottled-up passions. Schizophrenics may feel harried by their enemies. They may be 

verbally abusive. They may take pleasure in behaving outrageously. Schizophrenics seem 

to have a sense of themselves as grotesque, and when they turn violent, it seems to be in 

an attempt to destroy a world which reflects back to them an unbearable self-image. 

When they simply turn away from the world, it is to avoid seeing a painful reflection. 

Schizophrenics are increasingly being treated with drugs outside the hospital setting. 

Unfortunately, the ataractic (tranquilizing) drugs may have serious physical and 

behavioural side effects, such as uncontrollable grimacing. A great many schizophrenics 

recover spontaneously, especially those who develop symptoms during adolescence. A 

few schizophrenics are lethally dangerous. One of the great puzzles of legal psychiatry is 

how to distinguish between dangerous schizophrenics, who have to be kept locked up, 

and harmless ones who can safely live in the community. Numerous patients have been 

locked up for years as potentially dangerous without ever doing a bit of harm. Others, as 

one can read in the newspapers, are let go as harmless and then embark on a killing spree.  

We have already mentioned the ongoing debate about whether schizophrenia is 

organic or psychological in its origins. The debate is further complicated by the diversity 

of conditions grouped together in a single category, and by the difficulty of finding 

agreement on which symptoms and syndromes is to be studied. Some experts, following 



Szasz (1961), question whether any such thing as schizophrenia even exists. We prefer to 

leave that question to others and refer you to such authorities as Shapiro (1982). 
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ABSTRACT 

 

In this paper the authors present a few aspects of student group in general and of 

undergraduates group in particular from the perspective of the socio-educational role 

they can play. Starting from the classification and features of student groups, the 

authors focus on the way they can be studied ad better known (sociometrical test, 

psychodrama, sociodrama, psycho-social observation, psycho-social experiment, 

questionnaire, and objective assessment of personality) as a basis for the analysis of 

the dynamics of the making up and education of a student group. The conclusions 

drawn from this analysis show that psycho-educational vectors such as family, 

school, university, foundations, associations, institutions others than educational 

ones, mass media, etc. are no novelty and that the strategies, i.e. the socio-psycho-

educational ways, means, procedures, and techniques (among which the ones 

mentioned above) can lead to successful making up and education of both the student 

group and of each individual. 

 

Keywords: Social group; Student group; Socio-educational group; Strategy 

 

1. THE CONCEPT OF STUDENT GROUP 

 

Student group is a social community of people (students or undergraduates) 

with unitary structure and managerial coordination and constituted on the 

round of common interests and objectives. 

Student groups (and undergraduate student groups, as well) are social 

communities of development of the humans, of the individuals as social beings 

(associate, colleague, friend, partner, etc.), communities in which there is a system 

of social and inter-personal relationships, a combination of public and personal 

interests. 

Common activities characterising a student group concern the achievement of 

educational objectives that contribute to the training and the development of a 

student personality and professionalism, based on school learning, training for a 

certain trade, common working and creative activities within academic and 

practical curricular and extra-curricular activities, fair play in learning, sports, 

cultural and artistic activities, scientific research, etc. – the last one in academic 



education mainly. Student groups ensure cooperation and fair play competition 

among young people. 

A class of students (schoolchildren) is the basic student group in general 

education, while an undergraduate student group, sub-group or year of study are 

academic educational structures. 

2. CLASSIFICATION OF STUDENT GROUPS 
 

Both student and social groups can be classified depending on size or on type of 

organisation (Bontaş 1998). 

- depending on size, student groups can be: 

 small student groups (student micro-groups), such as schoolchildren classes 

or undergraduate sub-groups; 

 large student groups, small student group ensembles making up schools, 

colleges, universities. 

- depending on size, social groups can be: 

 small social groups (social micro-groups), such as work teams, family, 

schoolchildren classes, undergraduate student groups, etc.; 

 medium social groups, such as different institutions, commercial enterprises, 

schools, colleges, universities, etc.; 

 large social groups (social macro-group), such as society as a coherent whole 

of small and medium social groups. 

- depending on the type of organisation, both student groups and social groups can 

be classified as:  

 formal student groups, institutionalised, legal, organised on the ground of 

official regulations, such as schoolchildren groups, undergraduate student 

groups, schools, colleges, universities, etc.: they are the most numerous 

groups and are related to the basic educational activity in Romanian education; 

 informal student groups, spontaneous, non-institutionalised, constituted as 

temporary, incidental agglomerations of schoolchildren or undergraduates 

based on unexpected situations but attracting young people since they meet 

certain positive and individual interests of the latter, such as occupying a 

playground, producing a cultural and/or artistic event, helping colleagues or 

other people in danger, etc. 

But other informal student groups with negative interests can also appear, such as the 

gang, based on certain anti-social “objective interests”, groups whose aim is to revenge, 

destroy, steal, etc. 

Another informal group is the “friend group” with socially “harmless” interests and 

concerns, a type of group that can turn into a negative one if they do not get aware of the 

true character of their interests and concerns. 

Knowing the positive or negative character of the objectives and concerns of informal 

student groups is a must if we need to enhance positive trends and diminish or even 

remove any negative, antisocial trend. 

 

3. FEATURES OF THE STUDENT GROUP 
 

Student groups as social groups seen from a socio-pedagogical perspective, have the 

following main features – size, composition, structure, common interests and objectives, 



a system of social and inter-personal relationships, creative abilities, syntality and the 

democratic character of the group’s life and activity: 

- The size of the student group refers to the number of schoolchildren 

(undergraduates) of a student group established by certain regulations, i.e. 25-30 

people in a schoolchildren class, 7-14 people in an undergraduate sub-group, and 

25-30 people in an undergraduate student group. School and college groups 

should observe the figures mentioned above if we need to ensure favourable 

psycho-socio-educational conditions for an efficient activity of the group. 

- The composition of a student group refers to similar age and education 

schoolchildren or undergraduates such as attested by similar courses attended and 

by common interests and objectives as psycho-socio-pedagogical conditions for 

normal social and inter-personal relationships and for efficient teaching and 

educational activities. His relative homogeneity of age, education, and objectives 

is also doubled by certain individual differentiations among the members of the 

student group such as differentiations in school grades (low, good, very good, 

exceptional); different aptitudes, interests and talents; cognitive, affective, 

temperamental, characterial, and will; different creative potential, etc. There are 

also sex differences (boys and girls are put together), as well as lifestyle and 

standard of living differences (due to the different material conditions provided by 

the students‟ parents), etc. All these differences and many others should be well 

known and taken into account in life and in psycho-socio-educational activities if 

we need to find optimal solutions for the solving of the problems resulted from 

diversity (based on both an analysis of the whole and on individual and 

differential approach of the students). 

- The structure of the student group refers to the formal, institutionalised structure 

made up of 25-30 students. Both schoolchildren and undergraduate student groups 

have different coordination structures. The managerial nucleus is freely elected, 

and consists of a leader (class leader, group leader, year leader) and of several 

permanent or temporary people responsible for the coordination of certain 

activities. In addition, the schoolchildren class, the basic group in general 

education, has a class teacher while the undergraduate year can rely, in some 

colleges and universities, on a mentor (“dean of the study year”). There are 

relationships of cooperation, subordination, and fair-play competition between the 

managerial nucleus, the members of the group, and the student group on the 

whole, as well as between the class teacher and the educational institution on the 

whole, relationships that enhance independence, initiative, and creativity of the 

sub-structures. As mentioned above, informal, non-directive, freely-constituted 

sub-structures can also appear, based on inter-personal relationships, and that 

should all be taken into account by all educational factors involved in education. 

- Common interests and objectives are related to learning, to the moulding of one‟s 

personality and professionalism, as a starting point in the making up of a unitary, 

cohesive student group. Of course, they do not imply the rejection of personal 

interests and objectives of the student group members (schoolchildren and 

undergraduates), but suppose the development of conditions for the achievement 

of one‟s personal interests and objectives with a beneficial effect on the quality 

and efficiency of the activities and of the behaviour of the entire student group. 

- The system of social and inter-personal relationships of the student group 

covers the following: 



 Social relationships are relationships between schoolchildren 

(undergraduates) and the student group based on common interests and 

objectives, meanings, mobiles, and activities determining the belonging of 

schoolchildren or undergraduates to their student group. Public opinion, 

cohesion, and unity of the student group develop all on social relationships. 

 Inter-personal relationships occur in the social area of the student group 

between a certain person and other persons who become partners 

(interlocutors) of the former, which supposes a good knowledge of the 

relationships and of partner mutuality. 

 Relationship between group members can be relationships of coordination, 

relationships of subordination, relationships of cooperation, and relationships 

of mutual support. They are manifest within the group in both collective 

responsibility (determined by the group‟s common goals) and in personal 

(individual) responsibility towards the tasks assigned. 

 Relationships between the teacher and the student and between the teacher 

and the student group. Due to the status of the teacher (leader of the teacher 

in the educational process and in class (class teacher), there are also special 

relationships between the teacher and the students, on one hand, and between 

the teacher and the student group, on the other hand – guidance, 

understanding, support, exigency towards the students and the student group – 

meant to achieve the common goals of the student group. Taking into account 

the need to consider students also as subjects of the psycho-socio-educational 

act, as their own educators, this type of relationship has also a counselling, 

cooperation, and mutual support dimension that ensure the development of the 

spirit of independence and of responsible creative initiative of the managerial 

core, of the students, and of the student group on the whole. 

- The creative abilities of the student group is considered by some psycho-

pedagogues as superior to that of a single person or even of a small number of 

people, since collective intelligence and competition are vectors of creativity in 

the group‟s members. Other specialists are not confident in the group‟s creative 

skills, motivating that conformity towards standardisation, convergent thinking, 

and fear of being criticised by prestigious people, etc. are not in favour of group 

creativity. Both positions should be considered properly. We know that in certain 

social groups, including student ones, creativity occurs when there is a high level 

of training, individual features (skills, creative potential, etc.), fair-play 

competition, objective assessment of the personality, etc. Initiation and use of 

brainstorming, of synectics, of simulation and of drama as methods of group 

creativity is the proof of self-confidence in the group‟s creative ability, 

particularly now that solving problems also asks for inter- and pluri-disciplinary 

approaches. Of course, all this should be combined with individual creativity that 

can make an extremely valuable contribution to social science and practice. 

- The syntality of the student group is an important feature representing a student 

group‟s performance that managed to act unitarily, at a high level, in a valuable, 

efficient way, in a way similar to that of a single person. It is of particular 

importance for education in and for the group. A syntalic student group is a group 

that can be defined by certain psycho-socio-educational features: consensus, 

unity, and conformity, and also dynamism, cohesion, self-guidance, self-control, 

and self-assessment, etc., doubled by feedback, which makes the group distinct 



(syntalic) among other groups. Syntality directly interferes with sociability, a 

feature of the individual that lives and act in group, thus expressing the social 

individual‟s openness to communication and interaction with group‟s members, to 

establish mutual relationships, to step into somebody else‟s shoes, and to interact 

with as many people as possible in the group and, in some cases, with all the 

members of the student group. Interaction between syntality and sociability 

speaks of the combination between social and inter-personal relationships. 

- The democratic character of the group’s life and activity supposes the following: 

 Equal rights and chances to get trained and educated, such as freedom of 

thinking, of stating one‟s opinion, and of being creative for the members of 

the student group. 

 Aware and active participation doubled by fair-play in achieving common 

goals and individual aspirations. 

 Responsibility towards the group in achieving common goals and individual 

responsibility towards the tasks of each member of the student group. 

 Civil, dignified behaviour of the student group‟s members. 

 A democratic leading style based on optimal relationships between the 

leaders, the members of the group and the leaders, on cooperation, solidarity, 

good fellowship, respect, and mutual help, counselling, debating the issues 

and taking decisions in the group, etc., and also on exigency and self-

exigency, self-guidance, and self-assessment. 

 

4. HOW TO STUDY AND GET TO KNOW STUDENT GROUPS 

 

In order to study and better know student groups, they use a system of psycho-

sociometrical methods, procedures, and techniques, of which the most important are the 

sociometrical test, the psychodrama, the sociodrama, the chart, the psycho-social 

experiment, the psycho-social observation, the psycho-social enquiry, and the objective 

assessment of personality. 

 

4.1. THE SOCIOMETRICAL TEST 

 

This is a fundamental way of studying and knowing a student group. It supposes: 

- determining the place of an individual within interpersonal relationships in the 

group (appreciated, popular, isolated, rejected, ignored, etc.); 

- identifying the psycho-social structure of the group with its possible sub-

structures, centres of influence, degrees of cohesion, self-guidance ability, etc. 

This test is the basis for the sociogramme, socio matrix, etc. helping in reorganising 

the student group, in accordance with the psycho-social image resulted from the test. The 

sociometrical test can help avoiding setting the student group in a standardised situation 

and removing the fear of tests if preceded by a sociological enquiry. 

The gnoseological and psycho-socio-educational value and efficacy of the 

sociometrical test are ensured by the accuracy of its application and by the concomitant 

use of other methods of study of the student group such as the personality test, the skill 

scales, the objective assessment of personality, etc. Sociometrical test properly aims at 

studying the structure of the groups through the prism of preferential relationships 

(rejection, attraction, indifference) established between group members, as well as of the 



place occupied by an individual or another within these relationships. Here is an example 

of criterion in stating one‟s preferences: 

- If you were to reorganise the groups, who would you like to be with? 

a) …………. 

b) …………. 

c) …………. 

- Who would you not like to be with? 

a) …………. 

b) …………. 

c) …………. 

 

- Who do you think would like to be with you? 

a) ……………. 

b) ……………. 

c) ……………. 

 

- Who do you think would not like to be with you? 

a) …………. 

b) …………. 

c) …………. 

 

After the testing, a socio-matrix, i.e. a table with double input and output is 

developed, in which on both the horizontal and on the vertical we note the names of the 

subjects in the sample group (coded or indexed), mentioning the choices and rejections of 

each of the subjects as well as the perception of the possible preferences of the subjects in 

the group (Table 1). 

 

Table 1. Socio-matrix  

 
  A B C D E F G H I J K Total 

preferences 

stated 

A  X            

B   X           

C    X          

D     X         

E      X        

F       X       

G        X      

H         X     

I          X    

J           X   

K            X  

 Total 

preferences 

received 

            

 



Then, we allot +3 points to the first choice, +2 to the second choice, and +1 point to 

the third choice; -3 points to the first rejection, -2 points to the second rejection, and -1 

point to the third rejection.  

We then total the “outputs” of the table (Table 2). 

These indicators serve as a basis for the calculus of some sociometrical indices, 

significant for the interpretation of the data resulted from the sociometrical test at 

individual, interpersonal, and group levels. 

