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Cuvant-inainte

Aniversand 30 de ani de activitate fructuoasa in domeniul preddrii de limbi
straine pentru pregatirea profesionala, Departamentul de Limbi Straine Specializate
al Facultatii de Litere a patronat editia cu numarul XIV a conferintei internationale
,Dinamica Limbajelor Specializate. Tehnici si Strategii Inovatoare”. Conferinta a
reunit numerosi universitari, cercetdtori si doctoranzi din sfera stiintelor umaniste,
cu afilieri internationale la universitati prestigioase din Europa, interesati de
dezbateri centrate pe oportunitatile si provocdrile generate de diversitatea de
abordari pedagogice, de noile medii de invatare si de impactul medierii in
transmiterea de cunostinte lingvstice si socio-profesionale.

Tematica abordatd in cadrul sectiunilor conferintei s-a raportat la medierea
plurilingvista si configurarea resurselor de invédtare in functie de multiliteratie, la
propunerea unor arii curriculare adaptate noilor tendinte in predarea limbajelor
specializate, respectiv la facilitarea dobandirii de abilitdti de comunicare
interculturald si competente transversale in randul studentilor. Un punct central al
dezbaterii s-a axat pe potentialul crearii de resurse si contexte de invatare prin
intermediul inteligentei artificiale si a tehnologiilor digitale, ca instrumente ce pot
configura atat evaluarea formativad prin secvente interactive de predare-invatare,
cat si procesul de creare de continut educational.

Rolul medierii In predarea limbajelor specializate a generat de asemenea
dezbateri aplicate, prin prisma abordarii colaborative in procesul de invatare,
colaborare facilitata de diverse aplicatii digitale, de medii multilingvistice de lucru
si noi elemente de pedagogie digitala. Reprezentand o altd nisa a dezbaterii din
cadrul conferintei, traductologia a fost prezentata ca mecanism de comunicare
interculturald, ca abordare didacticd, respectiv ca experienta individualizata de
predare a limbajelor specializate. Discutiile generate pe baza prezentarilor au
confirmat realitatea mediilor de predare si Invatare a limbajelor specializate ca
racord intre crearea, transmiterea si medierea continuturilor lingvstice, pe de o
parte, si practicile de asimilare si invatare, pe de alta parte, a unor generatii in care



primeazad diversitatea lingvisticd, culturala si profesionala ca filtru de dobandire de
competente si abilitati transversale.

Structurat In trei sectiuni, volumul de fata reuneste o selectie din lucrarile
prezentate in cadrul conferintei, expunand valoroase perspective asupra limbajelor
specializate in limbile englezd, franceza, spaniold si romand. Prima sectiune,
intitulata , Provocari si oportunitati in contextul medierii si impactul inteligentei
artificiale asupra noilor medii de predare-invatare”, sondeaza potentialul medierii
in predarea de limbi strdine specializate prin filtrul reflectiei si al colaborarii si
investigheaza scenarii de utilizare a resurselor de invdtare configurate de
inteligenta artificiald generativa. Prezentand o perspectivd a modului in care
studentii si profesorii percep si reactioneaza la tehnologii digitale In procesul de
predare-invatare, autorii identifica o serie de provocdri asociate noi mediilor de
invdtare, ilustrand insa potentialul insurmontabil al dinamizarii cursurilor de limbi
strdine specializate cu asemenea instrumente digitale.

A doua sectiune, ,Abordari iIn predarea limbajelor de specialitate”,
evidentiaza o diversitate de instrumente si abordari didactice utilizate in contextul
pedagogiei digitale. Explorand mecanisme de motivare a studentilor si de adaptare
la nevoia de a construi competente transversal in completarea competentelor
lingvistice, autorii indica exemple de bune practici in contextul multimodalitatii.
Scenariile didactice conturate pot servi ca punct de plecare in reconfigurarea
contextelor de invédtare, prin adaptarea materialelor de invatare, a modalitatilor de
evaluare si a implicarii active a studentilor in procesul instructiv-educativ.

Intitulata ,Limbajele de specialitate in contextul traductologiei”, cea de-a treia
sectiune indicd ipostaze ale preddrii limbajelor specializate prin intermediul traducerii,
oferind perspective teoretice si practice asupra unor contexte specifice de invatare.
Indicand exemple de erori care pot apdrea in contextul traducerii de terminologie
specifica si analizand tipare de utilizare a limbajelor specializate In contextul
multilingvismului, autorii exploreaza noi modalititi de aplicare a perspectivei
plurilingvistice la sfera de comunicare prin intermediul limbajului specializat.

