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Abstract 

Subjectivism in evaluation is the negative phenomenon that violates ethical and sociological norms, it can 

reverse values, placing low-performance students above high-performance ones, thus enveloping some of 

them. Subjectivity can lead to demobilization, psychic traumas for the inmates, misinforming of society. 

Once teachers categorize a student, they tend to use that "student category" as a reference point for 

interpreting learner behaviour; they use the knowledge about the category in which they placed the student 

mentally to understand his/her behaviour. The present paper analyses the results obtained, both from the 

learners' and teachers' perspective towards the perception of the evaluation, of the labelling of the 

evaluation or of the influence of these labels on the academic performances among the beneficiaries. The 

data obtained from the research are interesting from the perspective of the different perceptions of both 

teachers and students on how to use the assessment, as well as the discrepancies in the category of biases 

and patterns frequently used in educational practice. 

Key words: Evaluation bias, evaluation labelling, evaluation pattern 

1. Introduction 

In the current educational context, we believe less and less in evaluations. What makes an 

assessment perceived as unfair among learners? Recent research synthesizes statements made by 

learners such as final examinations only partially reflect learner achievement, evaluation that does 

not target learner real experience and life-like problems is perceived as more unfair, inaccurate 

criteria and feedback on grades, traditional assessments (such as written tests) are considered less 

accurate and effective than evaluations that require the direct engagement of students in tasks. 
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Also, learners who perceive scoring procedures as more correct will not give up easily at school, 

are more satisfied with their teacher, and even get better results in learning.  

Among the main measures that can be taken to make the assessment more accurate, the 

literature suggests: 

- adopting a transparent attitude on how to write - the evaluation criteria, objectives, and 

expectations of the teacher should be communicated to the students prior to the start of the 

evaluation process; 

- providing learning opportunities through assessment - these are recommended not to be 

equal for all students, but rather tailored to each learner's needs; 

- creating a constructive working environment - given that learning has a social nature, 

ensuring the optimal conditions for constructive development is one of the main responsibilities 

of teachers; 

- constant, critical and organized reflection of teachers on the effect, errors, and purposes of 

the evaluation, to identify the most appropriate solution for the group of learners. 

Moreover, the development of scientific methods actively contributes to an orientation 

towards less subjective evaluations, which make it possible to achieve fair comparisons between 

students and, implicitly, more precise knowledge of the particular needs of their development. 

Thus, standardized tests may prove useful in this case by determining whether a learner's level of 

knowledge is related to a norm (other learners of the same age). An ordinary test, corrected by the 

person who designed it, is not the most relevant criterion for determining the level of a learner. A 

learner's mark in this type of test is inevitably influenced by the gentleness or severity of the 

evaluator, as well as the difficulty of the questions and the degree of coverage of the learning 

content. In addition, two learners who obtain the same mark on an identical test may have very 

different errors. 

Stambak (1989) believes that school failure marks, first of all, "school inadequacy", so we 

need to reconsider the objectives and the end of education. The author wonders: How can the 

child help the family and especially the school to overcome failures? She quite rightly criticizes 

those psychopathological tendencies that, by exaggerating the role of internal conditions, identify 

school failures with various "malady" states. The aspirants of this perspective look for the causes 

of school failures not so much in the socio-cultural environment (familiar and schooling) of the 

student as in his individual, psychophysiological, possibly aberrant or pathological 

characteristics. This contradiction is apparent only if we take into account that the internal factors 
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of the child, and especially the psychological ones, bear the mark of external, socio-cultural 

influences. Thus, the school success expresses the psychophysiological condition of the student, 

his/ her prospects of development, as well as the possible stumbling blocks of this development. 

However, specialists draw attention to a certain "social reproduction through school, which 

conveys the idea of equality of chances," and school is seen as a means of social democratization. 

School failure, in this case, appears to be a failure of democratization, and that institution 

contributes to "generating" social inequality. "Failure is no longer the child, but the school itself." 

