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Abstract 

This paper examines didactic transposition as a complex process through 

which scientific knowledge is transformed into teachable and learnable 

knowledge. It approaches this process from the perspective of social-cognitive 

representations, emphasizing the role of perception, language, prior knowledge, 

expectations and classroom interaction. Starting from Chevallard’s theory, the 

study highlights the curricular, psychological, semantic and socio-cultural 

operations involved in adapting knowledge for educational purposes. Particular 

attention is given to representations such as habitus, themata, nexus, mimesis, 

pragmata, phronesis, episteme, eidos and nomos. The paper also discusses the 

emerging role of artificial intelligence in supporting lesson design, differentiated 

explanations and formative feedback. 
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Educational sciences (not only those derived from classical pedagogy) are 

characterized by both multidirectional interdisciplinarity and an effervescent 

conceptual, socio-cultural openness. 

One of the somewhat surprising aspects that manifests the 

interdisciplinary openness of educational sciences and especially curriculum 

theory, relatively autonomous social sciences that have taken over many concepts 

and cognitive structures from psychopedagogy and sociopedagogy, is the notion 

of didactic transposition. 

From an educational, strictly curricular point of view, at least four 

dimensions or levels of knowledge that have curricular significance can be 

distinguished: a) the plan of scientific knowledge, as presented in treatises, 

scientific books, encyclopedias, including ongoing experimental research or 

possibly in the form of reports; b) school curriculum as a document indicating the 

selected area of disciplines and knowledge, selected by specialists in educational 

sciences but also certified, accepted by the responsible factors, in this case the 

Ministry of Education; c) curricular products, as they are understood and 

perceived by teachers, comprising scientific knowledge, skills, related to 

objectives, strategies, methods and teaching procedures; d) the result of teaching 

in the form of knowledge and skills, perceived by students during classes, 

assimilated, evaluated and possibly integrated into professional training or into 

an appropriate level of culture and knowledge. From the perspective of the levels 

defined above, didactic transposition can be defined as a process of relating, 

communicating, transforming and adapting knowledge and skills, meaning the 

transition from the level of scientific knowledge to the evaluated result of student 
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training, of course going through the two intermediate levels. This didactic 

transposition, understood by Chevallard as the transition from savoir-savant to 

savoir enseigner. It involves complex psycho-pedagogical operations, including 

curricular and conceptual restructuring and terminological adaptations, which 

involve strategies and methodologies with pedagogical purposes but which 

inevitably involve psycho-cognitive , semantic, syntactic, socio-cultural, moral, 

etc. elements, not always sufficiently consistent and crystallized (Chevallard, 

1991). 

Somehow emerging at the boundary between European-style didactics, 

detached from old pedagogy, correlated with pedagogy and philosophy, on the 

one hand, and the relatively new American curriculum (where the emphasis is on 

logical and social institutional organization, on the other hand), the concept of 

didactic transposition seems to have emerged and tends to be used more and more 

frequently in Canadian specialized literature. In a formulation that is both 

synthetic and intuitive, Chevallard understands didactic transposition as an 

activity specific to education as a specific activity “through which a scientific 

content undergoes a series of adaptations, so that it can be taught to students in 

the classroom” (Chevallard, 1991, p. 42). Resuming some of Tardiff and 

Lassard’s findings, Emil Păun defines didactic transposition as an “epistemology 

applied in education” (Păun, 2017, p. 188). From which results a relatively well-

defined path of didactic transposition "which has as its starting point the whole 

of scientific knowledge (established science) and as its final point, the whole of 

knowledge developed under a didactic report, transmitted by teachers and 

assimilated/constructed by students (Păun, 2017, p. 188), through which, in fact, 

levels three and four of the previously proposed scheme are brought together. It 

is true that didactic transposition is understood not only as a simple path, but 

especially as a complex process of transformation, movement and adaptation. If 
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we limit ourselves to the direction of the path, the path is relatively well delimited 

and outlined. 

As far as we are concerned, we prefer to define the term didactic 

transposition as a suite of curricular operations involving psychological, 

semantic, syntactic, logical elements, more or less discrete, which intervene both 

in the curricular design activity but especially in the activities carried out in 

lessons, including from the psychological aspect of the potential for reception and 

assimilation of knowledge and skills by students.  

Less surprising than it may appear at first glance, the specifics and core 

of didactic transposition were intuited by Herbart, who emphasized the role of 

"apperceptive attention" that precedes apperception itself, based on "recognition 

and understanding" and which allows the organization of knowledge into the 

system, that is, the understanding of the material taught (Herbart , 1976 cited in 

Strungă, 2020). 

We have shown extensively, in another work, that "the teacher frequently 

experiences the illusion that what he knows can be transmitted and retained by 

the students or that it is enough to present certain knowledge for it to be 

understood and even retained by the students. The didactic and psychological 

reality is completely different: not only the students, but also the students, 

frequently do not understand certain words, phrases , contexts, and if these exceed 

their power of conception, patience, common sense and self-love, they end up 

with passivity, inattention, if not even a certain specific type of aversion and 

hostility" (Strungă, 2022, p. 116). It can be deduced that the teaching and learning 

process consists of a dense psychological, logical, epistemological, curricular 

path, in the sense that it involves an extremely complex dynamic having as main 

elements not only knowledge and skills but especially perceptions, logical 

operations, social-cognitive representations, located in a sui-generis dynamic, but 
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which can be described clearly enough and can be relatively easily integrated into 

teaching activities. It is appreciated in the specialized literature that the 

epistemological perspective and especially the psychosocial one of 

representations complements, ensures the gnoseological transfer indispensable to 

didactic transposition, in which shared operations and systems of meanings are 

involved, through which actors interpret concepts, models, practices and forms of 

knowledge (Lenoir, 2020). These perceptions, elements of memory and 

imagination are cognitive, because they refer to the activity of knowledge 

(especially of the student), but they are also social because they take place in the 

classroom, through language and through specific didactic activities. In this 

sense, it is appreciated that school subjects do not represent a single educational 

technology, with objectives, strategies, evaluation techniques, etc., but also a set 

of concrete skills that involve representations, expectations and processes: what 

teachers believe is useful, what students hope for, various representations and 

more or less modest results. 