Volumul este o invitatie deschisa adresata cititorilor de a reflecta si analiza
modurile in care predarea si invdtarea de limbi straine poate fi adaptata cerintelor
si nevoilor de facilitare transversald a competentelor in medii de invatare care sunt
sub egida dinamismului si a progresului tehnologic.

Editorii
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Provocari si oportunitati in contextul medierii si impactul
inteligentei artificiale asupra noilor medii de predare-invatare
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The Scholar’'s New Companion:
Mediating AI Capabilities and Regulatory Standards
for Higher Education

ADRIANA LAZAR!

Abstract: This paper outlines key outputs of regional regulatory bodies, such as the EU Artificial
Intelligence Act (2024) or the UNESCO Guidance on Generative Al in Education and Research (2023)
and reviews high-stake self-regulatory frameworks formulated by universities concerning the
effective and ethical experimentation and use of Al systems in higher education. By providing
an overview in these regulatory initiatives, this paper offers useful reference points for Al
integration in higher education, encouraging engagement from the multiple stakeholders of
the education sector towards more collaborative, more inclusive and more equitable
policymaking.

Keywords: Regional policymaking, institutional self-regulation, higher education, generative Al use,
Al literacy.

INTRODUCTION

Just three years ago, academic staff found themselves “graduating” alongside
their students from what the pandemic prompted us to call the digital bachelor
programmes, some taught fully online. This period marked one of the most
intensive digital literacy upgrades for educators, as they adapted to the sudden shift
toward online teaching. Then, in late 2022, the rise of ChatGPT initiated another
wave of disruption, raising fundamental questions about how we teach, assess or
design curricula. Media frenzy ensued, with preoccupations among students using
chatbots to pass exams and hand in assignments, the demise of essay writing,
ChatGPT’s hallucinations and sonnet writing skills. Concern also arose over
research papers that began looking suspiciously well-tailored, abounding in bland,
uniform language.

! Lecturer, the Department of Foreign Languages for Specific Purposes, The Faculty of Letters, Babes-
Bolyai University, Romania.
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As academia entered into what seemed like a whole new “work with Al or
perish” era, educators were starting to grapple the expanding list of features of
generative Al tools, each more specialised and more user-friendly than the last. By
2023, tools like Scopus Al could summarise abstracts, complete with sources,
references and conceptual maps. Platforms such as Elicit.org could extract key
details from academic papers into organised tables, while newer Chat GPT versions
helped transform rough notes into lesson plans, well-organised slide presentations,
infographics and flashcards. DALL-E 3 could generate a photorealistic image from
text description to illustrate concepts, and tools like Unriddle could assist
researchers in finding citations or revealing patterns in a research corpus. Just as
academia was adjusting to this new workflow, something else happened. In March
2024, Surfaces and Interfaces, an Elsevier journal, published a peer-reviewed article
co-authored by five researchers, and the Introduction section to this paper read the
following: “Certainly, here is a possible introduction for your topic”. The uproar
was not all about Elsevier's publishing of ChatGPT-produced material or
compromised publication and peer-review processes. More critically, this was a
moment of saturation in the hype around generative Al tools, as the discourse
shifted from the tools themselves to the uses of the tools and their broader
implications. It signalled a turning point in the conversation about academic
integrity, and into the limelight stepped regional regulators that began rolling out
guidelines for responsible use of Al, alongside higher education institutions, or top
tier publishers, who seemed to be adapting and redesigning their copyright policies
to accommodate this new reality.

Therefore, this paper seeks to examine the current state of international
regulatory position-takings regarding the use of Al in education, with a primary
focus on higher education. To this end, it reviews regional policymaking, supported
by official documents released by the European Union or the UNESCO, as well as
local self-regulation initiatives, promoted by international higher education
institutions, such as Harvard University, the Russel Group or other leading
European universities. Through a comparative approach, the review attempts to: (1)
identify key aspects and principles of both regional regulatory frameworks and
institutional self-regulation policies, (2) delve into their significance and
implications for a higher education ecosystem that increasingly intersects with
generative Al, and (3) underscore the need for regulatory convergence and
institutional policy alignment to ensure trustworthy and responsible Al use in the
academic sector.