(Charlot, 1990). 

The task of removing school failure is more difficult than prevention, with the predominance 

of developing differentiated and individualized treatment strategies for learners in school failure. 

The implementation of such strategies, however, requires a good knowledge of students' 

psychological peculiarities in order to identify those psychological dimensions that allow for 

further development of the student with school difficulties or effective compensation. The large 

variations in intellectual pace and work style, resistance to lasting effort, communicative abilities 

and cognitive needs, generally existing among students, require actions of a differentiated 

organization of the teaching-learning process, by groups of students, in which to take the 

individual tasks of learning (or working). Perhaps no one expressed better than Emile Planchard 

(1976) this desideratum of pedagogical individualization: "The optimal efficiency of educational 

action in school is according to the following formula: a differentiated psychology should 

correspond to an individualized pedagogy”.  

Găbureanu (2015) believes that the importance of continuing teacher education in evaluating 

and developing transferable competencies to students should be at the forefront of national 

training programs. It is easy to see that school performance depends largely on what teachers 

teach their students. The effects of the evaluation are mainly reflected in three major areas: 

training, learning and the needs of society. Assessment is indispensable to teachers because 

findings on students' results are a source of improvement in training activities, as these results 

will be continually compared to learning objectives but at the same time, an effective assessment 

produces positive changes in student school behaviour. That is, students think more deeply about 

the tasks they have to accomplish, they are aware of the responsibility of their own actions, they 

find satisfaction and trust their abilities to solve the tasks, they learn to identify areas where they 

need help, have more understanding and respect for the ideas of others. In addition, through self-

evaluation, learners learn to better understand their intellectual potential. This will give them self-

confidence and motivate them to improve their school curriculum. Therefore, it is preferable for 
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teachers to help learners develop their self-evaluation skills, compare their educational attainment 

and impose a program and pace of learning. 

Bradford (1996) presents four ways in which evaluation influences learning. These are 

analysed in the table 1. 

 

Table 1. Evaluation and learning (Bradford, 1996) 

Evaluation and learning Specific aspects 

Evaluation provides motivation for learning *the positive aspects of the school, on the 

contrary, by demotivation in case of failure; 

*enhancing the learner's confidence in their 

own strengths. 

Assessment helps learners (and teachers) 

decide what they need to learn 

*highlighting what is important from what is 

being taught; 

*providing feedback on achieved 

performance. 

Evaluation helps learners learn how to learn *encouraging an active learning style; 

*influencing the choice of teaching-learning 

strategies; 

*developing activities to understand and 

apply knowledge and skills in different 

contexts. 

Assessment helps learners appreciate the 

effectiveness of learning 

*assessing what they have learned; 

*consolidating and transferring what they 

have learned; 

*strengthening new learning situations. 

 

Raz C. Rist, in the study "On Understanding the Process of Schooling: The Contribution of 

Labeling Theory" (1977) states that in the field of American education what seemed a minor 

debate actually gave rise to a passionate and intense support of the postulate of the causal 

explanations of success and failure in schools. One of the explanations that enjoyed considerable 

attention, especially after the publication of "Pygmalion in the Classroom" by Rosenthal and 

Jacobson (1968), was that of "self-fulfilment of prophecy ". There have been numerous studies 

that have attempted to explain the mechanisms by which the teacher reaches the expectations of 

the students and how these are then operationalized within the classroom to produce what the 

teacher initially assumed. The origins of teachers' expectations were attributed to various 

variables, such as social class, physical aspect, good test scores, sex, race, language models and 

school results. 