 

Table 2. Outcomes 

 

Number of choices by each subject 

 

Number of choices received by each 

subject 

Value of choices made Value of choices received 

Number of rejections made Number of rejections received 

Value of rejections made Value of rejections received 

Number of group members the subject 

seems to be chosen by 

Number of group members seemingly 

chosen by the subjects 

Value of supposed choices Value of supposed choices 

Number of group members the subject 

seems to be rejected 

Number of group members seemingly 

rejected by the subject 

Value of these rejections Value of these rejections 

 

- Sociometrical status 

 

S = 
1N

n
 

 

where:  

 

n is the number of choices received by an individual 

N is the total number of the subjects 

 

- The probability that a subject be chosen by another subject  

 

P = 
1N

d
 

 

where: 

 

d is the number of choices allowed in the test or the average of the choices 

N is the total number of the subjects 

 

- The probability that a subject be not chosen by another subject 

 

Q = 1 – p 

 

- Integration 



 

I = Number of group members chosen / Number of group members rejected    

   

- Cohesion 

Cz = 
)1(NN

c
 

 

where: 

 

c is the total number of choices in the group 

N is the total number of the subjects 

Starting from the calculus formula of the cohesion index: 

Ic = 
N

RR pnpp
 

 

where: 

 

Rpp is the positive preferential reciprocities 

Rpn is the negative preferential reciprocities 

N is the total number of the subjects 

 

we reach another calculus formula of the cohesion index: 

 

Ic = 
)1(NN

RR pnpp
 

 

We then make up a “variation strip” of nine steps, each of which having a certain 

value of the index:  

- When Ic = +1, there is maximal group cohesion; 

- When Ic ranges between 0.99 and 0.67, group cohesion is very strong; 

- When Ic ranges between 0.67 and 0.34, there is strong cohesion; 

- When Ic ranges between 0.33 and 0.01, there is weak cohesion; 

- When Ic = 0, there are two possibilities: 

 There is maximal preferential instability (positive preferential reciprocities 

equal negative preferential reciprocities); 

 There is preferential indifference (when there is no mutual preferential 

relationship). 

- When Ic ranges between –0.01 and –0.33, there is weak dissociation in the group; 

- When Ic ranges between –0.34 and –0.67, there is strong dissociation in the group; 

- When Ic ranges between –0.67 and –0.99, group dissociation is very strong; 

- When Ic = -1, there is maximum dissociation in the group. 

 

- An individual sociogramme can be drawn as follows: a circle in the middle 

symbolises any individual of a group, with all group members around it related to 

it in one way or another (Figure 1). The symbol → represents choices, while the 



symbol ← represents rejections. Thus, A → E means A chooses E, while A ← D 

means A rejects D. 

 

- The collective sociogramme is a graphic representation of preferential 

relationships. All subjects investigated are set in a circle. Tracing relationships 

points out the typology of sympathetic structures of the group (pairs, triangles, 

chains, etc.) as well as the group leaders and the individuals isolated 

preferentially. The latter can make up a topic for educational classes. 

 
 

Figure 1. Individual sociogramme 

 

4.2. PSYCHODRAMA  
 

This is a role play (dramatic game) sociometrical method initiated by the 

Romanian origin American psycho-sociologist J. L. Moreno. It aims at studying 

group and group psychotherapy through the catharsis (from Gk katharsis 

„purification, liberation‟) of the dramatic game (theatre or role play). It consists in the 

free interpretation by the group members of roles that make them live the role and, 

thus, get rid of inhibitions that stress them, resulting in an optimisation of life, social 

and interpersonal relationships and, if the case, in an improvement or healing of 

nervous or psychical troubles.  

 

4.3. SOCIODRAMA  
 

It is a sociometrical way of studying and treating student group. It consists in an 

improvisation of the social scenario (on a given topic), in which each subject plays a 

social role and whose performance makes the participants aware of the causes of some 

tensions thus helping the identification of some therapeutic measures and the 

improvement of inter-relationships established within the group. It resembles to 

psychodrama from the point of view of its mechanism. 

 

4.4. PSYCHOSOCIAL EXPERIMENT  
 

This is a psycho-sociometrical method through which they provoke psych-socio-

educational phenomena being studied and that are to be optimised within a student 

group. It supposes the establishment of a hypothesis, of a programme of 

investigation, of both experimental and control student groups, of a research 



methodology, etc. psychosocial experiment can complete its investigations with other 

methods and techniques such as observation, conversation, questionnaire, etc. 

 

4.5. PSYCHOSOCIAL OBSERVATION 
 

This is a method meant to allow better knowledge and without any change of psycho-

socio-educational phenomena in a student group. It may consist of direct observation of 

the development of group processes or it may be indirect observation involving the 

research of the products of the student group members, or it may be discrete observation, 

from a distance.  

4.6. PSYCHOSOCIAL ENQUIRY 
 

This is a method that involves certain questions or images called items, functioning as 

intellectual, affective, etc. stimuli, that are written on a questionnaire form and to which 

the subjects (members of the student group) answer in written, audio or video, etc. 

Answers are analysed based on different assessment systems, establishing certain 

coefficients, indicators, tables, diagrammes, etc. which, interpreted, supply information 

on the investigated psycho-socio-educational phenomena.  

 

4.7.  OBJECTIVE ASSESSMENT OF PERSONALITY 
 

This is a method initiated by the eminent Romanian psychologist Gheorghe Zapan 

(Bontaş 1998). It is used for both the study and knowledge of the performances of the 

student group members and of their traits of personality. It is based on the mutual 

knowledge of the members of the student group and on the achievement of a most proper 

and accurate social perception. 

The method claims that self-assessment per se is subjective, a process that goes 

through three steps of cognitive activity: 

- observing somebody else‟s behaviour; 

- assessing behaviours using analytical judgement and social comparison; 

- objectivising the decision concerning the defining features of the studied 

person. 

This technique consists in the following: 

- correlating assessments on one‟s own performances and on others‟ before 

applying tests; 

- appreciating the results of the tests applied and establishing a hierarchy of the 

individuals based on these results; 

- correlating the two hierarchies (a and b) with the real hierarchy of the results 

obtained. 

The more realistic and accurate the hierarchy, the more objective it is. To note that the 

technique of mutual assessment, if applied properly, educates the subjects of the student 

group in the spirit of objective assessment, thus contributing to the education of self-

assessment ability. 

 

5. DYNAMICS OF MAKING UP AND EDUCATING A STUDENT GROUP 
 

A viable and efficient student group is a functional community. Therefore, psycho-

social phenomena acting and consolidating within it are fluid and they interact in the 



context of continuous, qualitative changes. This is why we can also talk about a dynamics 

of the making up and educating student groups. This dynamics has three stages (Bontaş 

1998): the non-homogeneous group; the establishment of the managerial core; the 

homogeneous, unitary student group. 

 

5.1. THE NON-HOMOGENEOUS GROUP  

 

This is the first stage of a student group, lacking unity or interactions with psycho-

social phenomena or between the people in the group. This is the stage in which the 

managerial core of the student group is chosen (the leader – the class or group leader – as 

well as other responsible for the different sectors of activity of the group). This is the 

stage when common interests, goals, contents, modalities, and finalities of the group are 

being established, when interpersonal relationships start to function, etc. though many 

students have acquired a certain experience within other student groups (except for the 

schoolchildren in the first grade), because of the structure, interests, and goals of the new 

student group both managerial core and group members‟ activity act shyly at the 

beginning, and with limited efficacy. In these conditions, teachers (particularly class 

teachers) play an important role in the guidance of the managerial core. Their guidance 

should be done so that they are received with awareness by the group leaders and 

members, assimilating it as components of their own personality and of the personality of 

each group. If we need the managerial core and the group members to get the richest 

experiences possible, we should also run talks and exchanges of experience with other 

managerial cores and student groups at higher levels of development and education. 

Simulations such as the psychodrama or the sociodrama are also welcome, since they can 

supply information ad can contribute to the making up and education of the managerial 

core, of the group members, of the student group on the whole, etc. 

 

5.2. THE ESTABLISHMENT OF THE MANAGERIAL CORE 

 

At this stage, the managerial core involves and acts more and more in the group‟s life, 

turning into a responsible coordinating core capable of achieving the goals of the student 

group while involving all the group members. It is now that teachers (and particularly the 

class teacher) continue to be guides, but a new type of guides: their guidance, their advice 

are transmitted more to the managerial core which receive them, make them their own, 

and send them to the group as if they were their own guidance. Such a quality of the 

managerial core and the involvement of the largest number of members possible to the 

achievement of the goals of the student group mark the passage of the student group to a 

higher level. 

 

5.3. THE HOMOGENEOUS, UNITARY STUDENT GROUP 

 

This is the stage when, under the coordination of the managerial core and together 

with it, almost all the members of the student group participate actively, consciously, and 

responsibly to the achievement of their common goals. In this context, there is a strong 

public opinion of the student group as a result of the cohesion and psychosocial and 

educational unity of the entire student community. This period is marked by mutual 

relationships, the student group being able to meet both common interests and objectives, 

and the interests and aspirations of each of the group members. The group also has 



psychosocial and educational functions such as self-leadership and self-discipline, with 

feedback at both the level of each of the group members and of the entire group. These 

features point out the fact that the student group has turned into an educational factor, 

since education is being done mainly within the group and through the group.  

 

6. FACTORS AND STRATEGIES INVOLVED IN MAKING UP AND 

EDUCATING A STUDENT GROUP 

 

The factors, as psycho-educational vectors supporting the making up and 

education of the student group, are, in general, the ones admitted by anybody: family, 

school, college, university, educational foundations and associations, non-educational 

institutions, mass media, etc., as well as all those who, more or less, turn their goals 

into educational ones as well, such as economic, commercial, etc, establishments that 

benefit from the educational system and that integrate in their social activity 

graduates from high-schools and colleges.  

Of course, family, schools, universities, parents, and teachers remain the basic 

educational factors. But we should take into account the fact that student groups also 

turn into educational factors. 

The strategies, i.e. the psycho-socio-educational ways, procedures, and techniques of 

making up and educating a student group are also the most familiar in the education of 

the young generation in general, and of the student group, in particular. Among them, 

without delimiting them, we can mention psychodrama, sociodrama, social games, 

simulation, objective assessment of personality, observation, experiment, questionnaire, 

tests, conversation, case study, team work (cooperation), symposium, round table, reports 

(followed by debates), student group creativity (brainstorming), conviction, example, 

moral appreciation, student group meetings, contests, and competitions, etc. Educational 

methods and forms should serve both the achievement of the common goals of the 

student group, and the individual aspirations of its members. They should be adapted to 

both students‟ age features and to their individual features, ensuring their individual, 

differentiated treatment. As for individual features, we should pay special attention to 

over-talented schoolchildren, who overrate their colleagues due to their high intellectual 

level much above 100 and to their special skills, aiming at ensuring high performance 

development. 

Success in the efficient making up and education of a student group also involves the 

observance of some conditions, among which: 

- ensuring a rational, dynamic, and proper life style and activity for each stage of 

the student group development; 

- establishing common and individual interests and goals and valuable social and 

interpersonal relationships, in accordance with democratic social requirements, 

accepted and assumed by the members of the student group; 

- establishing closer and further perspectives connected to common and individual 

goals that activate the life and activity of the student group and of its members for 

further higher quality development; 

- reaching an optimistic life and work style, capable of determining students to 

fight difficulties of any nature in the student group and in the student group 

members‟ lives; 



- achieving a civil, dignified behaviour in the student group and in inter-individual 

relationships, that also supply the ability of preventing or removing random 

abatements; 

- developing democratic relationships in the leadership of the student group, 

between the student group, its members, and teachers (the class teachers, in 

particular) that enhances cooperation, help, and mutual respect, fair play, etc., in 

the student group‟s interest and in the interest of its members; 

- dynamising independence and creative initiative to obtain performance results by 

the student group and by each of the student group members; 

- using the most proper and valuable psycho-socio-educational strategies in life, 

activity, and behaviour of the student group that contribute to both the knowledge 

of the student group psycho-socio-educational phenomena and to the making up 

and education of the student group in the spirit of the highest psycho-socio-

educational exigencies. 

 

7. FEATURES OF THE STUDENT GROUP 
 

Literature usually presents the issues of the undergraduate student group. 

Unfortunately, there have been only references to the undergraduate student group, not to 

its specific features and structure. Bontaş (1998) managed to compare schoolchildren and 

undergraduate student groups pointing up both resemblances and differences, aiming at 

supplying educational factors in academic education and undergraduate student group 

two opportunities: 

- extrapolating in a creative way data concerning schoolchildren group with a view 

to study and educate undergraduate student group on the ground of resemblances; 

- finding new data and solutions specific to the study and education of the 

undergraduate student group, due to the differences. 

Resemblances between the two educational student groups (schoolchildren and 

undergraduate students) are: relatively same size (relatively the same number of 

members); relatively similar managerial cores (class leaders and group leaders, plus a 

certain number of permanent or temporary leaders of the different sectors of activity 

in each group), representing the student group at educational institution (school, 

college, university) level (with the mention that an undergraduate student group has 

more representatives than a schoolchildren group); relatively common objectives 

related to learning and profession, at a higher level in the case of an undergraduate 

student group; teaching relationships of guidance, support, exigency, etc. All this and 

many others attest the possibility of creatively extrapolating solutions concerning the 

student group for the study and education of the undergraduate student group. 

Differences noted by the Romanian pedagogue are: schoolchildren are younger, 

ranging between childhood and teenage and having certain psycho-socio-educational 

features, while undergraduates are older, grown-ups with particular psycho-socio-

educational features of their own; schoolchildren are developing their personality, while 

undergraduate students have a well-shaped personality; a children group is directly 

guided by a class teacher, since their personality is only developing, while an 

undergraduate student group only benefits, according to academic autonomy, from self-

leadership; though we develop some self-leadership in schoolchildren groups, making 

schoolchildren educational subjects, undergraduate student groups rely only on self-

leadership, and their members are both educational subjects and their own educators; 



though in the schoolchildren group, there are both guidance, support, and exigency 

relationships and cooperation, mutual help, and counselling psychosocial and educational 

relationships, in an undergraduate student group there are mainly cooperation, mutual 

help, and counselling psychosocial and educational relationships; guidance and 

psychosocial and educational relationships in the schoolchildren group range between 

formal and informal, while guidance and psychosocial and educational relationships in 

the undergraduate student group are rather informal: they are received and interiorised 

through consciousness as necessary by both the managerial core and the members of the 

undergraduate student group; we should also take into account that the members of the 

schoolchildren group have close and regulated relationships with their parents and family, 

while the members of an undergraduate student group have no formal relationship with 

their parents or families, except for temporary occasions such as holidays, visits, or mail: 

here we think that a discrete relationship of the man to man type with one‟s parents would 

be beneficial for the undergraduates.  

As for the relationship between teachers and students and between teachers and 

undergraduate student group, it should be discrete, close, human, and informal, based on 

understanding, support, counselling, and cooperation, without neglecting teachers‟ 

guidance and exigencies.  

The teacher – undergraduate relationship should dynamise the undergraduate student 

group to self-leadership, independence, and initiative, self-control and self-assessment 

aiming at achieving common goals and at improving personality and professionalism, 

with good feedback.  

All this and other differences need a dynamic and creative approach of the issues of 

studying, making up, and educating student groups, an approach that is done in the spirit 

of social psychology, of educational sociology and of pedagogy, in agreement with the 

trends and exigencies of the civil society of democracy and legal state.  
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ABSTRACT 

 

This paper deals with an issue whose sources go back in time and that has been 

too long tolerated – woman’s status. Considered a man’s asset and, therefore, kept 

away from exposure, children and women have always been considered responsible 

for not knowing how to manage situations and for challenging man. The last years, 

the issue of children’s and women’s status has been dealt with more seriously and the 

one found guilty for acting aggressively is punished by the law. This paper presents in 

a synthetic way types and forms of domestic violence as well as the disastrous effects 

on family members – victims of violence – particularly on children, whose personality 

is developing. 