14
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REGIONAL POLICYMAKING FOR AI USE IN EDUCATION

The release of the Ethical guidelines on the use of Artificial Intelligence (Al) and
data in teaching and learning for Educators in September 2022, published by the
European Union, coincided with the growing global attention surrounding Al-
driven tools, particularly ChatGPT, released in a demo version in November of the
same year. Such a timing seems far from coincidental, both the guidelines and the
subsequent development of generative Al highlighting the urgency of addressing
the ethical, regulatory and practical challenges that AI brings to education.
Developed almost in tandem with the drafting and negotiations leading to the EU
Al Act, the document is part of a larger framework, the EU’s Digital Education
Action Plan (2021-2027), supporting Al literacy, the “good knowledge and
understanding of data-tensive technologies like AI” (EU Al Act, 2024, p. 9), as well
as the need to deploy a legal framework for “trustworthy Al” (EU AI Act, 2024, p.
12). Forward-looking in its approach, the document promotes Al tools as “staple in
personalized tutoring and in assessment” (EU Al Act, 2024, p. 7), recognizing the
role of Al tools in supporting collaborative learning or formative writing
assessment, discussion analytics and data-mining for resource allocation and
formation guiding services. Furthermore, these guidelines laid out the groundwork
for integration of AI within the context of broader European policy landscape,
particularly by framing education and vocational training within the “high risk”
category for Al, also in use under the EU Al Act, and by channelling the
conversation towards a template of ethical principles or requirements, a strategy
also deployed later by the UNESCO. As such, to tackle the challenges associated to
Al use in education, this policy framework grounds itself on seven principles for
responsible Al use: (1) "Human agency and oversight”, (2) “Transparency”, (3)
“Diversity, non-discrimination and fairness”, (4) “Societal and environmental well-
being” (5) “Privacy and data governance”, (6) “Technical robustness and safety”
and (7) “Accountability”. Remarkably, these measures are illustrated through
various case scenarios in an attempt to equip teachers and students with guidelines
on transparency, data governance and bias, to advance a “human-in-the-loop”
approach for quality monitoring and validation, and to highlight the importance of
Al literacy. This alignment of policy and practice, the deployment of principles for
ethical awareness and trustworthy Al, also reflected in later regulatory frameworks,
such as the EU Al Act and UNESCO'’s guidelines, shows its importance for the
planning of policies and development of an endorsement framework that builds
stability into a system that is continuously changing. Thus, on the long-run, this

15
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type of policy design will appeal more to regional, political, policymaking rather
than to local, institutional self-regulatory position-takings.

The EU Al Act was published in the EU Official Journal on July 12 2024 and
was internationally acclaimed as “the first binding worldwide horizontal regulation
on AI” (EU Al Act, 2024, p. 1). The Act legitimises itself through a “risk-based
approach” and the nexus of this regulatory action is the fact that, in essence, rather
than regulating the technology itself, it focuses on the uses of technology, on its
applications. Thus, legal framework categorises contexts of use for Al, labelling
them from unacceptable-risk? to minimal-risk, intending to make sure that its uses
are congruent with the Union’s values concerning data safety, transparency,
accountability and responsibility, prohibition of discrimination, and privacy
protection. In an interview? for the Washington Post Live (Zakrzewski, 2024), Dragos
Tudorache, co-rapporteur of the EU Al Act, reiterates the importance of this risk-
based approach, placing Al use in education at the same level of risk as Al in
banking, insurance or the health sector:

“An Al that is going to dictate the credit worthiness of a person over another needs
to be free of bias, same thing for an Al that would be allocating tasks in a school for
children. For those types of applications that we would be labelling as high-risk under
the regulation there will be a set of obligations. They will be light-touch, because they
are common sense, transparency from my point of view is common sense, data
robustness and accuracy and being mindful and diligent about the data sets that you
use to train the algorithms, for me, should be common sense [...].”

However, the EU Al Act details specific cases when the high risks associated
with an Al system could be reduced, provided a set of pre-determined conditions
are met. These include tasks that do not influence decision-making, such as
transforming unstructured data into structured formats, the use of an Al system to
improve an activity, like refining the academic language of a document. Al systems
detecting “decision-making patterns or deviations from [...] patterns” (EU Al Act,
2024, p.12), such as verifying student paper grading, and “preparatory” tasks for
various outputs, such as file handling/indexing, text and speech processing, linking
data sources or translation are also considered low-risk. It is significant to mention
in this context that providers must register such Al systems in the EU database, and
guidance on their practical implementation is further supplied. Nonetheless, the

2 For the classification of the risks, see https://www.europarl.europa.eu/RegData/etudes/BRIE/2021/
698792/EPRS_BRI(2021)698792_EN.pdf. p. 8. Retrieved on September 13 2024.
3 Our transcript.
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integration of Al technology in assessment or for measuring learning outcomes
remains in the high-risk category for Al use in education and vocational training.