Teacher expectations are one of the factors behind the curriculum. Synthetically, one can say 

that students tend to have good or weak performance depending on how high - or low the 
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expectations of teachers towards them are. Teachers' predictions towards certain students or 

groups are communicated to students, often in unintentional forms and influencing the actual 

behaviour that will follow. The teacher is animated by certain expectations and representations 

about himself/herself and his student. He is not neutral at the cultural level, his professional 

career, his social environment is heavily conditioned by the expectations and the views about the 

student and about him/her. The teacher will highlight the student who is closest to this image and 

will devalue the person who is further from it by means of verbal, gestural and written attitudes, 

quickly internalized. The development has as a consequence a favourable image of the student 

about himself/herself. Of course, the factors that may influence the objectivity of the evaluation 

may be extremely diverse, Thornton et al (2010) also studied the impact that the expectations of 

the students on the workload expected during bachelor’s studies, individual work rate (Heine and 

Maddox, 2009) identified gender differences in the quality of the assessment, finding that girls 

are more organized during their faculty than boys, perceiving assessment as an important step. 

Moreover, Kozub (2010) studied gender assessment and found that girls are affected by the 

attractiveness of the courses and the physical aspect of the assessors. The teacher perceives the 

learner through a certain grid that "screens" the relationship between him/her and the student, 

eliminating direct relationships. Most often the grid is that of the "good student" - the result of a 

certain culture, the mentality corresponding to the respective school (Păun, 2005). 

The present paper analyses the results obtained, both from the learners' and teachers' 

perspective, towards the perception of evaluation, of the labelling within evaluation or the 

influence of these labels on the academic performances among learners. The data obtained from 

the research are interesting from the perspective of the different perceptions of both teachers and 

students on how to use assessment, as well as the discrepancies in the category of biases and 

patterns frequently used in educational practice. 

We intend to identify to what extent learners consider that the sympathies of teachers towards 

certain students influence their school success, to what extent teachers' dislike of certain students 

influence school failure, to what extent teachers take into account learners' views, and also which 

groups of students ask the teachers for help to perform different tasks at the class level, whether 

there are situations in which the students have been or have never been favoured/disfavoured by 

the teachers in the assessment of their knowledge, finding out the extent to which the teachers 

favour/ disfavours learners in class. 

With reference to the research activity, our hypotheses are related to identifying the subjective 

and objective valences of the evaluation activity performed by the teaching staff, both from their 
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perspective and from the perspective of direct beneficiaries (learners). More specifically, can 

labelling phenomena be found when we discuss activities for the purpose of the evaluation? 

 

2. Research methodology 

2.1. Research tools 

The questionnaire was the main tool used to collect the data provided by learners about the 

evaluation activities organized by their teachers. Thus, the mentioned research tool focused on 

important aspects of the assessment paradigm, namely: the reactions of teachers in different 

concrete contexts (referring directly to the category of the bias in the evaluation), to what extent 

do the learners consider that the sympathies of teachers towards certain students influence school 

success, to what extent do learners consider that the dislike of teachers towards certain students 

influences school failure, to what extent the communication between students and teachers results 

in the organization of activities in the direction of the needs whose classes ask teachers to help 

with the fulfilment of different tasks at the class level, if in educational practice there are 

elements that have favoured/inhibited objectivity in the evaluation.  

The questionnaires were filled in anonymously to ensure objectivity of answers and research 

ethics. The interview organized with the teachers described in the target group, sought to get 

concrete answers and their motivation with reference to the daily practices regarding class 

evaluation. The categories of questions closely followed those organized in the questionnaire, but 

this time with some specificities. This is due to the motivation to intervene in a certain way when 

it comes to contextual assessment situations, elements related to the strategies used in current 

practice or to training towards assessment methods adapted to the students' age or the use of 

feedback in evaluation. 

The interview (Patton, 2002) was a second research tool, this time its purpose was to identify 

the contextual contexts of the evaluation. It was done with the teachers of the learners who 

provided answers to the quantitative instrument. It aimed at measuring explicit labelling 

phenomena, detailed by teachers to identify subjectivity in the evaluation. 