 

Keywords: Family; Violence; Syndrome of beaten woman 

 

1. INTRODUCTION 

 

Maria Roth-Szamoskozi (2005) claims that violence is universally present, but it is 

also universally condemned since it affects human life at both interpersonal and social 

level: 

- at interpersonal level, it affects human life through: delinquency, criminality, 

physical violence, emotional violence, and psychological violence (family 

members or other people than family): 

- at social level, it affects human life through: wars, social inequity, inter-

community conflicts, and national conflicts.  

Domestic violence has long been considered a normal phenomenon and it has been 

hidden in traditional societies since men were considered to have full rights over the 

members of their families. This has often been fuelled by the myth of man‟s superiority 

and, as such, culturally legitimate.  

Unfortunately, the matrix of a man who proves his masculinity through violent acts 

on those in his close environment is largely present in modern Romanian society (Iluţ 

2005). 

 

 

 



2. DEFINITIONS OF DOMESTIC VIOLENCE 

 

According to the Council of Europe, domestic violence is “violence that happens in 

the home” (http://www.coe.int/t/dc/files/Ministerial_Conferences/2009_justice/BTS-

web.pdf): 

 

Domestic violence may include physical, psychological and sexual violence, most 

often repeated incidents of such violence. The physical violence is often severe and 

can consist of hitting, kicking, attempted strangling, use of weapons, destruction of 

objects, etc. Psychological violence can consist of intimidation, threats, verbal 

attacks, harassment, isolation or restrictions and control on the victim‟s contact with 

others or with the world outside the family. Sexual violence includes non-consensual 

sexual acts and abuse and exploitation of children. Domestic violence can also 

include abuse, exploitation or neglect of children or elder relatives, genital mutilation, 

forced marriage and crimes committed in the name of honour. (Idem) 

 

This means that domestic violence can be exerted on both women and men. We need 

to bear this in mind since in most cases domestic violence is mistaken for violence 

against women. Violence against men is rather rare; it is true, because of their social 

impact. 

From a clinical point of view, a largely accepted definition of domestic violence is 

that of Stark & Flitcraft (1996), according to whom domestic violence is: 

 

…a threat or challenge occurred in the past or occurring at present, a physical 

injury among social partners, no matter their legal or domicile status. 

 

Physical or sexual assault can be accompanied by intimidation of verbal abuse, by 

destruction of belongings of the victim, by isolation from friends, family members or 

other potential sources of support, by threats over the people significant for the victim 

(including children), by theft, by control over the money, personal belongings, foods, 

travels, phone, and other sources of care and protection of the victim (Stark & Flitcraft 

1996). 

Most citizens, mass media, and authorities see domestic violence as a crime 

committed by men and targeting women. Yet, the results of over 200 international studies 

based on survivors‟ testimony (Capaldi et al. 2007, Amendt 2008, Munoz-Rivas et al. 

2009, O‟Leary et al. 2008, and Saewyc et al. 2009) show that women are as violent as 

men. Fifty percent of the cases include mutual hitting, while another 50% represent men 

or women hit by the partner. Unfortunately, many of the information concerning violence 

against me are anecdotic, and cases to be studied are rather scarce. 

 

3. TYPES AND FORMS OF DOMESTIC VIOLENCE 

  

There are several types of domestic violence – physical, sexual, and 

psychological/emotional:  

- Physical violence consists in touching or in painful physical contacts, including 

physical intimidation of the victim, through: pushing, slapping, hair pulling, arm 

twisting, disfiguration, bruising, contusing, burning, beating, punching, kicking, 

throwing objects, slamming against the walls or the furniture, using weapons. It 



can also include destroying the belongings the victim or the two partners own and 

share. 

- Sexual violence consists in making degrading comments on the partner, in 

touching the partner in an unpleasant way, and in addressing the victim in a 

defiling way during sexual intercourse or concerning sexual intercourse, 

including marital rape.  

- Psychological / emotional violence precedes and accompanies other forms of 

violence/abuse, but it can also consists only of swearing, threatening, 

intimidating, the killing of one‟s favourite pet, depriving from one‟s fundamental 

needs (food, sleep). This type of violence covers 6 main components – fearing, 

depersonalising, depriving, overcharging with responsibilities, degrading, and 

distorting the reality – all representing main elements of control and manipulation 

of one‟s partner. 

- Economic violence results in a decrease of the victim‟s resources and autonomy. 

It consists in the control of the victim‟s money or personal belongings, foods, 

means of transportation, phone and other sources of protection or care the victim 

could benefit from. 

- Social violence results in a cessation of social activities and relationships, in 

isolation of the victim, thus favouring the abuse of the victim at both private and 

intimate levels. It leads to the deprivation of the victim of his/her social support 

and to the difficulty of escaping violent situations. 

- Violence through deprivation or neglect, though not mentioned by Romanian 

present legislation, is considered worldwide a non-physical type of violence, 

including verbal and emotional violence used to threat, intimidate, and control the 

victim, with serious impact at psychological level. It results in the incapacity of 

refuse from the adult to provide the child with the simple bare necessities of life: 

health, education, emotional development, nutrition, shelter, life security, while 

the adult or the family has access to all this; it also includes lack of proper 

surveillance and lack of protection against danger (Iluţ 2005). 

Ana Muntean (2001) describes the specific elements differentiating domestic violence 

from other forms of infringement of human rights, among which: 

- permanent access of the abuser to the victim; 

- the existence of a repetitive cycle of violence, with higher and higher frequency 

and degree of severity; 

- changes of the abused ones‟ personality with decrease of their efficacy in 

achieving their social functions; 

- involvement of the entire family system (all family members); 

- existence of emotional relationships between the victim and his/her abuser(s); 

- the secret, private character of the abuse, which limits the victim‟s access to 

support from other people; 

- the tendency of other people to turn the back on such situations (non-

interventionism); 

- the lack of proper specialists and services; 

- the culturally-determined social tolerance concerning domestic violence; 

- the victim is generally a woman. 

 

 

 



4. CONDITIONS FAVOURING DOMESTIC VIOLENCE 

 

It seems that family is the best environment for violence to develop. This is what R. J. 

Gelles & M. A. Straus claimed back in 1996 concerning domestic violence: 

 

…violence sprouts in intimacy. Except for police and army, family is, probably, 

the most violent social group and a home is the most violent social space of our 

society. A person is most likely hit or killed in his/her own house by another 

member of the family than anywhere else or by anyone else. (cited by Stark & 

Flitcraft 1996) 

 

Gelles & Straus (Idem) identified 12 risk factors that make the family one of the most 

exposed small groups to violence development: 

- the time spent by a family‟s members within the same domestic space ; 

- the wide range of activities and interests of the family members that can generate 

possible conflicts; 

- the special intensity of emotional involvement of the family members; 

- the simultaneity of domestic activities that can result in mutual hindering and, 

therefore, in conflicts; 

- the customary right of impacting the behaviour of the other family members; 

- the age and sex gaps that can result in cultural conflicts; 

- the traditionalism of distributing family role depending on biological criteria 

rather than on competence; 

- the high degree of family intimacy and the superficiality of the social 

relationships that result in the lack of social control; 

- involuntary belonging – the postponing of the decision of breaking the ties with 

the family, of leaving the paternal home, of living on one‟s own; 

- the high level of stress at both micro- and macro- social levels; 

- the normative approval – the right of the parents to hit their children also allows 

men to hit women; 

- the socialization and generalization of socialization in a violent environment – 

physical punishment makes children associate love with violence, which 

perpetuates this association in a marital relationship.  

 

5. EFFECTS OF DOMESTIC VIOLENCE 

 

Literature underlines and acknowledges the negative psychological effects of 

violence on children and women living in a violence-loaded environment (Irimescu 

2003). 

Family is a space where domestic violence is less transparent and open to the close 

social environment: larger family, neighbours, friends, colleagues. Social isolation of 

these families is more than obvious: they are marked in the eyes of the others and at the 

same time they feel guilty, which determines isolation. 

Children raised in violent families develop behaviours and a physical condition that 

make them easily identifiable. They have: 

- physical problems, unexplainable diseases, higher exposure to injuries in and 

outside the home, and slower physical development; 



- emotional and mental problems, higher anxiety, a feeling of guilt, fear of 

abandonment, isolation, mania, injury, and death; 

- psychological problems: lack of self-confidence, depression, tendency to compare 

his/her life with that of other colleagues, considered happier; 

- behavioural problems: aggressiveness or passivity to the aggression of the others, 

sleeping problems, enuresis, beating, flight from home, pregnancy at low ages, 

dubious relationships, mutilations, drug addiction, alcohol consumption, 

defensive behaviour; 

- educational problems: lack of self-confidents, isolation, sudden changes in school 

performances, lack of focus, lack of good manners; 

- identifying oneself with negative heroes (Karri 1998). 

To illustrate and explain the effects of domestic violence on women living in a violent 

domestic environment, it is extremely useful to use the symptomatological model known 

as the syndrome of the beaten woman included in the DSM III under post-traumatic 

syndromes. The clinical syndrome includes anxiety and affective disorders, cognitive 

distortions and losses of memory, re-experimentation of traumatic events (flashbacks, 

traumatic dreams) through exposure to associative stimuli, difficulties of interpersonal 

relationship, and psycho-physiological disorders. This syndrome occurs when the person 

abused is no longer capable of resisting stress, and escape is impossible, the abused losses 

the feeling he/she can control the situation, which hinders adaptation to reality (Bergman 

& Plum 2003). 

The psycho-social profile of the victims of domestic violence was described by the 

specialists (Karri 1998) as follows: 

- chronic pains that indicate a precarious state of health; 

- frequent visits to the doctor‟s; 

- low level of self-respect; 

- re-experimentation of violent episodes from the childhood; 

- emotional dependence on the partner; 

- respect for the partner‟s needs; 

- acknowledgement of responsibility for his/her partner‟s conduct; 

- use of tranquilisers and/or of alcohol; 

- presence of suicidal ideas or acts; 

- child abuse as a mother; 

- nocturnal problems: insomnia, violent nightmares; 

- severe agitation, anxiety, permanent nervousness; 

- confuse thinking, inability of making decisions, lack of focus; 

- rigid conceptions about the role of man and woman (Zamfir & Zamfir 2000). 

 

6. CONCLUSIONS 

 

Largo sensu, domestic violence means directing one‟s aggressiveness towards a 

family member – usually the wife – but also towards children, older persons, or men, i.e. 

anybody depending on the abuser. 

There are no statistics at national level (in Romania) concerning domestic violence. 

As there is no unique chart reporting domestic violence cases, the same case can be 

recorded several times. Of the total domestic violence cases recorded in Romania, 90% of 

the victims are women.  



We think that the real number of cases of domestic violence is far higher because 

many of the victims do not report the abuse and never talk about their domestic problems 

either. 

Violence against women is widely distributed worldwide. It has both subtle and raw 

forms, and is deeply rooted in social and cultural practices, being, therefore, part of the 

natural order of the things. The causes of domestic violence are represented first by social 

and economic needs, and are followed by drug and alcohol addiction, jealousy, 

incompatibility, lack of proper legislation, and lack of compliance with international 

standards. 

In order to be efficient in the process of intervention, we need the following: 

- more centres of assistance for abused women; 

- financing of services by the State for abused women; 

- the existence of a unique chart at national level for the reporting of cases, no 

matter the institution addressed by the victim; 

- the establishment of centres of counselling for violent men and the necessity of 

attending 10-12 counselling sessions for abusers; 

- the re-imbursement by the social security house of psycho-therapy / counselling 

sessions both for the victim and his/her abuser, to ensure continuity of sessions 

and therapeutic benefit for those involved, with positive consequences on life 

quality; 

- the training of the representatives of institutions intervening in assisting the 

victims of domestic violence: police officers, judges, forensics, physicians, 

psychologists, social assistants, medical care personnel working in emergency 

units. 

Case management is a method of coordinating all medical, psychological, and social 

assistance services that involve the following: initial assessment, development of a plan 

of intervention, complex assessment, development of an individual plan of intervention, 

monitoring, re-assessment, and assessment of the beneficiary of the opinion. It does not 

suffice to act at the level of intervention and of preventing direct violence without also 

working at the level of culture and of social structure that constantly reproduce this 

problem. Each case of domestic violence occurs in specific conditions and has particular 

causes, but there are also common factors defining the trends at the level of the entire 

society (Stark & Flitcraft 1996). 

 

7. RECOMMENDATIONS 

 

Due to the fact that this phenomenon involves several approaches and that the points 

of interest are diverse, those interested in studying and solving the situations should have 

different specialisations. 

The need for inter-disciplinary approach of the domestic violence is acknowledged 

and supported by the ministries involved in the field. 

An inter-disciplinary and inter-institutional team should include professionals in the 

field of domestic violence: social assistant, psychologist, psycho-therapist, psychiatrist, 

specialised doctor, forensic, police officer, legal professional, specialty referents.  

The specialists involved in the solving of cases of violence should recommend the 

victims to do the following: 

- to keep in a place easy to reach all important documents related to him/her and to 

his/her child/children (birth certificate, health charts, prescriptions, medical 



information), a bag containing the simple bare necessities, and a certain amount 

of money necessary in case he/she flees from home to save his/her own life; 

- decide in due time which of his/her neighbours could be asked for help, where to 

go and what to do if the situation gets out of control: the proper steps can be 

talked over with a counsellor if the latter is contacted in due time (during the 

initial assessment or during the first counselling sessions); 

- develop a security plan including the changing of the locks to the house and the 

informing his/her friends, relatives, colleagues, schools, owners, and neighbours 

concerning the situation; 

- to select for rapid call all phone number to be sued in case of emergency, 

including 112, the phone number of his/her counsellor and of the shelter, and to 

communicate them to the children or to other members of the family who could 

become victims; 

- to refuse to meet his/her abuser despite his/her begging or promising to solve the 

problems, to return objects, or to keep promises since such invites can turn into 

true traps for new violent acts and can increase potential risk for the victim(s); 

- to keep a diary in which to write down all contacts, harassments, or abuses, 

including dates and hours of incidents and possible witnesses, to be further used 

in a report to the police; 

- to keep and record the tapes of the answering machine, the lists of phone numbers 

appealed, and the phone calls made to be annexed to the complaint to the police 

(http://www.mpublic.ro/minori_2008/minori_5_11.pdf). 
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ABSTRACT 
 

 In this paper we analyse a few aspects concerning the efficacy of the teaching 

and learning of mathematics in primary school. We had in mind the analysis of the 

way we can use modelling, problematisation, and discovering through learning in 

students from grades 1-4. We supply a few practical suggestions that show the 

necessity of modern teaching methods to develop students’ operational-intellectual 

structural activism and intellectual work skills. 
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1. INTRODUCTION 

 

Learning as a first act of guided intellectual development and as a process of 

changing cognitive structures amplifying an individual‟s relationships with his/her 

environment is conditioned – both quantitatively and qualitatively – by the dynamics of 

changes outside knowledge goals and educational technology. 

Cultivating intellectual independence in children is the field of educational methods 

supporting the process of developing operating structures and providing the students 

equal instruction chances to find himself/herself solutions for the new situations of self-

teaching.  