Hailed for its transformative power (Chan & Colloton, 2023, p. 90) on the way
in which educators should approach assessment, on account of its highly potent
data-processing capabilities and real-time, personalized, responses, generative Al
assessment is far from being a one-sided matter. It may be inferred that the
classification of Al assessment as high risk is actually contingent with the overall
human-centred approach of the Act, advocating for a teacher-in-the-loop
perspective. This view mandates a balanced integration of technology in education,
with Al as a supportive/assistive tool rather than an alternative or a replacement for
human evaluation and decision-making. However, to avoid ambiguity or
oversimplification, more extensive consideration needs to be given to the uses of Al
in education aside with a more visible consultation and collaboration with the
stakeholders of this field.

Eventually, this is partially what the June 14 Amendments* to the EU Al Act
are trying to achieve, by offering a broader, more nuanced view regarding Al use
in education and, particularly, foundation models and generative Al. Out of the 771
Amendments to the Act, 6 cover the education sector, making an even clearer
statement of the potentially revolutionising role of Al in education and learning,
with an emphasis on its implications in “modernising the entire educational
system” (Amendment 65, Recital 35) by accelerating digital literacy, by increasing
educational quality and accessibility, combined with a cautionary stance. The latter
signals that while the EU fully recognizes the game-changing role of Al in
education, the focus remains firmly on ensuring that such systems are ethically
designed and regulated. Specific Amendments, such as Amendment 65, 715, 717
and 718 clarify that the use of Al systems in determining admissions, access to
training or educational programs, or the assessment of educational levels is
regarded as high risk. The same is valid for Al system design that can infringe on
fundamental rights, perpetuate bias against certain groups of individuals, or foster
inequalities.

In addition, both the EU Al Act and specific Amendments highlight two key
components that ensure the long-term effectiveness and adaptability of this
regulatory framework and its implementation. One component that may help
bridge the gap between the shortcomings of a broad regulatory framework and the
specific demands and realities of the educational sector is Al literacy (discussed in

4 For the full text of the Amendments, see: https://www.europarl.europa.eu/doceo/document/TA-9-
2023-0236_EN.html. Retrieved on September 13 2024.
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Amendment 214). Incorporating Al literacy training into course curricula will
empower students by helping them to understand how Al systems function, to
recognize its limitations and biases, to exploit the full potential of various systems
to enhance learning outcomes, to be alert to existing regulations, and learn to work
with Al for the purpose of autonomous, genuine learning instead of risking to
offload learning. Similarly, as deployers of Al systems, teachers need to be provided
constantly with “skilling and reskilling programmes” (Amendment 214, Point 1) to
be able to “ensure compliance and enforcement of this Regulation” (Amendment
214, Point 4), but also to efficiently use Al to develop learning and research. Looking
ahead, as Al literacy will become standard and a “force multiplier” (Mollick &
Mollick, 2023, p.2) for instruction, teachers and lecturers need to prepare for a
redesign of their practice within an ecosystem that is Al assisted.

The second component that plays a significant role in deploying ethical and
equitable Al is institutional self-regulation. This is a bottom-up strategy where
educational institutions acknowledge the need to complement the broad
regulations of the EU Al Act by developing their own standards and guidelines
tailored to their specific contexts. Such internal policies ensure that Al use aligns
with institutional values, ethical standards and the needs of the student population.

However, in June 2023, almost one year after the ChatGPT moment, a
UNESCO global survey® comprising over 450 institutions from the education sector
indicated that almost 90% of the schools and universities of the UNESCO network
had not formulated any regulatory policies for the use of AL Nonetheless, at the
time of the survey, OpenAl estimated over 100 million users, becoming the fastest
growing application ever recorded®. The striking figures revealed by this survey
indicate what analysts called a “vacuum of guidance”, as less than half of the
respondents, mainly higher education institutions, had adopted a form of “pointed
guidance” for faculty and students, and 60% of the institutions admitted that
guidance did not imply a formal set of principles. According to Sobhi Tawil, the
UNESCO Director for the Future of Learning and Innovation: “The survey results
show that we are still very much in the wilderness when it comes to newly powerful
generative Al and education” (UNESCO Survey, 2023). Consequently, from its high
stake position, UNESCO urges the academic community to take a more proactive
approach concerning guidance, with an emphasis on organisational learning, on

5 For the full description of the survey, see: https://www.unesco.org/en/articles/unesco-survey-less-
10-schools-and-universities-have-formal-guidance-ai. Retrieved on September 13 2024.