2.2. Participants 

Of the interviewed teachers, three were male and seven were female, five of them have the 1
st
 

didactic degree, three are substitute teachers and two did not specify the didactic degree; the age 

was not specified in three cases: 31, 35 and 52 respectively, and their specializations were: 
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Physical education and sports, Musical education, History, English, French, Mathematics and one 

was a primary education teacher. It was not possible to sample the target group as interviewing 

was based on volunteering, and the teacher's openness in this direction was not great. With 

reference to learners, they were 112 high-school learners from the same school institution, in the 

11
th
 and 12

th
 grades. It was not possible to sample the target group, as filling in the questionnaires 

was done on a voluntary basis. 

 

3. Results 

In the first part, we shall analyze the answers provided by the learners, after completing the 

questionnaires, following the data collected through interviews with the teachers. From the 

students' answers, regarding a contextual situation in the classroom in which a good learner 

responds unsatisfactorily to the lesson, it is intended to find the learners' opinions about the 

teachers' reaction in this situation. In Figure 1 it is shown that most of the learners questioned - 

41.96% - think that teacher should forgive him/her, overlooking the wrong answer; 16,07% of the 

subjects consider that teacher should encourage a good learner in such a situation; 38,39% 

consider that teacher should award the learner the deserved mark; 1.79% of the subjects propose 

yet another solution for such a situation, as follows: one respondent thinks that teacher should 

forgive the good student in such a situation, but that at the next meeting there would be a re-

evaluation for the respective student; another respondent believes that when the student is one of 

those that the teacher prefers, he/she is forgiven, whereas if the learner is one of those that the 

teacher dislikes, he/she will be given a small mark. 

 

 

Figure 1. Learners think that… 

 

In the next situation, another hypothesis is analyzed. This time the poor learner is in the same 

situation as the good student from the previous question. It is desirable to learn the students' 

opinion about the teachers' response: would they have the same reaction as a good learner? The 

LEARNERS  

41.96%- think that teachers should 

forgive the students 

16,07% consider that teachers 

encourage a good learner 

38,39% consider that teachers 

should give the deserved mark 
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answers given: 38.39% of respondents believe that the teachers would have the same reaction as 

the good learner, while 70.54% of them think their reaction would be different, namely: in 50 

cases, teachers would award the deserved mark; in 8 cases the teachers would give the learner a 

lower score; in three cases, teachers would only forgive him/her for the first time in this situation; 

In three other cases, the learner would be asked to give the reason for not learning and would be 

negatively labelled ("irresponsible", "lazy"); in 2 cases, the subjects think that the weak learner 

would achieve different reactions from the teacher compared to the good learner because the poor 

student never learns (a justification for the students' reactions to the learners); in one case, the 

subject thinks that teachers do not help weaker students, and in another, the subject thinks that 

teachers would have inappropriate behavior (they would yell), and only then would give the 

deserved mark. The following situation refers to the hypothesis that a poor learner responds very 

well to the lesson, and seeks to learn the students' opinion about the teacher’s reactions. Most of 

the subjects, 73.21%, consider that teachers awards him/her with a high mark, according to the 

answer; 23.21% of them think that teachers award him/her a lower grade than he/she deserves; 

only 2.68% of the subjects consider that teachers do not take into account the student's response 

and only 0.89% (1 subject) think that teachers would take into account the student's response as 

part of future marks (Figure 2). 

 

 

Figure 2. Learners think that teachers… 

 

 

0.89% think that teachers 

would take into account the 
learner's response for future 

marks 

2.68% of the subjects consider that 

teachers do not take into account 

the student's response 

23.21% of them think that teachers 

award a lower mark than he/she 

deserves 

73.21%, consider that 

teachers award a high mark 

LEARNERS 
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Participants are questioned about the learners who belong to other ethnicities or religions than 

the majority. Are they treated differently by teachers? The results show that 91.96% of 

respondents consider that students belonging to other ethnic groups or religions than the majority 

are not treated differently by teachers, while 8.04% of them believe the following: in four cases, 

the subjects consider that these learners will be negatively labelled ("inappropriate", "fools"); in 

two other cases, the subjects consider that they will be treated less well by teachers; in two other 

cases, the subjects consider that these learners will be asked and "questioned" about their 

ethnicity and religion; in another case, a subject considers that these students should normally be 

treated differently (in this case the labeling of not only teachers but also of peers is emphasized). 