Improving the quality of the educational process, guiding efficiently the process of 

learning depend directly on the conception of the educators on the function of teaching 

methods and on the way teachers use them in their teaching – transmission of knowledge 

and intellectual development. 

Modern pedagogy redefines the concept of active methods depending on the present 

way the essence of nature and of knowledge is explained and understood: it tries to 

rejuvenate the principle of activating the process of learning bearing in mind this new 

interpretation that contemporary psychology attributes to mental activity, to the role of 

experience in the shaping of images and notions, to the mechanism of social conveyance 

(linguistic) from adult to child. 

In determining new teaching methodologies, the main decisive problem is the 

discussion concerning the old point of view focussing on the figurative (intuitive) aspect 



of thinking and the new vision that focuses on the operational aspects of thinking; the 

radical difference between “knowledge” as simply mimicry of reality and “knowledge” as 

active reflection of the real world in the individual mind. 

Genuine activity should be based on the mechanisms of thinking and of one‟s own 

imagination; maximum activation is expected at the level of thinking, of advanced 

abstraction, and of verbal manipulation. A student that thinks, that makes efforts to get 

inner abstract reflection, and that acts mentally to search, to rediscover the truths of 

developing new knowledge is an active student. A student that sticks to concrete-

sensorial, intuitive action, and who appeals mainly to reception and to reproduction of 

knowledge is, on the contrary, a passive one. 

Are considered active those methods that do not constraint the students to stick to 

fixed verbal phrases or to rigid rules, but allow the students to interact with the subjects 

of learning, that determine a maximum of activism of the operational structures in 

relation with their learning tasks. 

The present conception on active methods does not deny the importance of supporting 

emotionally and motivationally a genuine active teaching methodology. 

In order to acquire mathematical knowledge, active methods tend to turn the little 

student into an actor, into a participant that is active in the process of learning, ready to 

acquire knowledge through one‟s own activity, through optimal commitment of thinking, 

through mobilisation of all intellectual functions and of emotional-motivational energies 

in relation to the given learning task. They tend to focus their own learning effort until the 

educational subject gets to identify with the learning situation. 

The most mobile, dynamic, and operational part is teaching methods allowing the 

quicker shaping of the instructive-educational activity in accordance with the general and 

specific goals and with students‟ particular features. 

All this because improving methods is done on a daily basis while attending school 

due to the initiative, the fantasy, and the creative contribution of the teachers. 

Improving teaching methods aims at fully valorise the opportunities of activating the 

students, of making them participate actively in acquiring knowledge and in developing 

skills. 

The methods and procedures should be used so as to involve at the highest rate the 

intellectual ability and processes and to turn the entire learning activity into a formative 

one. 

The period in which teaching methods were considered ways of conveying 

knowledge, abilities, and skills from the teachers to the students is far behind us now. The 

methods are considered and valorised as working tools, as learning strategies in the 

process of acquiring information, abilities, skills, and working techniques.  

 

2. MATERIAL AND METHOD 

 

In nowadays school, in choosing the goals of educational process we sue both new 

methods (methods recently introduced in teaching) and old methods, the only efficacy 

criterion of a teaching method being its degree of adaptation to the goal, the measure in 

which the teaching method contributes to the achievement of the new goal – turning 

education into an active process, ensuring a heuristic development that involves students‟ 

intellectual abilities and operations, and favouring independent acquisition of knowledge. 

In their turn, the system of methods should meet the students‟ interests in knowing, 

rely on interrogation, search, and curiosity towards their environment, and support 



intellectual and affective tonus in learning. Used in this way, the so-called classical 

methods – conversation, observation, comparison, etc. – also become active-participative, 

but the largest share of the instructive-educational process is that of active-participative 

methods proper – modelling, algorithmisation, problematisation, and learning through 

discovery. 

We present below the way in which active-participative methods have been used in 

the teaching of mathematics. 

 

2.1. MODELLING 

 

Modelling proves to be highly efficient as a formative teaching method. 

Modelling or the model method is a teaching method that uses models in the 

organisation and guidance of learning. 

A model is a simplification, a schematisation, an extract, or an approximation of 

reality that describes, reproduces only those essential features we need to explain or 

demonstrate a conceptual structure. Therefore, it is an analogue of the original that 

underlines those features that we need to accomplish conceptualisation and development 

of notions. 

In teaching mathematics, using models provides the opportunity for intuitive but 

rigorously scientific knowledge; it accustoms the students with calculus procedures and 

techniques, easing the acquisition of new knowledge. Knowledge acquired in the passage 

from concrete to abstract, from simple to complex, from particular to general and vice 

versa is well assimilated through the students‟ own efforts, also gaining a high applicative 

value. 

Modelling and models develop passages from concrete thinking to abstract one, 

largely contributing to the development of students‟ thinking – particularly mobility and 

flexibility. 

A conclusive example of use of this method is in the teaching of “Addition of 

numbers within the range 1 – 100 surpassing order” in the 2
nd

 grade. The students already 

know how to make calculus within the range 1 – 100 surpassing order and how to 

decompose numbers to point out units, tens, and hundreds. This knowledge is revisited 

through exercises and problems. We create the problem-situation by stating the 

following: 

 

In the school library, there are 104 books on one bookshelf. On the second 

bookshelf, there are 127 books. How many books are there on the two 

bookshelves? 

 

The students found the solution easily: they added the number of the books on the 

second bookshelf to the number of books on the first bookshelf. 

To represent the problem data, we appealed to the theory of sets: be A and B 

disjunctive sets of the books on the two bookshelves and C the reunion of the elements of 

the two sets (Figure 1). 

Since this model was also used in the previous addition cases without surpassing 

order, the only difficulty in this case is grouping sparse elements in a group of ten 

expressed as Z, a difficulty overcome with ease. 

We draw a conclusion orally:  



 
 

Figure 1. Addition of numbers within the range 1 – 100 surpassing order 

 

One hundred four units plus one hundred two tens and seven units = 

= one hundred, one hundred, one ten, one ten, 4 units and 7 units 

= two hundreds, one ten, one ten, one ten and one unit 

= two hundreds, three tens and one unit 

= 231 

 

Adding and subtracting numbers formed of an entire number of tens is done focusing 

on the fact that addition and subtraction is done after the model of addition and 

subtraction with units. 

From 1 + 1 = 2 we go to 10 + 10 = 20; from 2 + 5 = 7 we go to 20 + 50 = 70; from 5 

– 2 = 3 we go to 50 – 20 = 30; from 9 – 3 = 6 we go to 90 – 30 = 60, etc. 

A particular case of the numbers formed exclusively of tens is that of the numbers 

whose sum is 100 and the subtraction of a number formed of tens from a hundred. 

To prepare the understanding of these knowledge we consolidate the knowledge, 

abilities, and skills of forming, reading, and writing a hundred, of composing and 

decomposing a hundred into two numbers formed exclusively of tens after the model of 

composing and decomposing a ten. 

From the consolidation of additions and subtractions of the form 1 + 9, 7 + 3, 8 + 2, 

10 – 5, 10 – 4, 10 – 7, we go to operations of the form 10 + 90, 70 + 30, 80 + 20, 100 – 

50, 100 – 40, 100 – 70. These operations are done through frontal demonstrations and 

based on teaching material. The latter can be: 

- Sticks in bunches of 10; 

- Small rulers of ten units each; 

- Magnetic board on which we use a triangle for a ten and a square for 10 tens (one 

hundred).  

The models for the addition and subtraction of numbers below 100, made of tens 

exclusively and using the magnetic board are as shown below. 

Figure 2 show how, through the reunion of the sets A and B, we get the set C, of the 

same strength as the set D. Therefore: 30 + 40 = 70. 

Figure 3 show how, by adding 20 and 80, we get tens that can be turned into one 

hundred. 

Figure 4 illustrates subtraction below 100: 70 – 20 = 50. 



Figure 5 shows that, in order to subtract 40 from 100, we need to turn the hundred 

into tens: 100 – 40 = 60. 

 

 
 

Figure 2. Addition of numbers below 100 

 

 
 

Figure 3. Addition of numbers making up 100 

 

 
 

Figure 4. Subtraction of numbers below 100 

 

 
 

Figure 5. Subtraction of a number from 100 

 

Comparing modelling with other teaching methods shows that it is more efficient 

because it makes knowledge more accessible, it allows intuition of the problem, and it 



points out the actions to be taken thus leading to the discovery of the result by the 

students themselves. 

 

2.2. PROBLEMATISATION 

  

Problematisation is the active attribute of education and it consists in turning the 

educational act from a relatively passive act of reception of knowledge into an act of 

permanent search of an answer to a question through knowledge. 

Problematisation is an educational way in which we appeal to knowledge of reality; it 

is the teaching method through which we stimulate the students to participate intensively 

to their own development on the ground of a problem capable of generating a conflict 

between the experience acquired and a new experience that tends to structure the former 

experience. 

A problem is supposed to develop a creative situation. Creativity (as the finding of 

new, original solutions) involves a problematised situation and it is based on conflict, 

thus ensuring flexibility of thinking. 

Developing one‟s potential for thinking and creativity is done through activities that 

ask for independence, investigation, and originality. This is why we need to be receptive 

to what children like and are interested in, to what they wish and can do, thus valorising 

all the forces and desires and satisfying their interests. 

Problematisation makes us see the necessity of guiding students‟ thinking towards 

problems whose solution has an inductive character, starting from the idea of an optimal 

thinking based on several possible solutions of which we choose the cognitive ones as a 

means of creativity and possibility of subordinating it to scientific rigour.  

We use problematisation in the 1
st
 grade to teach “The notion of natural number” 

through exercises of the following type:  

 

Write the corresponding figures in the squares (Figure 6): 

 

 
 

Figure 6. Write the corresponding figures in the squares 

 

Make up sets containing the number of elements indicated by the figures (Figure 

7): 

 

Write down all the ways you can compose the number 5 (Figure 8): 



 
 

Figure 7. Make up sets containing the number of elements indicated by the figures 

 

 
 

Figure 8. Write down all the ways you can compose the number 5 

 

When teaching “Addition and subtraction of two natural numbers smaller than ten”, the 

students were asked to find several variants for the writing of a natural number (Figure 9): 

 

                   +  =   8                                  –  =  4 

1     +    7     =   8                                    10   –     6    =  4 

2     +    6     =   8                                      9   –     5    =  4 

3     +    5     =   8                                      8   –     4    =  4 

4     +    4     =   8                                      7   –     3    =  4 

5     +    3     =   8                                      6   –     2    =  4 

6     +    2     =   8                                      5   –     1    =  4 

7     +    1     =   8                                      4   –     0    =  4 

8     +    0     =   8 

 

Figure 9. Find several variants for the writing of a natural number 

 

We also use the problem soliciting the students to build up hypotheses and to try and 

find different solutions based on them (see the frame below). 

In the 2
nd

 grade, to learn and consolidate the multiplication table, we use the 

following type of exercises (see frame below): 

 

 

1. Replace the star by the same number so that the equality is true. 



                                     
          * x * + * = 42                                                           Solution:         6 x 6 + 6 = 42 

          * x * – * = 20                                                                                    5 x 5 – 5 = 20 

          * x ( * + * ) = 18                                                                               3 x ( 3 + 3 ) = 18 

 

2. Each of the symbols and  represent a number, the same throughout the 

exercise. Find out the numbers so that the equalities are true: 

 

          2 x  + 2 x       = 10 

          1 x  + 5 x       = 17                                Solution:    =  2 

          20 : + 9 :        = 13                                                =  3 

            +    =    5 

 

3. Michaela bought 9 red carnations, 6 yellow carnations, and 5 white carnations. She 

would like to give her schoolmate a bunch of 11 carnations on her birthday, but she 

cannot decide how many carnations of the same colour to put in the bunch. Help her 

make a decision. Use the magnetic board and the 20 carnations. 

 

                                         Solution: 

                                         9 red carnations + 1 yellow carnation + 1 white carnation  

                                         4 red carnations + 5 yellow carnations + 2 white carnations 

                                         5 red carnations + 3 yellow carnations + 3 white carnations, etc. 

 

17 Write down all the natural numbers made up of two figures whose sum is 7. 

 

          16 ----- 1 + 6 = 7                                          Solution: 16, 61, 25, 52, 34, 43, 70. 

          61 ----- 6 + 1 = 7 

          25 ----- 2 + 5 = 7 

          52 ----- 5 + 2 = 7, etc.                                          

 

5. Write down all natural numbers made up of two figures that have: 

                                                                              Solution: 

          a) Z equal to U                                            a) 11, 22, 33, 44, 55 …...............99 

          b) Z 1 unit larger than U                             b) 21, 32, 43, 54  …....................98 

          c) Z 1 unit smaller than U                           c) 12, 23, 34, 45, 56 …................89 

                                                                                

6. Write the number 17 as the sum of a two-figure number and a one-figure number. How 

many possibilities are there? 

                                                                               Solutions : 

                                                                               17  =  10 +  7                      17  =  14 +  3 

                                                                               17  =  11 +  6                      17  =  15 +  2 

                                                                               17  =  12 +  5                      17  =  16 +  1 

                                                                               17  =  13 +  4                      17  =  17 +  0 

 



In teaching mathematics with problematisation, we ensure conscious participation of 

the students to the acquisition and consolidation of knowledge, abilities and skills, as a 

guarantee of permanent knowledge in time.  

 

          a  x  b  = 12                                          x   =  30 

          2  x  6  = 12                                              3        x      10       =  30 

          6  x  2  = 12                                            10        x        3       =  30 

          3  x  4  = 12                                              5        x        6       =  30 

          4  x  3  = 12                                              6        x        5       =  30 

 

           :     =   2                       a     :     b    =    4 

               4        :        2         =   2                       8    :      2    =    4 

               8        :        4         =   2                     16    :      4    =    4 

              12       :        6         =   2                     20    :      5    =    4 

              18       :        9         =   2                     12    :      3    =    4 

 

In order to optimise the educational process, lessons should be organised according to 

pedagogical coordinates that ensure and maintain the activating, formative character of 

problematisation. 

 

2.3. LEARNING THROUGH DISCOVERY 

 

Learning through discovery is one of the methods that ensure largely independent 

activity and the proper motivation for an active, conscious acquisition of knowledge, 

helping the students to discover truths unknown to them but known by science. 

Learning through discovery can be organised and carried out in several ways. 

A frequent way to do it is the inductive one, which supposes the passage from 

concrete to abstract on the basis of analysis, ordering, and hierarchy of data or facts that 

the students know from experience or from previous readings. 

To make the students acquire this knowledge, we start from simple elements they 

know. Thus, they know already about half and quarter from the 2
nd

 and 3
rd

 grades, the 4
th
 

grade introducing their mathematical writing, the notions of eighth, tenth, fifth, the names 

of the terms of a fraction and the establishment of their meaning, the solving of problems 

related to the calculus of a fraction of a number, addition and subtraction of the fractions 

with the same number. We guide the students‟ thinking on the ground of known elements 

through questions meant to help them discover new knowledge. To do so, we prepare for 

each student a paper meter divided into centimetres and decimetres, a paper circle and an 

apple. We then ask them the following questions: 

 

- What is there on the table? (the students name the items) 

- What do we need to do to get half of a meter? (first we find the middle of the 

meter and then we cut it into two halves) 

- How many parts do we get? How are they? (we get two parts that are equal)  

- How do you call a part? (we call it a half) 



We do the same with the circle and the apple, asking the same questions, and then we 

write the fractions explaining the students that we represent a half as 2
1

 which we call 

fraction unit. We then ask them: 

 

- What does figure 2 show? (it shows that the unit was divided into two equal 

parts)  

 

We then ask the students to divide each half into two equal parts. They notice that 

they get four equal parts and that one part is two times smaller than a half. They thus infer 

that such a part is called a quarter, which shows that the unit was divided into four equal 

parts. 