The knowledge from which the curriculum is presented in a lesson or in a 

simple learning situation can of course be perceived, understood and even easily 

memorized by another teacher or a specialist, but in the case of pupils or students, 

who are at their first encounters with these contexts, the situation is much more 

complex. In cases like those mentioned above, social representations of the 

following kind are more or less adequately integrated, in various clusters, more 

or less constituted (Bunăiașu and Strungă, 2026): 

• Habitus, as an expectation, both on the part of the teacher and the learner; 

most of the time the teacher hopes to understand more of the material 

taught than the learners actually retain; 

• Themata, not so much in the sense of primary ideas, primitive notions, 

archetypal images "regarding structure or genesis" (Moscovici and 
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Vignaux, 1994), but especially of sufficiently suggestive images, with a 

certain potential for clarification and systematization. If in the cultural 

field, themata is usually built on a pre-existing framework of thought that 

offers meanings with scientific value, themata as a construction element 

of didactic transposition, has as its content not so much antinomies, but 

especially metaphors, analogies and comparisons, preferably those with 

aspects familiar to the learners. 

• Nexus, understood as an affective, prelogical node, but not so much as a 

mobilizing emblem or cliché, as it presents itself in social-cultural 

relationships, but especially as a concrete way of implicit quasi-emotional 

communication, between teacher and student. Even if the didactic nexus 

does not present the same emotional intensity as moral, social and political 

ideas, the motivational elements that support the didactic activity can 

provide sufficient psycho-affective energy to the dynamics of cognitive 

representations involved in the teaching and learning process. 

• Mimesis, various perceptual or imaginative attempts, more or less 

conscious and structured, through which the teacher, as a model, tries to 

capture the attention and cognitive interest of the learner, and the latter to 

integrate through imitation, authentic to a certain extent, which inevitably 

causes a psychosocial and cognitive-epistemological dynamic of the 

concrete process of carrying out the lesson. 

Derived from the themeta and habitus, already used in the analysis of the 

professional status of teachers, other imagery species can be identified to capture 

and understand in depth the multivalent specificity of teaching activity. 

Among these we mention: 

• Pragmata, in the sense of spontaneous reactivity “which is not subject to 

theoretical reflections” (Strungă, 2014, p. 80). Every word and gesture of 
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the teacher awakens reactions and images in the mind of the learner, which 

differ not only from those of the teacher but also between the learner, 

depending on their level of training, temperament and personality. 

Sometimes conceived as an agglutination between mimesis and habitus, 

pragmata tends to initiate a relatively continuous behavior, tending 

essentially, towards an objective, even if this is implicit, subconscious, 

insufficiently delimited by certain instinctive or archetypal tendencies. 

• Phronesis, assimilated to mental images, connected to semi-conscious 

behavior, but oriented towards reflective practice. The action alternatives, 

generated by phronesis, do not exceed the limit of empiricism, being 

opaque basically, to scientific knowledge, the gnoseological and 

epistemological spirit, but open to metaphors and personifications. 

• Episteme, representing a certain type of psychosocial representations, 

initiated by aspirations, towards a systematic, verifiable knowledge, 

which has certain chances of being accepted by the scientific community. 

In other words, episteme comprises mental images with a structured, 

scientific and rational character and is “generated, in the field of initial 

training, theoretically, by experts” (Strungă, 2014, p. 80). Episteme can 

be presented during the lesson or the evaluation as a faithful memorization 

of some definitions, but sometimes also as an ambition to have discovered 

something new. 

• Eidos, as a synthesis of representations such as pragmata, phronesis, and 

especially episteme, which becomes a criterion in evaluation, and based 

on which the completion of studies is confirmed. 

• Nomos, mental images originating from the rules, regulations and even 

laws of certain professions, generated as a result of consensus. If the 

reaction represented by the epistemic genre tends towards social 
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recognition, the mental images of the nomos invoice come from the 

social-institutional direction, causing certain mutations in the plane of the 

initially crystallized images (Strungă, 2014, p. 80). 

It is also appreciated that representations such as nomos have "a function 

of regulating and socially controlling the members of the group, thus ensuring the 

reproduction of values over time" (Strungă, 2014, p. 81). The progress made in 

recent years in the field of artificial intelligence applications allows the outline of 

new methodologies for didactic transposition. As is known, systems based on 

artificial intelligence models can summarize scientific texts, or on the contrary, 

can analyze certain contexts, allow the prompt resolution of complex problems 

and exercises, can help the teacher to develop a lesson plan, can provide varied 

explanations depending on the level requested by the teacher or assumed to be 

appropriate to the receptive potential of the students. Obviously, these new 

technologies, which are at the beginning of their use, can present considerable 

risks speculated by the learners, especially under examination conditions (i.e. to 

some problems and exercises requested by the teacher, students can provide an 

immediate response using these AI models). Therefore, it would be advisable, 

from a TPCK perspective, that the teacher not ask for final answers, but rather 

partial answers, fragmenting problems, establishing various levels of feedback, 

and requesting self-explanations and metacognitions (Mishra and Koehler, 2006). 
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