The following item questions the respondents to what extent they consider that the sympathies 

of teachers towards certain students influence their school success. Most of the subjects agreed 

that the school success of the learners towards whom teachers express sympathy is largely 

influenced - 37.50% - or to a small extent - 25.89% - to a great extent - 18, 75%, and to a very 

small extent - 9.82% and only 8.04% of the subjects consider that this is irrelevant. 

To find out to what extent students consider teachers' dislikes to certain students to influence 

the school failure of those students. Most of the subjects considered 39.29% of the school failure 

to be largely influenced by learners whose teachers have some antipathy. Relatively in equal 

percentages - 16,96%, 16,07%, 16,07% - it is considered that the failure of these learners is 

influenced to a great extent, to a small extent and not at all. The smallest subjects - 11.61% - 

considered teacher sympathies to have a very small impact of students’ school performance. 

We can conclude, taking into account the results obtained in the two previous questions, that 

the school success of some learners is influenced by the sympathies of the teachers towards these 

learners, and the school failure is also influenced by the teachers' dislike of the respective 

students. 

The following situation investigates the subjects (learners) to find out whether the teachers are 

aware of the students' views, and especially the opinions that the learners take into account when 

asking them to express their views. The results were divided as follows: 50% of the respondents 

consider that the opinions of all students matters equally, 47.32% consider that only the opinion 

of the good students is taken into consideration, 0.89% consider that the opinion of the weak 

students is taken into account and 1,79% (2 subjects) believe that while all the learners are asked, 

only the opinion of the good learners are taken into account. 
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In order to teachers’ trust in learners, it was questioned which categories of learners are asked 

by teachers to help with the fulfillment of different tasks at the class level. The results were 

divided as follows: in 58.04% of the cases, the teachers request the help of the good 

learners/sympathizers, in only 3.57% of the cases they request the help of learners who they 

believe should be punished, in 23.21% of the cases the teachers request the help of average-grade 

learners and 6.25% of respondents agreed with another situation, such as: asking for help from 

learners who want to get involved or learners in the first row.  

The following question investigates whether the questioned subjects were or have never been 

favoured/disfavoured by teachers in assessing their knowledge. In 67.86% of the cases, the 

subjects considered that they were favoured/disfavoured by teachers in the assessment of their 

knowledge, while only 32.14% felt that this had not happened. 

The next question aimed to find out the extent to which teachers favour/disadvantage 

classmates. 18.75% of the respondents consider that teachers favour/disadvantage learners in the 

classroom, 70.54% consider this to happen only sometimes, and 10.71% of the subjects think that 

this phenomenon never happens. 

In order to reach the most relevant results, we considered it necessary to find out the opinions 

of the teachers about the phenomena of labelling: whether or not these phenomena are found in 

the educational practice, how they manifest themselves and whether these phenomena follow 

situations that condition the school's educational path of students to whom they are addressed. 

Unlike learners whose opinions were investigated through the questionnaire, teachers' opinions 

were investigated through the interview. 

The first question addressed to teachers reveals that most of the time, learners' grades reflect 

correctly their level of readiness. However, we admit that sometimes school marks deviate plus or 

minus from the real level of the learner's performance and asked the teachers to tell us to what 

extent they consider that such deviations occur, thinking about both personal experiences and the 

experience of other colleagues. We have tried to group the responses received into several 

categories, depending on the extent to which they occur, thus: frequently, sometimes, rarely, 

never. Frequently, we found these deviations at a single subject that referred to personal benefit, 

and at another subject that referred to the performance of "certain" colleagues, as well as at three 

subjects who referred to all of their colleagues. These deviations occur only occasionally in the 

case of four subjects referring to personal performance, three subjects referring to the 

performance of "certain" teachers and three subjects referring to the performance of all 

colleagues. We rarely encountered these deviations in the responses of three subjects that referred 
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to personal benefit, of three subjects who referred to the performance of "certain" colleagues and 

to two colleagues who referred to the performance of all of their colleagues. In the case of a 

single subject that referred to personal performance, these deviations never appear. 