 

- How do we write a part of a unit divided into four equal parts? (we write 4
1

 

which is called a fraction unit) 

- What does the figure 4 show? What does the figure 1 show? How do you read 

4
1

? How many fourths are there in a unit? (four) 

- How do we write two fourths? 
4

2
 

- How do we write three fourths? 
4

3
 

- How do we write four fourths? 
4

4
 

 

The students discover halves and fourths of the same unit through observation and 

note the relationship between them. 

 

- How many fourths are there in a half ? 
4

2

2

1
 

- How many halves are there in a unit? And how many fourths? 
4

4
1,

2

2
1  

- How are two halves compared to four fourths? 
4

4

2

2
 

 

Comparing the intuitive material, the students discover by themselves that: 

 

          
8

2

4

1
;   

8

4

2

1
;   

8

8
1 ;   

4

1

8

1
;   

2

1

4

1
;   

2

1

8

1
 

 

To get a fifth and a tenth we do the same, i.e. we divide the meter and the circle into 

five, then into ten equal parts. What the students discover through intuitive materials they 



write down on the blackboard: 
5

1
and

10

1
, insisting on what 1 and 5 and 1 and 10 indicate, 

i.e. the number of parts and the number of parts the unit is divided into: 

10

10
1,

5

5
1,

10

1

5

1
  

 

We also establish the name of the fraction terms and what they indicate. 

We draw the conclusion ,
10

1
,

5

1
,

8

1
,

4

1
,

2

1
are fraction units representing parts of the unit 

divided into 2, 4, 8, 5, and 10 equal parts. Two or more such fraction units are called 

ordinary fractions. 

During the next classes we insist on the newly introduced mathematical terms – the 

definition of fraction and of its name. 

We then present the way in which we apply the method of learning through discovery 

in the acquisition of the notions of geometry, the efficacy of this method in the building 

up of geometrical figures in the 8
th
 grade. 

The students answer the problem-questions drawing what they are asked to, defining 

themselves the components of geometrical figures. 

Since part of the knowledge has been previously acquired (such as the types of lines: 

right, parallel, perpendicular), we use it in the learning of angles and particularly in the 

building up of the rectangle and of the square. 

The students discover themselves the new relationships existing between the different 

geometrical elements (see frame below). 

For consolidation, in order to exercise creative thinking and imagination as much as 

possible, the students are asked to discover in the drawing below (Figure 10) the 

geometrical figures they have learnt.  

 

 
 

Figure 10. Discover the geometrical figures you have learnt 

 

The students discover the following geometrical figures: 

- 7 rectangles; 

- 8 squares; 

- 3 right-angle triangles; 

- 1 equilateral triangle. 



1. Draw a right line segment AB of 4 cm : 

 

 
                            

2. Draw a parallel line CD to the segment AB of the same size, 2 cm far from it: 

 

 
 

 

 
 

3. Draw two vertical parallel lines that unite the segments of right line drawn below:   

 

 
 

- What relationship can we write down? 

 

The students write that the segment AB is parallel ( // ) with the segment CD, and the 

segment AC is parallel ( // ) with the segment BD: 

          AB  / /  CD; AC  / /  BD 

 

- How are the two sides in the figure? (the two sides in the figure are equal and 

parallel) 

              AB = CD; AB  / /  CD 

- How are the other two sides? (sides AC and BD also are equal and parallel)  

              AC = BD; AC  / /   BD 

- Horizontal parallel lies compared to the two vertical parallel lines? (horizontal 

parallel lines are longer than vertical parallel lines)  

- The longer parallel lines are called lengths and are noted as L, while shorter 

parallel lines are called widths and are noted l. 

The final conclusion is as follows: the sides of a rectangle are parallel and equal, by the 

twos. 

- How many angles are there? (there are 4 angles) 

- How are they? (they are right angles)  

Another conclusion: all the angles of a rectangle are right. 

                   
  ABD    =    BDC     =     DCA     =     CAB 

Therefore: the sides of a rectangle are parallel and equal by the twos, and the angles are 

all right. 



In the 3
rd

 grade, learning geometry can be easily done using the method of learning 

through discovery. In smaller grades, increasing efficacy of geometry classes largely 

depends on the way we combine this teaching method with problematisation, and on the 

nature of the questions addressed to the students – reproductive, receptive, and 

productive. Productive questions should prevail in learning through discovery. 

Starting from previously acquired knowledge, students can learn and discover other 

knowledge, allowing them to build up themselves geometrical figures and to discover 

new relationships of equality between geometrical elements. 

Learning through discovery awakens in students the spirit of investigation, of 

research, of total commitment and of active participation, thus showing some of the 

richest formative valences.  

 

RESULTS AND DISCUSSION 

       

Active-participative teaching methods help the students search, research, and find 

themselves the knowledge they are to acquire; they help the students find solutions to the 

problems themselves, process knowledge, reconstitute and re-systematise knowledge, 

making the students learn and work independently. 

Active-participative teaching methods focus on learning through action, and on 

manual and mental manipulation of items and actions. 

Active-participative teaching methods are also those methods bringing the students in 

direct contact with real life situations and with concrete life problems, allowing them to 

solve the problems. Are also considered active-participative teaching methods those 

teaching interactive methods that make students talk together, cooperate, that facilitate 

and intensify spontaneous exchange of ideas, impressions, opinions. 

Due to their demanding character, these methods make work the intellectual forces of 

the students: thinking, memory, imagination, and will. 

In contrast with passive teaching methods, active-participative teaching methods 

develop the students‟ intellect, some logic-mathematical operations (the ability of 

comparing, of calculating, of checking, of classifying), some scientific operations (ability 

of explaining different causes), and the ability of correlating, of collecting, of 

synthesising, of organising, of communicating. 

 

CONCLUSIONS 

 

Mathematics is the subject that best contributes to the development of human 

personality and to the improvement of cognitive structures and of the methods of 

investigation of the world, as well as to the diversification of the ways of action of man in 

nature and society. It is the subject that acts on all defining traits of modern thinking, and 

this is why it plays a particular role in man‟s intellectual development. 

It is in grades 1-4 that we introduce elementary mathematical notions that the students 

will use in their lives and that is the foundation of the entire mathematical education. 

The learning of mathematics has always supposed intense activity of the thinking, an 

increased mental effort. 

In this paper we focus on the importance of using active teaching methods in the 

teaching of mathematics and on the activating of the students through all the means 

possible. Active methods are operating methods that lead to efficient thinking operations. 

Are considered active teaching methods those methods that do not limit the students to 



verbal clichés, to rigid cards or rules, but the methods that have an increased share of the 

students interaction with the objects of learning that result in a maximum of activism of 

the operational-mental structures given the learning goals of the students. 

We present a few practical examples of application of active-participative teaching 

methods: modelling, algorithmisation, problematisation, and learning through discovery. 

The examples supplied, the success of such classes is also due to the teacher, who has 

not only to convey knowledge, but also to make his/her students the wish to get them and 

the opportunity of getting them, is possible through one‟s own effort. The role of the 

teacher is to sustain and order the students‟ effort and not to overtake – be it partially or 

entirely – some of the students‟ work. 

We present some practical ways of activating students in class through models of 

exercises solved with the students, solutions to problems and problem build-ups, efficient 

valorisation of teaching methods, differentiate support for the students in the study of 

mathematics. 
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ABSTRACT 

 

The role of the physical education teacher in primary prophylaxis and the 

noticing of the changes occurred at the level of the vertebral column are particularly 

important: it is the teacher who can assess physical development in young students 

(dressed in sportswear) and notice their effort tolerance. Our experiment was carried 

out between January and May 2009 on 23 children aged 13-14 from a total of 78 

children enrolled in the 8
th
 grade at School Nr 6 in Arad (Arad County, Romania). 

The experiment consisted of physical exercises in the school gym both during physical 

training classes and during extra-curricular activities depending on the school doctor 

and on specialist doctor’s directions. The experiment aimed at assessing physical 

deficiencies, diminishing scoliosis severity, correcting body position, shaping a 

proper body posture during both curricular (sitting at one’s desk, writing, etc.) and 

extra-curricular activities. As a result of our assessment, we have found out that 16 

children had dextroconcave scoliosis (of which 10 boys and 6 girls) and 7 children 

had dextroconvex scoliosis (of which 3 boys and 4 girls). All scolioses were S-shaped. 

Objective clinical examination pointed out changes of the osteoarticular apparatus 

classifiable as sequel rachis: base-enlarged thorax (19 children) and careen-like 

thorax (1 child). We have also noticed other changes of the osteoarticular apparatus: 

ciphosis (1 child), lordosis (2 children), lumbar vertebral column rectitude (1 child), 

and flat feet (8 children). The study shows that light scoliosis forms such as ciphosis, 

lordosis, cipho-lordosis, and scoliosis – if properly diagnosed – can be successfully 

recuperated through programmes initiated and monitored by physical education 

teachers. 

 

Keywords: Assessing; Physical deficiency; Children 

 

1. INTRODUCTION 

 

Statistics concerning somatic development in children have supplied lately worrying 

data showing an alarming increasing rate of changes in the osteoarticular apparatus. 

These changes have multiple causes. One cause is unbalanced nutrition based largely 

on fast-food high in food additives and low in minerals and vitamins. Last but not least – 

the lack of physical exercise because of the few classes of physical education in the 



curriculum. Nowadays life style has diminished the number of hours parents spend with 

their children, which prevents parents from noticing in due time the somatic changes in 

their own children. 

In this context, the physical education teacher plays an important role in preventing, 

noticing, and recovering physical development deficiencies. 

Noticing the ever higher incidence of physical deficiencies among youth, we made 

the decision to study a group of pupils aged 13-14, an age at which most postural deficits 

occur. 

Nowadays, the role of the physical education teacher is more and more complex since 

he/she does more than simply explaining and monitoring physical exercise performance. 

Working with such a particularly ever-changing plastic “material” – school-children – the 

teacher of physical education can and is bound to signal and correct, within certain limits, 

any changes of the osteoarticular apparatus. Ignoring these changes and limiting one‟s 

teaching activity to just observing the curriculum is condemning the children to 

unbalanced development and to pathology associated with it that will impact the 

children‟s further life.  

 

2. MORPHO-FUNCTIONAL AND PSYCHIC FEATURES OF THE SUBJECTS 

 

At this point in our paper, we need to approach physiological, bio-chemical, and 

psychic features of the children that were subjected to our experiment. 

The school-children we are talking about are in the 8
th
 grade and are aged 13-14, i.e. 

at the end of puberty and at the beginning of post-puberty or adolescence. According to 

literature, puberty is achieved at the age of 14-15. If before puberty growth and 

development in girls and boys are parallel and observe the same rate, during puberty 

growth in girls differs from growth in boys (girls grow more rapidly). At the end of 

puberty, the two sexes are completely different, i.e. each has its own specific morpho-

functional features he/she will carry along his/her entire life. 

During puberty, there is rapid growth of the locomotory apparatus (respiratory, blood 

vessels). 

At somatic level, there is a rapid growth in size and slow weight gain particularly in 

boys. 

Rapid growth in size refers especially to length development of the limbs in 

comparison with the body. Body asymmetry thus created is in most cases aggravated by a 

hyper-laxity of all joints favouring skeleton deformation. 

From a functional point of view, at puberty the central nervous system has some 

feature important particularly in the practice of physical exercise and of sports. These 

features can be systematised as follows: the great plasticity of the central nervous system 

is preserved during this period also, though losing some of its vitality and efficiency 

because of some hormonal disturbances enhancing the reactive character of the nervous 

system and leading to the instability of the behaviour and of affective states.  

Towards the end of the period there is inhibition of the differentiation favouring 

analytical and synthetical activity of the brain, improving the regulating function of the 

brain and, most important, influencing conditioned reflexes and dynamic stereotypes that 

makes them more stable. There is also improvement in movement precision and in 

movement coordination. 

All these features of the central nervous system have a direct impact on the 

development speed and on the stability of the moving skills; they favour occurrence of 



fatigue, they weaken in a certain measure will and persistence, impacting the results 

obtained during the growth process ad osteoarticular changes. 

Muscles develop mainly through muscular fibber stretching. As for muscular force, 

literature also notices a leap growth, particularly in extensor muscles. Towards the end of 

puberty, movement activity diminishes, particularly in girls, due to both the diminution of 

leisure time in comparison with study time and to some somatic and vegetative changes. 

The relative force at this stage not only stagnates but even records a considerable 

drawback in both flexor and extensor muscles. We should also prevent the decrease of 

general movement activity, a trend recorded mainly in girls towards the end of puberty.  

What we should stress in this overall psychic development picture of the teenager is 

the structure of personality, the synthesis and grouping of all psychic features at this point 

in individual existence. 

Intellectual, affective, and motivational development and interests intertwine and 

make up the teenager‟s personality. 

At intellectual level, the teenager reaches a good level of knowing reality, the 

information repetitive and processing functions being well developed and based on a 

good ability of focussing attention on a satisfactory resistance to intellectual effort and 

particularly on the presence of some varied cognitive interests. Once abstraction and 

logics levels attained, thinking is critical and bound to problematise.  

Self-consciousness is one of the fundamental dimensions of personality. Shaping it is 

a long-lasting process that starts with the design of body scheme in early childhood and 

ends at teenage when it covers both the relationship between the individual and 

himself/herself, and between the individual and the others. Reporting oneself to the 

others, appreciating, analysing critically mainly actions and results lead to the making up 

of an image of himself/herself that the teenager himself/herself tries to change according 

to a chosen model. 

 

3. VERTEBRAL COLUMN PATHOLOGICAL MORPHO-PATHOLOGY  

       

At the level of the vertebral column, there are complex morphological changes whose 

classification can be done depending on different criteria. Based on the criterion of the 

changes of physiological curves, we can discern among the following: 

- CIPHO-LORDOSIS – a deviation at sagittal plane with two curves whose 

convexity is oriented in two oppose directions: thorax ciphotic deviation has a 

convexity oriented backwards while lumbar lordotic deviation has a convexity 

oriented forewords; 

- DORSAL CIPHOSIS – a deviation of the vertebral column at sagittal plane with 

its convexity directed backwards and representing an accentuation of the thorax 

curve; 

- FLAT BACK – disappearance or reversal of vertebral column physiological 

curves resulting in changes of the ribs‟, shoulder bones‟, scapular belt‟s position, 

and of the thorax, that becomes flat diminishing its anteroposterior diameter; 

- FLAT BASE-FALLEN THORAX – decrease of the anteroposterior diameter, fall 

of the sternum and of the thorax base, and diminution of its elasticity; 

- LONG (TOTAL) CIPHOSIS – a deviation of the axis of the vertebral column at 

sagittal plane with its convexity directed backwards and covering the dorsal and 

lumbar areas; 



- LUMBAR LORDOSIS – a deviation at sagittal plane with its convexity oriented 

forwards and covering the lumbar area; 

- ROUNDED BACK – upper dorsal ciphosis, arched ribs, shoulder gap, forward 

shoulder projection because of the high tonus of the breast muscles and because 

of its tendency to compensate lordosis; 

- S-SHAPED RIGHT DORSAL AND LEFT LUMBAR SCOLIOSIS – two or 

more deviations at frontal level with its convexity directed laterally; 

- TOTAL C-SHAPED LEFT SCOLIOSIS – a deviation at frontal level with its 

convexity directed laterally or under the form of torsion, when accompanied by 

costal gibosis. 