¢ For more details and relevant statistics, see: https://explodingtopics.com/blog/chatgpt-users.
Retrieved on September 13, 2024.

18


https://www.unesco.org/en/articles/unesco-survey-less-10-schools-and-universities-have-formal-guidance-ai
https://www.unesco.org/en/articles/unesco-survey-less-10-schools-and-universities-have-formal-guidance-ai
https://explodingtopics.com/blog/chatgpt-users

Adriana Lazar

training for teachers and students, a long-term coordinate also stipulated in the EU
Al Act, and system-wide policymaking.

In this respect, though UNESCO is not a regulatory body but has a specialised
agency for education and coordinates the Education 2030 Agenda, it published a
fundamental pioneering document for global policymaking in September 2023, The
UNESCO Guidance on Generative Al in Education and Research”. In summary, the
document calls for future-proof regulatory initiatives addressing the role of Al in
education, specifically the impact of generative Al on how we define and assess
knowledge, learning content and outcomes. To this end, it outlines recommended steps
for Al regulation, as well as practical examples for policymaking and instructional
design, aligning in this way to EU’s Ethical guidelines on the use of Artificial Intelligence
(Al) and data in teaching and learning for Educators, released one year earlier. Aiming at a
regulation of generative Al for educational purposes within a human-agent and age-
appropriate approach, the document highlights its assistive capabilities in augmenting
human abilities through “ethical, safe, equitable and meaningful use” (UNESCO, 2023,
p. 7). In support of governmental agencies and educational institutions, eight guiding
measures ® for the planning of generative AI regulation are presented, each
accompanied by a comprehensive list of recommendations. Collectively, these eight
measures offer a robust working framework for policymaking, addressing areas such
as: inclusion; linguistic and cultural diversity; human agency in teaching, learning and
research; generative Al systems monitoring for appropriateness, rigour and impact on
students; Al literacy skills or the implementation of locally relevant applications based
on specific criteria from evidenced pedagogical research and methodologies. However,
one of the most distinctive aspects of the document is its emphasis on creative strategies
for using generative Al productively in educational settings. This aligns with the EU Al
Act, by focussing on the use, on formulating acceptable contexts of application. By
doing so, it thereby provides a validated ethical roadmap for institutional facilitators,
educators and researchers navigating the overwhelming mass of potentials of
generative Al

LOCAL POLICYMAKING: INSTITUTIONAL
SELF-REGULATION INITIATIVES

As political, regional regulatory initiatives began to take centre stage, with the
EU AI Act, the Al Regulation White Paper (August 3 2023) proposed by the UK, the

7 See: https://unesdoc.unesco.org/ark:/48223/pf0000386693. Retrieved on September 13 2024.
8 For a detailed presentation, see: Chapter 4 :“Towards a policy framework for the use of generative Alin
education and research”, The UNESCO Guidance on Generative Al in Education and Research, pp. 24-27.

19


https://unesdoc.unesco.org/ark:/48223/pf0000386693

Limbajele specializate intre mediere, traducere, tehnologii educationale si impactul IA

G7 AI Regulation “The Hiroshima AI Process Comprehensive Policy Framework”
(in draft form, October 2023), the Executive Order for the Safe, Secure and Trustworthy
Development and Use of Artificial Intelligence (October 30, 2023) in the US, or
UNESCQO’s Resolution entitled ”Seizing the opportunities of safe, secure and
trustworthy artificial intelligence systems for sustainable development” (March,
2024), institutional approaches followed. An Educause survey® indicated that
“institutions are concerned about falling behind” (Robert, 2024) with “the rise of
student use of Al in their courses and the risks of inappropriate use of Al (73% and
68%, respectively) [as] primary motivators for Al-related strategic planning”
(Robert, 2024). More particularly, almost all the respondents to the study suggested
that Al is making the largest impact on teaching and learning, whereas academic
integrity is a preoccupation for 78% of the surveyed staff. More specific concerns
indicate potential decrease in students” writing education (Warchauer et al., 2023)
and foundational skills, such as critical thinking, with the spectre of overreliance on
such tools affecting the learning process overall (Chan et al., 2023).