To the next question: "What factors do you think influence the deformation of the 

evaluation?", the answers received are similar and have largely addressed aspects highlighted by 

the majority of interviewed teachers. The most common aspects were the previously received 

grades of the learner, which were found in the answers of seven of the interviewed teachers, 

followed by the discipline of the student during the classes as well as the effective state of the 

teacher that was mentioned five times in the teachers' answers. One interviewee mentioned the 

learner's belonging to a minority ethnic group. 

The interview continued with the question: "What qualities do you think a learner must have 

to get high marks?" The answers received were: learner's seriousness, attention during classes, the 

desire to know, to learn and to do new things, their active participation in classes, discipline, 

conscientiousness, creativity, concentration, logical thinking, intelligence. Also, the volume of 

assimilated knowledge and the effort made in performing the tasks were also mentioned. 

To the question: "Do you think there are learners who never get high marks, no matter how 

much they strive?", four teachers confessed that such cases do not exist and the rest agreed with 

the idea, motivating this opinion by exemplifying the causes that generate such situations: lack of 

home education, inappropriate entourage, teachers’ disinterest, learners' lack of interest in some 

subjects, their reduced intellectual capacity and, last but not least, medical causes. 

The question "How could you describe a poor student in a situation of school failure? If you 

should assign a label to such a learner, which would be that?" has put some of the interviewed 

subjects in difficulty, one of them providing no answer. For the most part, teachers have 

attributed to the poor learner the label "disinterested", but other formulations such as 

"catastrophe", "lazy", "slow", "uncooperative", "confused" were also mentioned. All interviewed 

teachers shared the view that a student on the verge of school failure is one who has lost 

confidence in him/herself, family and teachers, one who does not know what to expect from 

oneself, or what the expectations of others are concerning himself/herself. 

The next question was: "Are you accustomed to have a certain opinion on the level of training 

of each learner you work with? Is this picture confirmed by learner results? What do you rely on 

in your predictions?" All the interviewed teachers have confirmed that they are used to forming 

opinions about the learners' level of education, but have also explained this phenomenon through 
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their previous assessments or the results and attitudes of past learners that have been confirmed 

again and again. The answers to this question highlight once again the influence of the learners' 

past marks and their expectations of the teachers, and implicitly on the future appreciations made 

by them. 

Another question meant to reveal whether teachers are objective when assessing learner 

outcomes or being influenced by other disturbing factors, but that does not have any claims of 

representativeness, is: "Does it happen to you, when unable to decide, to have a look "through the 

notebook or catalogue, to see the marks the learner has in the other subjects?" Only two teachers 

admitted to "glancing" through the student's notebook or catalogue, although at the second 

question of the interview - three of them thought the marks from the other subjects could 

somewhat condition the current assessment. 

The next question, "Are you accustomed to increasing or decreasing the first mark given to a 

learner? If so, under what conditions?" points to different opinions. Thus, four teachers are never 

in such situations, while others consider that they increase students' marks more because they 

practice a positive, encouraging, but at the same time admit that, where appropriate (to stimulate 

or motivate them) they warn learners by lowering the mark. 

By the next question, we wanted to bring into discussion a previously discussed issue, namely 

discipline: "Do you think that the teacher should drop a learner's mark because of indiscipline, 

although the learner is well prepared?" All of the interviewed teachers admitted that it is not 

desirable, but three of them have confirmed that they only take a positive view of the discipline, 

they increase the mark of a student if he/she has a proper attitude during classes. 