 

4. MATERIAL AND METHODS 

 

The subjects of this study were children aged 13-14, an age at which there is a change 

in the development of the osteomuscular system and at which the capacity of 

understanding allowed a good cooperation during the experimental period. 

At this stage of development of the vertebral column and of the muscular system, 

practicing corrective exercise can result in a diminution of the deformations. Not to 

mention that children are, nowadays, very receptive and that they have a wider 

informational horizon and a value scale in which the aesthetic criterion plays an important 

role.  

The experiment was carried out between January and May 2009 on 23 children aged 

13-14 picked up from the 78 school-children enrolled in the 8
th
 grade of School Nr 6 in 

Arad (Arad County, Romania). 

Exercise were practiced in the gymnasium of the school during the physical education 

classes and during extra-curricular activities depending on the directions supplied by the 

school doctor and by the specialist doctor.  

The objectives of the experiment were as follows: 

- Assessing physical efficiencies; 

- Diminishing the seriousness of the scoliosis; 

- Correcting the body position; 

- Acquiring, by the school-children, of correct posture during different curricular 

and extra-curricular activities (sitting at one‟s desk, writing, etc.). 

 

5. RESULTS AND DISCUSSION 

 

We have assessed a number of 78 school-children in the 8
th
 form (46 girls and 32 

boys) (Figure 1). 

A positive diagnosis of scoliosis was established based on somatoscopy – the 

objective examination of the vertebral column. Examination was done during the physical 

education classes in the school gymnasium in the presence of the teacher of physical 

education and of the school doctor. We made anthropometrical measurements (weight, 

height, thorax perimeter) and the general clinical examination of the osteoarticular 

apparatus. Examining the vertebral column was done in orthostatic position and in fore 

body flexion.  

In all cases we asked for confirmation of the diagnosis through specialised 

examination. Thus, school-children were sent to be examined by specialists such as 

orthopaedics, radiology, laboratory, and recovery.  



59%

41%

 
 

Figure 1. Number of students assessed: 59% - girls (46); 41% - boys (32). 

 

As a result of the assessment, we found out that 16 children had dextroconcave 

scoliosis (10 boys and 6 girls) and 7 children had dextroconvex scoliosis (3 boys and 4 

girls). All cases were S-shaped scoliosis (Figure 2). 
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Figure 2. 1 – dextroconcave scoliosis (10 boys and 6 girls);  

2 – dextroconvex scoliosis (3 boys and 4 girls) 

       

Objective clinical scoliosis pointed out changes of the osteoarticular apparatus 

classificable as sequel rachis: 83% - base-enlarged thorax (19 children); 13% - condro-

costal changes (3 children); 4% - careen-shaped thorax (1 child) (Figure 3). 

Concomitantly, we have noticed other changes of the osteoarticular apparatus as well: 

8% - ciphosis (1 child); 17% - lordosis (2 children); 8% - lumbar vertebral column 

rectitude (1 child); 67% - flat feet (8 children) (Figure 4). 

Precarious material conditions influence the health state of a large number of children 

in our study: 55% - anaemia (6 children); 36% - weight deficit (4 children); 9% - postural 

deficit (1 child) (Figure 5). 
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Figure 3. Changes of the osteoarticular apparatus: 83% - base-enlarged thorax (19 

children); 13% - condro-costal changes (3 children); 4% - careen-shaped thorax (1 

child) 
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Figure 4. Other changes of the osteoarticular apparatus: 8% - ciphosis; 17% - lordosis; 

8% - lumbar vertebral column rectitude; 67% - flat feet. 
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Figure 5. Effects of poverty on children’s health: 55% - anaemia; 36% - weight deficit; 

9% - postural deficit. 

 



6. CONCLUSIONS 

 

The greatest benefit of the experiment we carried is that the children were assessed 

and integrated in a special programme in order to valorise physical education classes, 

which was not possible at high-school because the students there were medically excuse 

for the same diagnosis. 

The school-children assessed somatoscopically and in which physical deficiencies 

were detected were informed and made aware of the importance of starting a preventive 

and recovery exercise programme carefully monitored by the kinetotherapy teacher; the 

school-children were also informed about the long-run effects of physical deficiencies on 

life quality. 

As a result of the assessment, we could detect the following: 

- 16 children with dextroconcave scoliosis (10 boys and 6 girls); 

- 7 children with dextroconcave scoliosis (3 boys and 4 girls). 

All cases were S-shaped scoliosis. 

Objective clinical examination pointed out changes of the osteoarticular apparatus 

classificable as sequel rachis: 

- base-enlarged thorax (19 children); 

- careen-shaped thorax (1 child). 

Concomitantly, we noticed other changes of the osteoarticular apparatus: 

- ciphosis (1 child);  

- lordosis (2 children);  

- lumbar vertebral column rectitude (1 child);  

- flat feet (8 children). 

After applying the recovery programme, we got different improvements: spontaneous 

and mobilizing pain improved with certainty, and even disappeared for long periods of 

time. Correctness of the posture and decrease of deficit are a gain for the recovery 

programme.  

The sooner the recovery programmes are initiated and the longer the periods of time 

they are applied, the better the results of the recovery programmes will be.  

Periodically complex examination of children is essential in catching vertebral 

column position changes in early stages; likewise, interdisciplinary cooperation 

(physician, specialised doctor, kinetotherapist) is particularly important in the correct 

identification of the recovery programme. 

The role of the teacher of physical education in primary prophylaxis and the noticing 

of changes in the vertebral column are particularly important: the teacher is the one who 

can observe young people dressed summarily (training suit) and their tolerance to effort.  

The study carried out shows that easy forms of physical deficiencies such as ciphosis, 

lordosis, cipho-lordosis, and scoliosis – if properly diagnosed – can be successfully 

recovered through programmes initiated and carried out by teachers of physical 

education.  
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ABSTRACT 

 

The teacher plays a crucial role in students’ lives. Both teaching skills and 

personality features have a serious impact on students resulting in long-term effects. 

The authors point out the main pedagogical factors having an impact on school 

success in high-school students. Starting from the premise that, due to his/her way of 

behaving, due to his/her attitudes, a teacher gets close to his/her students – 

motivating, punishing, counselling, blaming, encouraging, etc. them – the authors 

reached the idea that students like or not a certain subject depending on the teacher’s 

personality. As for school success, a teacher’s responsibility is huge: it accounts for 

both his/her professional competence and for his/her personality. 

 

Keywords: School success; Pedagogical factors; Teaching skill; Teacher’s 

personality 

 

INTRODUCTION 

  

To be a teacher is a risk one assumes. Teaching others about how to learn is an art 

that requires patience, lack of certainty, numerous hours of study, emotion, 

discouragement, and smile. This stimulates and maintains high-school students‟ curiosity 

for new things, moulds their social behaviour, strengthens their self-confidence, and helps 

them define one‟s identity. This is why a teacher needs to have skills and competences 

that allow him/her to focus mainly on the students‟ expectations, needs, and, last but not 

least, interests. 

Playing a number of roles, the teacher needs to get aware of the fact that these roles 

depend on the following: 

- his/her personality; 

- the teacher – student relationship. 

As far as the teacher’s personality is concerned, the most important factors in being 

a good teacher are personality features such as: culture, pedagogical attitudes, and 

teaching skills. 

A teacher’s culture is the result of education and training: 

- general culture; 



- philosophical culture; 

- specialty culture;  

- psycho-pedagogical culture. 

Due to the diversity of tasks educators are confronted with both in school and in 

society, it is necessary for the teacher to have a wide cultural horizon, based on 

knowledge from different fields of science, technique, and culture, and completed by a 

philosophical basis that ensures an ensemble view over the world and its development. 

The philosophical component determines the understanding of the sense and destiny of 

humans in the Universe.  

Among pedagogical attitudes, the following ones have been considered most 

significant: 

- humanism; 

- characterial-moral attitudinal features: objectivity, principiality, honesty, 

courage, dignity, correctness, modesty, firmness, patience, optimism, self-control; 

- awareness of one’s responsibility and mission. 

As for teaching skills, the new requirements concerning teachers‟ activity belong to 

the managerial field, as stipulated in the main school programme goals: 

- ability of defining goals and of achieving them through cooperation and 

partnership; 

- team work ability; 

- ability of thinking organisationally, institutionally, and financially; 

- will of assuming responsibilities and initiatives; 

- confidence in professional and personal development; 

- availability for sharing one’s personal concerns and problems (those of their 

colleagues and of their students); 

- communication competences, authentic, and empathy; 

- ability to overcome non-productive frustrations, resistance to change and 

blockage; 

- openness to pluralism and multi-centrism; 

- ability of guiding himself/herself in the different social and cultural fields of our 

modern world; 

- ability of reacting differently depending on the public and on a concrete situation. 

The role of a teacher can also be analysed from the perspective of the teacher – 

student relationship. Taking into account the values of our contemporary society, we 

need a new approach of the teacher – student relationship, e.g.:  

- assuming by both the teachers and the students of a common moral responsibility 

within the educational relationship, resulting in affective and effective 

involvement in the educational process; 

- admitting mutually the right of being different and the value of each human 

being, no matter how different; 

- having confidence in the capacity of each human being of making real, good 

progress; 

- admitting that all the students and teachers are social partners with 

complementary functions and common responsibility; 

- considering school as a cultural environment; 

- giving up the principle of the unique optimal way and getting aware of the fact 

that there are several equi-final and equivalent solutions for most social and 

human issues; 



- promoting authenticity and sincerity, i.e. being himself/herself is more important 

than being right.  

 

MATERIALS AND METHOD 

 

The goal of the present research was to point out the main pedagogical factors 

impacting school success in high-school students through the prism of the way in which 

they interact with or overlap the psychosocial, intellectual, and emotional environment in 

which a teacher teaches. 

 Taking into account the fact that school success is a complex issue nowadays and 

that studying it is demanding and time-consuming activity, we established the following 

objectives: 

- determining the pedagogical factors impacting school success in high-school 

students; 

- identifying the dynamic value of some pedagogical factors that makes students 

learn; 

- identifying the importance of the teacher in school success in high-school 

students. 

Research was carried out at the Grupul Şcolar de Poştă şi Telecomunicaţii in 

Timişoara, during the school year 2009-2010. The sample was made up of 93 students 

from grades 9-12. Among them, 31 students (33.33%) were girls and 62 (66.67%) were 

boys. From the point of view of their distribution per grades, there were: 24 students 

(25.80%) in grade 9, 30 students (32.25%) in grade 10, 23 students (24.75%) in grade 11, 

and 16 students (17.20%) in grade 12. 

The research methods we used in the study of the pedagogical factors impacting 

school success were as follows: observation, questionnaire, conversation, and 

psychological analysis of the activity products. The questionnaire contained 5 questions 

and had an open character (the answers to the questions were supposed to be 

explanatory). Among the questions, 4 made the students reflect on the multitude of 

pedagogical factors that could stimulate them in their learning activities. 

 

RESULTS AND DISCUSSION 

       

School success reflects in a high yield of the teaching activity, in accordance with the 

school curriculum and with the goals of education: it is the optimal positive form of yield 

also called school success. It can be expressed as grades from 7 to 10 (grades obtained by 

the students for their performance) as well as by special results in scientific, technical, 

practical, cultural and artistic, sports, etc. activities in different school competitions, be they 

domestic or international. 

No matter the age, school success in students is supported by a complex of 

pedagogical, psycho-socio-physiological, and family-related factors, each of which has a 

different share. 

The main pedagogical factors impacting school success in high-school students that 

popped up during our research are: 

- the teacher‟s teaching skills resulting from high, efficient specialised, general, 

pedagogical, methodological, moral and civic, etc. training, doubled by a 

pedagogical craftsmanship and by a high teaching tact; 



- the willingness of the teacher to study one‟s own teaching behaviour as a basis for 

continuous self-assessment of one‟s development; 

- the concern for introducing into practice new ideas and for assessing efficiency; 

- the use of modern and complete technical and material tools during the 

educational activities, with a special place for IT tools; 

- the use of modern teaching strategies that make the students active participants in 

the learning act and that ensure the link between theory and practice and 

knowledge accessibility without any prejudice to the scientific level stipulated by 

official documents; 

- the permanent monitoring of the students‟ behaviour and school success through 

the use of a wider spectrum of teaching and learning technologies; 

- the guidance of the students towards the use of skills and strategies better adapted 

to achieving a certain task; 

- the transfer of knowledge and skills acquired while studying a subject to another 

subject, when necessary; 

- the individual and differentiated approach of the students, together with a frontal 

approach aiming at valorising as much as possible students‟ individual abilities 

(intellectual abilities, aptitudes, interests, aspirations, etc.); 

- the turning of the students from educational subjects into educational actors 

capable of self-educating, self-assessing, and feed-back generating; 

- the systematic cooperation between teachers teaching different subjects that 

intertwine, the development of conditions for unitary grading, for avoiding 

hindering parallelism and overloading the students; 

- the development of democratic relationships between the students, between the 

teacher and the students, between the class teacher and the students, between the 

leadership of the educational establishment and the students, with development of 

proper, normal guidance and control, with cooperation and counselling, with 

understanding, respect, and mutual help; 

- the turning of the class atmosphere into an agreeable one and the constructive 

solving of the disciplinary problems or of the dissentions that might occur in the 

class; 

- the development of solid school groups capable of acting as educational factors; 

- the encouragement of students to cooperate and to support each other mutually; 

- the appreciation of students performance both publicly and privately; 

- the establishment of high but realistic expectations and the urge to fulfil ever 

more challenging and difficult tasks; 

- the development of the conviction that high performance training and self-

improvement are important, with diminution and even removal of enforcement 

measures; 

- the achievement of objectivity and of coherent assessment of school results and 

the development of the self-assessment ability; 

- the development of the ability to effective and creative social and professional 

integration; 

- the development of valuable, real school and professional guidance; 

- the organisation of domestic and international school competitions for the largest 

number of students possible. 



CONCLUSIONS 

 

A teacher‟s pedagogical tact, no matter the subject he/she teaches, results from his/her 

general and professional culture, from his/her personality, experience, and attitudes that 

could cover what they generally call pedagogical humanism: 

- the spirit of objectivity and justice ; 

- honesty; 

- dignity; 

- correctness; 

- optimism; 

- patience; 

- self-control; 

- responsibility; 

- thinking abilities (flexibility, creativity, originality); 

- features of the language used in communicating (intelligibility, clarity, 

expressivity, fluency, persuasiveness); 

- features of attention (focus, distributiveness); 

- features of memory (solidity, ease of use); 

- knowledge and understanding of the student‟s psyche; 

- ability of putting oneself in the student‟s shoes. 