Despite the urgency and widespread agreement on the risks of Al for higher
education, institutional policies in higher education are far from uniform. Some
institutions opt for defensive policymaking, sanctioning Al use, downplaying its
capabilities and mandating the moral compass of faculty to uphold academic
integrity, while others are more flexible, showing higher toleration for Al-assisted
academic work or encouraging voluntary compliance. Compared to broader,
horizontal approaches of various political institutions, self-regulated frameworks
have anarrower focus, often distinguishing between teaching, research or academic
publishing. Also, while regional frameworks emphasize collective accountability
for contexts of use, ensuring that Al ethics is embedded in design, development and
deployment processes, self-regulated frameworks focus on the user. Teachers,
students, researchers are expected to use Al responsibly within specific ethical
bounds, often outlined in honour codes, such as the case of the University of
Harvard and Stanford, or a set of sector-wide guiding principles, like the ones of
the Russel Group universities.

Among the prominent models of institutional policymaking, The Initial
Guidelines for the Use of Generative Al tools at Harvard (2024) endorses “responsible
experimentation”, by emphasizing compliance with data confidentiality and
security, copyright and academic integrity. The guidelines provide a multi-level

° For the research report of the survey, see: https://www.educause.edu/ecar/research-publications/
2024/2024-educause-ai-landscape-study/introduction-and-key-findings. Retrieved on September
2024.
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classification system for data confidentiality, enabling users to identify whether
their data complies with institutionally acceptable practices concerning generative
Al use. However, the key distinction lies not so much in the type of use, but in the
type of tools, specifically between publicly available tools and university approved
tools. Among these tools, we can identify the Harvard AI Sandbox', offering access
to LLMs from OpenAl, Anthropic, Google and Meta in a single interface,
Microsoft’s Copilot 365 and ChatGPT Edu'!, designed specifically to meet the needs
of educational environments. It can be noticed that while the general focus is on
accessibility and use of publicly available, free Al tools, such a position raises
concerns over the status-quo (Salden et al., 2023) of regulatory frameworks, with
paid, licensed AI tools as alternatives, either through individual purchase or
institutional provision that are not explicitly covered. Additionally, this also brings
into discussion the problem of long-term profitability and costs, alongside the more
controversial issue of “the Al-divide”, where some users have access to more
resources than others, potentially exacerbating existing inequalities regarding Al
technology and its benefits. On this point, it cannot be ignored that while licensed
versions are making their way into the academia, some nations or institutions have
placed a ban on such Al tools like ChatGPT over safety concerns.

In turn, an example of collaborative approach stems from the Russel Group
universities, comprising top ranking institutions such as the University of
Cambridge, the University of Oxford or King’s College London. Member
universities, “responsible for more than two-thirds of the world-leading research
produced in the UK” 2, released a joint statement in July 2023, elaborated in
collaboration with the Department of Education, the Quality Assurance Agency for
Higher Education and specialists from the pre-university sector. The Russel Group
Principles on the use of generative Al tools in education comprises a set of cross-sectorial
principles that revolve around Al literacy for faculty and students, discipline-
specific student training for appropriate generative Al use, ethical and equitable
incorporation of generative Al in teaching and assessment, transparent and ethical
use of generative Al, revision of policies and trans-institutional collaboration. While
such a progressive approach scores very high on having promoted a top-level,
multiple stakeholder framework, it exhibits a lot of flexibility regarding pragmatic
aspects. However, some of these aspects get resolved at a more granular level, as

10 For the full description and details concerning conditions for use, see: https://huit.harvard.edu/ai-
sandbox.

11 For the full description and details concerning conditions for use, see: https://huit.harvard.edu/
openai-chatgpt-edu.

12 For a general presentation of the Russel Group, see: https://russellgroup.ac.uk/about/our-universities/.
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members of the Russel Group find it appropriate to further complement the joint
statement. Thus, the University of Oxford has introduced a pilot version of its
Guidelines for the Use of Generative Al (2024), acknowledging “the use of any Al tool
[...] as a supportive mechanism to create value and enable productivity”. In this
respect, acceptable use covers brainstorming, conducting research, or assistance
with edits, transparency labels being recommended in cases where the Al tool
consistently contributed to content generation. Similarly, while endorsing the
Russel Group principles, the University of Cambridge mandates additional
guidelines for its Communications team, privileging a policymaking strategy that
is common to many regional regulatory initiatives that we have seen, built around
validated contexts of use.