To the question: "If a learner has difficulties in exposing knowledge, how do you proceed?", 

we appreciate that all interviewed teachers are addressing the situation with patience and 

understanding. The answers received revolve around the same idea: intervening with 

supplementary questions, verbal appreciation of any success in formulating the learner's response, 

the questions or the way in which the evaluation is done must be reformulated, an attitude should 

be adopted to encourage the learner by helping him/her to overcome their emotions (if any). 

We used the interview with a hypothetical situation to investigate the views of teachers: 

"Suppose a very good student, who usually learns seriously, is unprepared for a particular lesson. 

What do you think the teacher should do?" Certainly, the most interesting answers were obtained 

to this question. This time the views of the teachers were divided. Two of them believe that the 

student should receive the grade he/she deserves so as "not to create a precedent in the classroom" 
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or "not to make distinctions between learners". Five of them are convinced that the learner should 

not be penalized because "in the case of a good learner there is certainly a cause that generates 

such a situation." "This must be the case through a discussion with the learner after the class", and 

"the teacher has to give him a term in which the learner undertakes to review unprepared learning 

content and helps in doing so". Three of the teachers believe that they should be malevolent and 

"penalize the learner only when this situation is repeated" because "once, twice the good student 

can be forgiven" or "a good learner should be given a chance". 

After the whole interview, we can mention that this was the question that best points out the 

differences in teacher behaviour towards well-trained / less-trained learners. 

The answers to the following questions: "Do you use positive appreciation, praise, and 

encouragement in the classes you teach? Or, negative assessments, criticism, and punishment? 

were eloquent. Positive appreciation, praise and encouragement are used by all the teachers 

interviewed as follows: to a very large extent two of them, largely five of them, and three of them 

use positive appreciation on an average. As far as negative assessments, criticisms, and penalties 

are concerned, they are largely used by just two teachers, to an average by four of them and to a 

small extent by four of them. 

To the next question, we wanted to find the opinion of teachers about the consequences of the 

evaluations: "What effects do you think that have high marks have on the learner? What about the 

low marks?" With regard to the high marks, all teachers considered that they had a role to 

encourage/stimulate learner activity, and if the marks are objective, they motivate the learner to 

persevere, rewarding him/her. Two teachers have pointed out, according to reality, that for some 

students the marks do have the above effects, while for others the marks merely "outline certain 

labels", and there is a risk that the latter may build a pattern to "learn sporadically". As far as low 

marks are concerned, teachers considered that they have both "warning and incentive value" on 

the long term, they may "motivate or demoralize the student", but there are also teachers who 

think low marks have a different impact according to learners: "These stimulate good students, 

and for low-achieving students they usually have no effect". If low grades are repeatedly obtained 

by learners, "the effects are daunting, the learner self-labells himself/herself and hence gives in to 

the existing situation." 

The interview ends with the following questions: "What effects do positive label formulas 

have on learners from the perspective of school motivation, aspirations, and self-confidence? The 

same question for negative labels. "All interviewed teachers considered that positive label 

formulas have only beneficial effects on "shaping and crystallizing learner personality" and 



 C. Tripon/ Journal of Innovation in Psychology, Education and Didactics  

 

 

 114 

"enhancing motivation for learning, "giving the learner self-confidence. With regard to negative 

label formulas most of the respondents thought they had negative effects at the moment, but they 

are sometimes incentives for "ambitious learners to learn better". Three of the teachers believe 

that negative labels "remove the learner from the teacher - implicitly from the subject", "have 

very large, catastrophic effects for learners", "generate inferior complexes that students will not 

be able to overcome". 