Pedagogical tact is a sum of aptitudes, i.e. a good teacher can find, in any situation, 

the best way to treat his/her students. Achieving such a balance state results from 

cultivating and consolidating those positive states of a teacher that can be dominated by 

his/her attitude. Pedagogical experience does not identify with pedagogical tact, since all 

experienced teachers do not have pedagogical tact. 

Acquiring pedagogical tact is the result of the will to go on improving oneself, to 

admit that we go on learning from one another – from our teachers, from our students. 

Efficient educational work largely depends on the character and quality of the dialogue 

between the teacher and his/her students during the educational act, on the features of the 

climate in class, on all the pedagogical features of the teacher.  

School success in high-school students depends directly on their will to actively 

participate in the instructive-educational process with its goals and causes specific to the 

instruction process. In order to enhance students‟ motivation for learning, the teacher can 

act relying on three main basic factors: 

-  the value of the subject/topic such as perceived by the students; 

-  the confidence of the students in their own success; 

-  the students‟ ability of guiding the educational process. 

The teacher should take into account the feedback from his/her students during the 

educational process, of the way he/she presents and structures the tasks, etc., without 

compromising the standards and goals previously established. 

Classes should be rather applicative and, as a consequence, the teacher needs to use a 

wide and diversified range of teaching methods, teaching materials, and forms of 

teaching. 

From an epistemological and inter-disciplinary perspective (pedagogy, psychology, 

sociology, philosophy, logics, etc.), the teacher is bound to contribute to the explanation, 

analysis, and operationalisation of the fundamentals of applied didactics and of the 

methods, procedures, and projects of organisation of the teaching – learning – assessing 

activity. 



A teacher is a voluntarily life, professional, balance, tolerance, and human respect 

model. Due to his/her expertise, he/she is a strong model to be followed by the students. 

Due to his/her power of gaining the confidence and respect of his/her students, of 

communicating, of giving and of building, a teacher is a good partner on the path of 

human truths and values. A good teacher can develop states of spirit, can help the 

students free from their own constraints, utter their questions, and be themselves. 
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ABSTRACT 

 

In this paper, the authors analyse a few aspects concerning the formative 

features of environmental education in school. Environmental education in school is 

a process aiming at improving life quality by supplying the “tools” students need to 

solve environmental problems. Environmental education can help students get 

knowledge, acquire skills, motivations, values, and also take responsibilities for the 

maintenance of environmental quality. Children are an important public in 

environmental education since they are the managers and the consumers of 

tomorrow’s resources. Children can also have an impact on their parents and on 

other members of the community they live in under certain circumstances. Educators 

and all those involved in education can impact their students – from getting them 

aware of environmental issues to developing attitudes and active projects in the name 

of environmental education. 

 

Keywords: Environmental education; Environment; Teaching activities; Ecological 

behaviour 

1. INTRODUCTION 

 

The goals of environmental education are the same worldwide: to maintain and 

improve environmental quality and to prevent environmental problems. On one hand, 

environmental education means to inform and increase the amount of knowledge on the 

environment by teaching the students about global warming, solid wastes and others 

alike, about ecology and the way the Earth functions, about the effects of environmental 

damage, and about the role they can play in developing environmental problems and in 

their prevention. On the other hand, environmental education increases environmental 

awareness and understanding of personal values through the discovery of attitudes and 

understanding, helping the students in assessing and clarifying their feelings towards the 

environment and the solving of problems related to it. It also helps students understand 

the fact that people have different values and that the conflicts between them should be 

approached to prevent and finally to solve environmental problems. 

Environmental education also has a practical side: students learn how to plant a tree 

and how to live and protect the environment by reducing consumption and, therefore, the 



impact on the environment. Finally, environmental education strengthens one‟s abilities 

of acting as a citizen – from writing a letter to impacting local councils and domestic and 

international officials. 

Environmental education focuses on the following main goals: 

- Awareness: it helps the students understand the environment on the whole and its 

problems, it develops their ability to understand and differentiate stimuli, to 

process, refine and expand these perceptions, and it contributes to the use of 

these abilities in several contexts. 

- Knowledge: it helps the students better understand the way the environment 

functions, the way people interact with the environment, and the way 

environmental problems occur and how they can be solved. 

- Attitude: it helps the students acquire a new set of values and feelings for the 

environment, the motivation and commitment to participate in maintaining 

environmental quality. 

- Skills: they help the students acquire the ability necessary to identify and 

investigate environmental problems and to contribute to the solution of these 

problems. 

- Participation: it helps the students acquire experience in the use of knowledge 

and skills to act positively and, thus, solve environmental problems. 

They claim that students everywhere – particularly students living in urban areas – 

lose their contact with nature. In many places, experiments in the open are not a routine 

of instruction: they are limited to a few school outings during primary school years, 

instead of becoming a routine of the entire period of education. Taking the students out 

on a regular basis is an important part of an environmental education programme. 

Nothing can replace one‟s own experiences that help the students understand their own 

community, nature systems, and environmental problems. 

Using the environment as a classroom is also a way to bring the students closer to 

nature. For instance, many teachers of Romanian take their students out for their reading 

class to enhance their creative writing. And many teachers of science and mathematics 

use the environment as a laboratory in which students investigate and experiment. 

It is also important to be sensitive towards the environmental problems of your 

community. Many of the students and of their families can be directly or indirectly 

responsible for the environmental problems the students investigate. For instance, in large 

cities, many of the students‟ parents work in factories that pollute the air and the water. In 

the countryside, as well, some of the students and of their relatives may play a role in 

poaching and in excessive logging. Though one should not avoid approaching this kind of 

environmental issue, we need to be cautious when blaming someone and to try and find 

the best approach possible in debating them.  

One of the goals of the environmental education programme is to help the students 

develop their critical and creative thinking. A student that might become someday a 

member of the local council should better knowhow to assess options, how to identify 

alternatives, how to communicate, how to ask questions properly, how to analyse 

suggestions from the public, and how to make decisions. Likewise, a student that might 

become someday a land owner should know how to manage land and be a good citizen 

able to involve in environmental problems affecting his/her community. 

Environmental education also cultivates a system of values. When the students grow 

up, the system of values they promote has an impact on their options and on the decisions 

they make concerning their lives, including environmental issues. Values also make a 



person‟s life more consistent, which helps him/her develop a better concept of the self. 

There is a close relationship between values, convictions, attitudes, and the development 

of an environmental ethics. 

An environmental education programme can do a lot to give the students the strength 

to improve the quality of their lives and that of other people‟s. And this strength can 

increase pride and self-respect. When students take part in a community project to help 

improving environmental quality or solving community problems, they help themselves 

and the others at the same time. They stand for their own values and can see that their 

actions count.  

As an educator, one can impact the life of his/her students by introducing the 

strategies of environmental education in class. Environmental quality has a direct impact 

on the lives of the students and of their families. The educator can sparkle one‟s own 

personality environmentally by helping his/her students know their rights as citizens, by 

giving them the strength to act and feel they count, by clarifying the relationships 

between individual or family health and the environment, by making clear the 

relationship between income and environment, and by awakening their interest in the 

natural world.  

 

2. EDUCATIONAL ACTIVITIES 

 

Here are two examples of educational activities meant to get the students closer to 

environmental issues.  

 

2.1. ENVIRONMENTAL THANKS 

 

Goals: Realising the importance of resources from the environment through the 

development of one‟s own favourite objects. 

Level: grades 5-8. 

Duration: 50-55 minutes. 

Materials: copies of the list in Table 1 below: if this is not possible, then the list of 

materials must be written on the blackboard; drawing materials, paper, and enough space 

to carry on the activity. 

Source: “Şi frunzele verzi cresc” (Engl. “And leaves grow green”) by Kris Vagos and 

the Retezat National Park. 

Topic: natural resources. 

Introduction: everything around us comes from the environment. We could not record 

music or listen to music without the CDs and the instruments made form materials from 

the environment; we could not use the Internet, talk with our friends over the phone, build 

houses, drive cars, wear clothes, own different objects and tools without using the sources 

in our environment. From this lesson, student will learn more about how to turn the 

environmental resources into their favourite items. They will play a game meant to let 

them discover their colleagues‟ favourite objects. 

Procedure: Each student has to think of his/her favourite object (not a plant or an 

animal). Nobody will speak of it before the game starts. The students spread in the 

classroom and draw their favourite objects, without dropping an eye at the neighbour‟s 

sheet of paper. To separate from one another, the students can build book barriers 

between them. Drawing takes 15 minutes, while the students also need to mention the 

material their favourite objects are made of. Using the list of materials in Table 1, the 



students mention the sources used to make their favourite objects (10 minutes). Then the 

students are put in pairs. The goal of the game is to guess the favourite object of the 

partner in the pair. By asking questions concerning the resources used to manufacture the 

object, students get to guess the name of the favourite object of their colleagues. They 

will thus discover the materials, the parts of the object and, finally, the object itself. Using 

the list of materials, the guessing student can ask 20 “yes – no” questions (such as “Is the 

object made of wood?”) on the materials the object was made of, getting closer and closer 

to the nature of the object to be guessed. If the 20 questions are over with no final guess, 

the game ends. If he/she guesses, he/she becomes a winner. Each student must play both 

roles – guesser and object owner (15 minutes). After the game is over, students show 

their colleagues the favourite objects of their pairs, explaining what they are made of and 

what the natural resources are sued to make them (10 minutes). Students should finally 

write THANK YOU on the blackboard to thank the Earth for the resources of their 

favourite objects (5 minutes). 

 

Table 1. List of materials 

 

Materials your favourite 

objects can be made of 

Source of these materials 

Cotton Cotton shrubs 

Glass 

 

Different types of sand, particularly quartz sands 

combined with lime and sodium ashes  

Leather Bovine skin 

Metals and alloys 

(aluminium, gold, silver, 

bronze, copper, iron, zinc, 

etc.) 

Dug out from the soil 

Paper Trees 

Plastic  

 

Oil and natural gas in the soil, formed by plant and 

animal decay over millions of years, and drilled out 

from soil and rock 

Polyester/ Nylon 

 

Oil and natural gas in the soil, formed by plant and 

animal decay over millions of years, and drilled out 

from soil and rock 

Silk Silkworms  

Wood Trees 

Wool Sheep  

 

2.2. LET’S TIDY AND CLEAN! 

 

Goals: students need to understand environmental issues through cleaning the 

schoolyard (work teams). 

Level: grades 5-8. 

Duration: 50 minutes. 

Materials: waste sacks, rubber gloves (or plastic bags) t o protect their hands, paper, 

and drawing utensils. 

Source: textbook. 



Topic: wastes. 

Introduction: Pollution is one of the most serious issues the Earth has to face. There 

are several types of pollution that damage animals, plants, and people, and one of them – 

producing large amounts of wastes – is also caused by humans. Waste is any kind of 

garbage improperly discarded. Our most serious problem is that people simply do not 

realise that wastes are very noxious and that they affect our everyday life: for instance, if 

discarded into a water course, they pollute the water table, making water not potable. 

Humans think wastes just vanish after a while: the truth is that some of them decay but 

some others do not (e.g. plastics) – they just keep damaging plants, animals, and humans. 

“Thanks” to humans the Earth is nowadays all covered by wastes. Therefore, it is high 

time we did something to stop it! With this lesson, students learn about the different 

sources of pollution affecting our planet and take part in the cleaning of the schoolyard. 

They get familiarised with the different types of wastes that can be found in the 

schoolyard and learn about how to recycle them. Cleaning the schoolyard makes the 

surroundings more beautiful. The students then have to design a graph on the types of 

wastes collected.  

Procedure: We talk about the types of pollution impacting the environment and we 

write down on the blackboard the answers of the students. We explain the students that 

pollution is one of the most serious problems on our planet and that it affects negatively 

our environment. We ask our students how we can help it: of one of them says “removing 

the wastes”, we stop asking questions and tell them this is the topic of the day. The 

students are divided into two and each of them gets a pair of gloves and a sack. The rules 

are as follows: each of them has to collect for 15 minutes as much wastes as possible 

from the schoolyard. They are not to collect glass or sharp objects. When the time is over, 

the students are asked to sort out the wastes in different sacks to be recycled. The gloves 

are recuperated. Then the students go back to their class. Each student writes a list of 

types of wastes collected – food debris, plastic bottles, etc. They are then represented 

graphically and are interpreted by the teacher to remind the students the most frequent 

types of wastes. Then the students are asked the following questions:     

- What was the most frequent object you have collected?  

- What was the least frequent object you have collected?  

- What else could we do to help the Earth?  

- What could be done in 3 hours if we have managed to do that much in just 15 

minutes?  

- What could the students of this school do to maintain it clean? 

Assessment: The students write letters to the mayor of the town and to local media to 

involve as many personalities as possible in collecting wastes selectively. Once a month, 

the students clean the schoolyard. The more they realise that they are responsible for the 

school aspect and that they can make a difference, the prouder they are for the school and 

surroundings aspect. 

 

CONCLUSIONS 

 

- School needs to involve more in environmental education. It should help the 

students get aware of the global existence of the environment, and understand the 

sense of evolution of the natural environment and all the problems resulting from 

this evolution. 



- Acquirements at school age should be not only quantitative: they should also lead 

to undertaking roles and responsibilities. At any school level, educators should 

focus on the development of the affections first and then appeal to cognition. 

Information should be selected to give the students more chances to adapt and 

behave properly to the environment. 

- Together with school, the other formal and informal instruments should be 

revived educationally particularly now that they are abandoned (we think of 

extra-curricular activities, and particularly to science clubs), or we should try and 

find other instruments – environmental NGOs. 

- Environmental education is clearly serving the students who acquire knowledge 

that they use later on in their lives – a mediator between children and the 

environment.  

- Both school and family, on one hand, and different organisations and 

associations, on the other hand, can educate students environmentally during their 

spare time. 

- The basis for any ecologic behaviour is to awaken the interest for the nature and 

the establishment of a personal emotional relationship with the nature. This is 

why we need a didactic concept of ecological education, the main goal being to 

reach an increasing sensitivity towards environmental issues 
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ABSTRACT 

 

Recent studies have underlined the existence of a strong relationship between the 

individual’s self-esteem and socio-cultural influences in forming the self-concept. As 

such, self-enhancement and self-criticism were linked to the independent and 

interdependent self-concept. The main objective of this article is to substantiate the 

fact that those processes have the same role of increasing the individual’s self-esteem 

and strengthening the self-concept, the only differences being situated at a cultural 

level, respectively in the relatively opposite cultural values. Furthermore, in order to 

substantiate these assumptions I shall use the example of the bicultural societies to 

prove the dependent relationship between these processes and the societal dominant 

cultural values.  

 

Keywords: Self-enhancement; Self-criticism; Bicultural societies 

 

Self-enhancement and self-criticism represent two different psychic processes that 

emerge during the social comparison and are regarded as highly specific to the North-

American and, respectively, to the East-Asian culture. Defined for the first time by 

Kitayama et al. (1997), self-enhancement was linked to the independent self-concept 

whilst self-criticism was connected to the interdependent self-concept. 