Meanwhile, the relative scarcity of official guidelines or positions from
European universities indicates that many institutions are still in the process of
formalising their policies, a fact also reinforced by the European Council’s initiative
to regulate artificial intelligence in education across member states, with a 2025
deadline set for its Convention. Notable examples of existing policies from
European universities include, for instance, KU Leuven’s guidelines, Responsible use
of Generative Artificial Intelligence (2024) aimed at “promoting responsible use” of
such tools among students, and Using generative artificial intelligence as a researcher
(2023), a separate document focused on academic work. Both guidelines take a
cautious, yet proactive approach to Al integration, advocating for a human-in-the-
loop model that recognizes the assistive capacity of Al tools to “positively affect
productivity”. Practicality is emphasized alongside transparency and
responsibility, particularly in the clear differentiation between low-risk and high
risk tasks when discussing the applications of Al for research purposes. In this
sense, the documents formulates an optimistic rule of thumb: “the more
responsibility you place on the system, the more verification, control and
accountability is required with the outcome” (Using generative artificial intelligence,
2023). However, to ensure institutional ethical grounding, “transparent disclosure”
is recommended for text generation of “existing knowledge”, “new ideas” or
“synthetic data”, but not for the use of generative tools as language assistants.

A similar proactive approach® is taken by ETH Zurich, encouraging learners
and lecturers to prioritise “principles of responsibility, transparency and fairness”

13 Generative Al in Teaching and Learning, ETH Zurich (June, 2024). For more details, see:
https://ethz.ch/content/dam/ethz/main/eth-zurich/education/ai_in_education/Generative%20AI%
20in%?20Teaching %20and %20Learning%20-%20Guidelines %20ETH %20-%20June %202024.pdf.
Retrieved on September 13 2024.
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(Generative Al in Teaching and Learning, 2024) and to uphold privacy and copyright
regulations, while acknowledging the “supplementary role” of Al in academic and
administrative work. Building capacity for teachers and students is a prominent
coordinate of this framework for Al use, as the university engages to develop
training programmes and targeted courses that enable them to acquire “advanced
skills while working with Al” (Generative Al in Teaching and Learning, 2024), but also
to equip them with “authentic competencies in a world that embraces Al”.
(Generative Al in Teaching and Learning, 2024)

Moreover, in an effort to give national coverage to policymaking and
regulatory actions for the use of Al tools, French higher education institutions
endorse the initiative of the French Ministry of Education, responsible for the
release of the document “Artificial intelligence and education: Research
contribution and challenges for public policies”, in January 2024. This official
position is part of a comprehensive national strategy of integrating Al in education,
launched in 2018 and set for completion by 2030. One major coordinate of this action
plan is “to lead in embedded AlI, frugal Al, trustworthy Al” (Artificial intelligence
and education [...], 2024, p. 17) , which — interpreted through the lens of the 2019
Beijing Consensus terminology — suggests the use of “new models ushered in by Al
technologies for the provision of education and training services where the benefits
clearly outweigh the risks, and use Al tools to deliver lifelong learning systems that
enable personalised learning” (Artificial intelligence and education [...], 2024, p. 13).
More specifically, according to this strategy, applications should undergo
validation for educational purposes and have local pedagogical relevance, which is
also stipulated in the principles detailed by the UNESCO 2023 Guidelines. A 3-actor
(focused on students, teachers and the institution) categorisation and taxonomy of
contexts of use for such applications is presented, ranging from language learning
via Al assisted simulation, to automatic summative assessment of writing or
administrative tasks, like course planning. To support implementation, strong
emphasis is given to developing Al literacy, one significant initiative being the
European AI4T Project, a course designed for teachers and school heads from
France, Italy, Ireland, Luxembourg and Slovenia, in collaboration with their
respective Ministries of Education.

This French approach mirrors similar trends seen internationally in higher
education policymaking, stressing the importance of directing our attention
towards a rapidly evolving educational ecosystem that embraces Al, and which
needs to be approached from a humanistic, progressive perspective. Echoing
UNESCO’s Guidelines or the European Commission’s Digital Education Action
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Plan, France strategically prioritizes investment in human capacities, particularly in
the training and development of educators and students, before other regulatory
actions. On the long run, this strategy could potentially reduce the risks of the
misuse of Al, such as overreliance without adequate monitoring, and allow teachers
and students to take more informed ethical decisions, while also opting for domain-
specific applications.