 

3. Conclusions and recommendations 

The methodological foundation of the study of school success/failure is the principle of 

determinism, according to which external factors always act through internal conditions. It is 

important to note that these internal conditions are ultimately also of external origin. Language, 

for example, which is an individual process (internal factor) is formed by the internalization, the 

assimilation of the language, which is a social-historical phenomenon (external factor). The habit 

of greeting or washing is also formed by internalizing, from early childhood, some external 

requirements imposed on the child by the adult. Once internalized, they can be exteriorized as 

required by the environment (Kulsár, 1978). As the results show, the influence of the status of 

educational assessment (represented in our country, especially by the marks obtained by the 

students) is an important argument to study success/school failure. School success can only be 

considered a criterion for adapting the child to the requirements of school work. In order to be a 

valid and accurate criterion of school aptitude, the school performance should express, indicate 

the level of skills, the degree of operability of the learner's knowledge, the pregnancy and the 

efficiency, the orientation and the determination of his / her attitudes towards work, society, etc. ., 

results from school activity. The good learner at school has such a capacity for school adaptation 

that allows him to progress to the level and pace foreseen by the adult according to the 

requirements of society and its real development possibilities. 

There are subjective aspects of appreciating school failure. We have to draw attention to the 

fact that, besides these real failures, there are also many situations of false school failures or 

attempts to exaggerate or diminish by some students their failures at the moment in school reality. 

These situations highlight the fact that school failure is to a large extent a subjective notion 

because negative self-esteem and mistrust manifested in one's own capacities can influence the 

rapid formation of the impression of personal incompetence or failure in relation to the proposed 

task. Thus, a timid, undecided, resigned student usually overestimates the difficulty of the school 

task, regarding it as unimaginable, he/she does not trust his/her own possibilities for action. The 
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smallest failure causes these students to underestimate themselves even more and develop a fear 

of failure, which they will consider to be a fatality. 

The fact that school failure is, to a large extent, a subjective phenomenon also arises from the 

following situation: the same result obtained by two learners can be considered by one of them as 

a success and by another as a failure. This depends on the level of aspiration of each of them: 

thus, for a less ambitious learner, aware of the fact that he/she has more modest intellectual 

abilities, mark 7 is considered to be very good, while for an high-achieving student, this mark 

represents a regression (involution). Also, in assessing a concrete situation as a failure or success, 

the criteria or perspectives based on which the assessment is made are important: for example, a 

learner is envied by a colleague for the very exact way in which he/she reproduced a scientific 

text, a law, a principle of physics, etc., while feeling unhappy in his inner being for not having 

actually abstracted the text or the law in question or the various applicative possibilities of the law 

or principle in question. 

Finally, there are also situations where a partial school failure is not considered as a failure, 

such as when the learner in question and his parents do not attach importance to this failure, 

accepting it as a normal fact (this is the case with poor results obtained at educational subjects not 

required for the baccalaureate exam or admission to higher education). These subjective aspects 

of school failure, which demonstrate that he has a pronounced individual character, depending not 

only on objective external factors but also on the particular way the learner perceives and 

evaluates his results, obliges the teacher to know the learners very well psychologically, in order 

to correctly understand those subjective factors that make some students usually dissatisfied with 

themselves and consider themselves a school failure, and others, on the contrary, to evaluate 

themselves positively and appreciate that they are in a really successful school situation. School 

failure must, therefore, be regarded both as an objective phenomenon and as a subjective (or 

individual) phenomenon. It cannot be defined and understood correctly but from this dual 

perspective: that of school factors, who appreciate school failure as a rebate of school exigencies 

and norms as they are stipulated in the school curricula and legislation; and that of the student, 

who comes with a certain determination (motivation) and with individual criteria of appreciation 

of the learning outcomes. If we consider only what the school regards as school failure and its 

subjective aspect, namely what the learner considers to be a success or a failure, then, as teachers, 

we may risk seeing a certain learner who is left behind in teaching, while he does not have that 

conviction. And vice versa: to appreciate the good results of a student, although he/she is, in fact, 

very dissatisfied, in his/her inner self, in relation to himself/herself and his/her school results. 
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