Self-enhancement is „the tendency to generally show a higher sensitivity to the 

positive self-relevant information‟. Self-criticism represents „the tendency to have a 

higher sensitivity to the negative self-relevant information […] process that is also known 

as self-deprecation or self-effacement‟. (Kitayama et al. 1997)  

The correlation between self-enhancement and the independent self-concept and 

between self-criticism and the interdependent self-concept stands up for the core of the 

„collective construction of the self theory‟ and has two main assumptions: (1) the 

independent and interdependent self-concepts are cultural products and (2) in order to 

integrate oneself in his social medium, the individual develops „culturally specific 

psychic processes which, therefore, maintain and reproduce the behavioural patterns of 

that cultural system‟. (Kitayama et al. 1997) Thus, the authors believe that self-

enhancement is peculiar to the Western culture and has deep root in the Enlightenment, 

whilst self-criticism is a distinct feature of the Eastern culture and which springs from 

Buddhism and Confucianism.  

From my point of view, emphasising the existence of those processes has a double 

significance. Firstly, self-enhancement and self-criticism substantiates the fundamental 

differences between the independent and interdependent self-concepts, and consequently 

strengthens the interdependence theory. Secondly, as Professor Chelcea (2008) has 



pointed out, the correlation between self-enhancement, self-criticism and self-esteem 

becomes fundamental during social comparisons. 

Thus, in the individualistic cultures, asserting one‟s unique combination of personal 

attributes, engaging oneself in competitions and striving for performance in any field, as 

fundamental sources of differentiation is highly regarded. Obtaining remarkable results 

brings the individual‟s social recognition and has a significant influence in raising one‟s 

self-esteem. Standing in contrast, in collectivist cultures the individuals are encouraged to 

criticise themselves and to show respect and subordination for the group. Through self-

criticism the individuals are encouraged to muse upon one‟s weaknesses that may have a 

harmful effect on the group and to fight against it. Being and acting the same as others is 

not a sign of mediocrity, but one of balance, as trimming around rough behavioural edges 

is highly regarded by others and an excellent incentive for increasing one‟s self-esteem 

and strengthening one‟s self-concept. Take for example Tafarodi et al.‟s (2004) 

comparative study on Canadian and Japanese students. The authors observed that the 

need for uniqueness and self-assertion is a highly valued behaviour among the Canadian 

students, whilst the Japanese students avoid distinguishing themselves in public and 

considering such behaviour as being an unpleasant and undesirable experience. (Tafarodi 

et al. 2004) 

Harrington & Liu (2002) agree with Kitayama et al. (1997) that „depending on the 

cultural context, these psychic processes are a result and reproduce the subjective 

experiences of the social states and actions.‟ (Kitayama et al., apud Harrington & Liu 

2002) In addition, the authors observe the fact that both psychic processes have the same 

function – of increasing the individual‟s self-esteem – and that the observed differences 

are culturally determined. In their study, Harrington and Liu tried to observe whether 

these processes are common to bicultural societies, such as New Zeeland, as well as the 

influence of the Western culture on the native Maori culture. Data collection was done 

using Rosenborg‟s Self-Esteem Scale, the Individualism/Collectivism Inventory and 

Feather‟s Tall Poppy Scale. Results have underlined the fact that the New-Zeeland 

students with a Western European origin are highly influenced by individualistic values, 

and that they think highly of the people who differentiate themselves through personal 

abilities and personality traits and who strive and receive rewards for their remarkable 

performance. Furthermore, by correlating self-esteem to self-enhancement the study 

substantiates the functional relationship between them. (apud Harrington & Liu 2002) On 

the other hand, in the case of the Maori students, the authors observed the reproduction of 

traditional Maori values, although the significant Western influence. The Maori culture 

represent an ideal example of a bicultural society defined by Yamada & Singelis (1999), 

which scores equal on terms of independent and interdependent values. (Yamada et al. 

2002) In the present study, we can observe the fact that the Maori students score higher 

on the collectivistic scale and that they highly appreciate the individual‟s remarkable 

achievements only when these results are meet the group‟s general goals. In these cases, 

the individual‟s achievements are celebrated and rewarded at a collective level. 

Meanwhile, the individual‟s differentiation inside his group is desirable in order to 

maintain and reproduce the obtained social status. Furthermore, the group‟s reward for 

the individual‟s outstanding results consists of the prestige of the individual inside his 

group. 

The existence of a functional relationship between self-esteem and self-enhancement 

and elf-criticism was validated by Kurman‟s (2003) study on collectivistic societies. The 

results have shown that self-enhancement in collectivistic societies is as important as in 



the individualistic cultures. From Kurman‟s point of view, the differences in the obtained 

scores for collectivistic societies (a lower self-enhancement score) are mainly influenced 

by the deep-seated importance of modesty as shared common value. (apud Kurman 2003) 

The significance of modesty as a cultural value in collectivistic societies influences the 

self-enhancement process (which is so obviously displayed in the individualistic 

cultures), determining it to appear in more discrete forms. As such, the individual‟s 

prestige is displayed only in his small group of people with which he has established 

close relationships (e.g. Uchi relationships, in the Japanese case). 

The previous study has emphasised that self-criticism and self-enhancement are not 

all two different process as it was thought before. In fact, self-criticism is a form of self-

enhancement, it‟s apparent opposite feature being determined by the dominant societal 

values. The presence of both processes in bicultural societies (melting pots for both 

individualistic and collectivistic values) substantiates this assumption. The next study, 

argues that in the case of the Japanese culture, self-criticism has the same function as self-

enhancement. Furthermore, self-criticism is not a peculiar process for the Japanese as it 

was previously stated by Western researchers, its apparent opposition to self-

enhancement being deep rooted in the social values standing behind it. 

In his research on the self-enhancement and the self-concept in the Japanese culture, 

Takata (2003) underlines the importance of context in activating those processes. Takata 

believes that Markus & Kiayama‟s (1991) assumptions – that linked the independent self-

concept to self-enhancement and respectively, self-criticism to the interdependent self-

concept – are too broad and over-simplistic to suit the Japanese culture, where social 

context is essential. To be more exact, Takata argues this with the distinction between 

Uchi and Soto relationships suggested by Doi (1973). Thus, „Uchi (meaning inside) 

relationships are those close emotional relationships established by the individual with his 

close relatives, the members of his community, his work colleagues, whilst Soto 

(meaning outside) relationships refer to other people with whom the individual has 

nothing in common and with whom he can compete, disregard and even show hostility‟. 

(Takata 2003) 

His experiment on 57 Japanese students was designed to observe the duality of the 

Uchi-Soto relationships. The test group of students had to take some tests in which they 

were required to recognise some letters and numbers. Having the researcher‟s feed-back, 

the student had to evaluate his/her performance in contrast with another‟s student 

performance. The researcher gave the student random feed-backs which were not 

necessarily related to the actual student‟s performance to the recognising tasks. The 

student who succeeded to correctly assess his performance in contrast to that of the other 

student won a small prize. Before the experiment, all the participants had to complete a 

short survey containing Singelis‟s Self-Concept Scale. At the end of the experiment, all 

students completed a survey that was designed to measure whether they do think their 

contrast evaluation was accurate or not. 

The experiment had similar results to the ones of Heine et al.‟s (2003) study, which 

substantiated the existence of the dual relationships in the Japanese culture. In the control 

group where no performance evaluation (and the subjects‟ established Uchi relationships) 

was, the authors observed that the Japanese students show a stronger tendency to readily 

accept negative information about their own performance and therefore self-criticise 

themselves. In the experimental group, where students underwent a performance 

evaluation (and the subjects‟ established Soto relationships), the results have emphasised 

the fact that Japanese students rated their performance higher than that of their 



competitor, although they received negative feedback from the accomplice researcher. 

Similar to North-American students, the Japanese students proved that given the same 

competition conditions they use the same self-enhancement strategies. 

Also, Gartner et al. (2008) argue for the universality of the self-enhancement process. 

Their study on Taiwanese students has shown that, although they scored higher on the 

interdependent self-concept scale, they conferred a great importance to the self-

enhancement process by developing those personal traits and abilities that helped them 

differentiate from their peers. 

Taking a close look at the previous studies has helped us argue the fact that self-

criticism is not a different process but a more discrete form of self-enhancement process 

that has deep roots in the dominant societal value of modesty. The example of bicultural 

societies helps us to better see the cultural conditioning that lies behind the self-

enhancement process. Self-enhancement is therefore not only determined by the cultural 

dominant cultural values but also by the social context in which the individual finds 

himself. 
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ABSTRACT 

 

The independent and interdependent self-concepts are part of a relatively new 

theory in social psychology. Markus and Kitayama’s (1991) assumptions on cultural 

modelling the self-concept have been severely critiqued by the research community 

(e.g. Oyserman et al. 2002) for its lack of empirical evidences to support such theory. 

Although, researchers agree on the visible differences among the Western and 

Eastern self-concepts, the studies using self-reported scales have failed to bring 

sufficient evidence. In order o fix this problem, a new wave of studies has emerged. In 

this paper I shall discuss some of those studies that have substantiated the 

relationship between the interdependent self-concept and cognitive style. 
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In order to strengthen the arguments that support Markus and Kitayama‟s (1991) 

theory of the independent and interdependent self-concept, a new wave of researches has 

emerged. Recent studies focus on linking cognitive style to self-construal. Such studies 

argue the existence of a functional relationship between the individual‟s preference 

toward a certain type of information (context or object related) and the interdependent 

and the independent self. Further on I shall discuss some of those studies in order to plea 

for the validity of the independence an interdependence self-construal theory. 

Chiao et al.‟s (2008) study used magnetic resonance brain scans to argue that the 

anterior portion of the prefrontal cortex, which is responsible for storing self-relevant 

formation, is activated differently depending on the cultural influences in forming the 

self-construal. To substantiate such assumptions, of linking the interdependent self to 

context related information, and respectively the independent self to object related 

information the authors conducted an experiment. During the experiment the researchers 

displayed on a screen several sentences containing general and particular descriptions of 

the self. As a control measure, the researchers asked several questions regarding the text 

formatting such as font size or colour. The participants had to read those sentences and 

think about how much it resembles them whist being brain scanned. After completing the 

experiment, the Japanese and North-American students were asked to complete Singelis‟s 

Self-Construal Scale. 

The results have shown that the activation of the brain portion responsible for storing 

self-relevant information differs in the case of the individuals with an independent self, 

showing a superior activation when subject were presented particular descriptions of the 

self. Moreover, the authors observed the fact that the activation of the anterior portion of 

the prefrontal cortex of the individuals having an interdependent self-concept was higher 

when presented contextualized information about the self. 



Thus, the authors concluded that „the individualistic and collectivistic self-

representations are culturally specific at a neurological level‟ (Chiao et al. 2008). 

Furthermore, Chiao et al. (2008) observed that „the participants‟ cultural values 

(individualism and collectivism) and not necessarily their nationality (American or 

Japanese) are responsible or modelling the peculiar activation of the prefrontal cortex 

during cognition […] which is congruent with the results of Oyserman et al.‟s (2002) 

meta-analysis which stated that Japanese aren‟t more collectivistic than Americans and 

that cultural values aren‟t static‟. (Chiao et al. 2008) 

The preference for such context related information that appears in the case of East 

Asians is considered to allow the simultaneous existence of dissonant self-information 

and a great tolerance for it. Thus, Choi & Choi‟s (2002) study has shown that when 

facing the task of describing the self using context related information; Koreans produced 

a lot of contrasting self-definitions, having a high level of dissonance.  

These results substantiate the assumption of the multi-faced self and the importance 

of adapting oneself to the social context in the collectivistic cultures. On the other hand, 

their study has emphasized the fact that American participants delivered detailed 

descriptions of themselves having a high degree of coherence. The authors observed that 

their self-descriptions had no major differences no matter the context, determining a low 

dissonance level for the American subjects. (apud Choi & Choi 2002) Similar findings 

supporting these assumptions were also reached by Kitayama et al.‟s (2004) research.  

Another experiment taken by Lewis, Goto & Kong (2008) revealed the existence of a 

significant relationship between cultural differences in forming the self-construal and the 

way people direct their attention when confronted with visual stimuli. Similar to the 

findings of a previous research (Chua et al. 2005), Lewis et al.‟s (2008) study has shown 

that Americans, as representatives of an individualistic culture, tend to direct their 

attention to the objects placed in the centre of the photograph, whilst Chinese, as 

representatives of a collectivistic culture, focus more on the background details of a 

picture.  

Yet another study has proven that people having an interdependent self have a 

significant preference for context information. Yuki, Maddux and Masuda (2006) studied 

emotions and the way people recognise and interpret it. Their main assumption was that 

displaying emotions is culturally determined and that whilst in the Western societies 

expressing emotion directly is often encouraged, in the Japanese culture controlling and 

hiding one‟s emotions is highly regarded. As such they hypnotised that the Japanese 

would use eyes as a primary source of information when interpreting emotions, whilst 

Americans would focus more on mouth expressions.  

In order to substantiate this, the participants were asked to look at pictures containing 

emoticons, i.e. symbols used in instant messaging programs to depict one‟s emotions. 

Moreover, the participants looked at real pictures of people expressing a whole range of 

emotions. Whilst participants were analysing these pictures the researchers studied the 

participants‟ eye movement when focusing on primary information cues. The findings 

confirm that Japanese focus on people‟s eyes in order to collect important information 

about the other‟s emotional state, whilst Americans interpret emotions using the other‟s 

mouth expressions as a main source of information. (apud Yuki et al. 2006) 

The cultural influence in directing attention was confirmed as well by Kitayama et al. 

(2003). The authors used another experiment in order to test the Japanese preference for 

context information as main source of information. The participants were first shown a 

paper on which was a drawn a square with a line inside of it. Then they were given 



another paper with (a) a similar or (b) a different sized simple rectangle drawn on it. In 

the task the participants were required to draw (a) the same line or (b) a different line 

inside the rectangle taking into consideration the size of the new rectangle. After 

analyzing the participant‟s drawings, the authors observed that American participants had 

superior performances that the Japanese when asked to draw the exact line whilst the 

Japanese performed better with interpreting context and keeping proportion. As such, the 

authors concluded that there are significant cultural moderating effects in choosing 

information cues, with an observed preference of the collectivists to focus more on 

contextual information. (apud Kitayama et al. 2008) 

Although, the research community received these findings with great enthusiasm, 

several other studies have been taken in order to confirm that this preference was also 

present for other kinds of stimuli. For instance, Ishii, Reyes and Kitayama‟s study (2003) 

tested that the collectivists‟ preference for contextual information cues was also 

reproduced in the case of audio stimuli. Therefore the researchers made up a list of 90 

English and Japanese nouns and adjectives, which significantly varied as informational 

and emotional content. The list was then recorded on tape using two types of tonalities, a 

pleasant and an obnoxious one. The participants (25 American and 27 Japanese students) 

were required to listen to each word and after they heard it to press on one of the two 

buttons available (for pleasant or unpleasant). Analyzing the results led to an amazing 

discovery: in order to categorize words the Americans used the word and its meaning as a 

main source of information, whilst the Japanese paid a more attention to the tonality of 

the voice, rather than the word itself and its meaning.  

 

CONCLUSION 

 

The studies presented so far bring arguments to support the existence of a moderating 

effect of culture on forming a preference in gathering information. This is extremely 

important because cognition is a fundamental process in forming the self-concept. 

Linking the interdependent self to a certain cognitive style substantiates the previous 

assumptions of the independence and interdependence theory, which is the social and 

cultural conditioning in forming the self-concept. 
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