As research indicates a serious gap in access to training and support (Chan &
Colloton, 2024, p. 143), the importance of systemic planning and evidence-based
policymaking becomes increasingly relevant. However, with policymaking
strategies diverging or some advocating for more progressiveness, there is wide
consensus on the lack of national or institutional investment in capacity-building.
For instance, the results of a survey (Al in education, 2023) released by Oxford
University Press in October 2023 show that in the UK only 5% of the English
language teachers felt “strongly prepared” for Al in education and 32% felt “not
sure” whether they had the right training for teaching with Al. At the same time,
the French “frugality”, prioritising bespoke Al for educational purposes, may
introduce a new level of trustworthiness in Al use, but it may also expose the
dimension of equity to the perils of resource fluctuation and disparities among
higher education institutions. It has been suggested that cooperation with local
providers (Salden et al., 2024) has so far allowed institutions to either develop their
own secure web interfaces for an Al tool by purchasing licenses from major
companies like OpenAl or Microsoft and imposing clear safeguards on data use for
services, or to acquire university-specific applications. In this respect, it is worth
mentioning that the shock-wave of Al transformation, especially after the ChatGPT
moment, literally forced institutions into a phase of experimentation and testing,
and finding Al-friendly technical responses and differentiated regulatory treatment
in a short span of time proved to be an uneven, challenging process for IT talent,
policymakers and experts in academic ethics alike.

TOWARDS COLLABORATIVE POLICYMAKING OF AI USE
IN HIGHER EDUCATION

In conclusion, long-term solutions that are “inclusively accessible” (Chan &
Colloton, 2024, p. 141) adaptive and grounded in multi-stakeholder collaboration
between higher education institutions, scientific publishing venues and regional
regulatory bodies, would be essential for sustainable and responsible use of Al

Generally, as this review of international policymaking and regulatory actions has
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tried to demonstrate, the proactive approach to Al use in education, seeking to
balance innovation and ethical challenges, by discussing opportunities and risks
rather than sanctions and strong safeguards, may, indeed, invite criticism.

On the one hand, such an approach may be accused of delaying regulatory
actions and failing to keep pace with technological development. On the other, it
risks aligning too closely to a pro-market approach, by encouraging the “move fast
and break things” mentality, famously associated with Silicon Valley, by
maintaining a state of regulatory ambiguity that allows the sector of higher
education to become awash with commercial solutions customised to the sector but
lacking in uniformity.

However, this review has attempted to balance the discussion of regional
frameworks, such as the EU Al Act or the UNESCO Guidelines, with local self-
regulation initiatives concerning the use of Al in the education sector, with
particular focus on higher education. The objective has been to outline the relevance
of collaborative frameworks and the endorsement of shared goals and principles,
but also to suggest that the focus should remain on developing practical, equitable
regulatory solutions such as accreditation models or standards for tools or clear
assessment protocols for Al use in education, of more systemic solutions that reduce
individual compliance. Last but not least, policies need to be easily translatable
across diverse educational contexts and institutions. This cross-sector alignment
should be aimed at increasing academic productivity without violating ethical
norms. University validated deployment of Al tools, publisher platform
compatibility with such Al tools, and the application of ethical standards can help
create a sense of shared network, relying on reciprocal standards, for the multiple
stakeholders of the education spectrum.
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Al-Powered Chatbots and Humour:
a Match Made in Heaven?

MONIKA LEFERMAN!

Abstract: Chatbots are becoming more popular in everyday life, and their applicability has
made them a useful tool in various sectors, including education, healthcare, agriculture,
finance, and software companies. New developments in AI technology push our
understanding of the limits of machine learning and change the way we live and interact. For
example, Elon Musk's latest foray into Al research has prompted the release of Grok, a
generative artificial intelligence that can display sarcasm and humour when answering
questions. The shift towards a more natural and witty conversational style in machine learning
indicates an interest in creating human-like machines, making them easier to approach and
understand.

This paper aims to briefly analyse the complex relationship between linguistic humour and Al-
powered chatbots, providing insight into the possible consequences of an advanced artificial
intelligence that can reliably replicate genuine comedic sense and contextual jokes, and the
ethical implications of such a feat. It will also focus on computational humour and the complex
machine-human relationship in the digital era.

Keywords: artificial intelligence, technology, chatbot, computational humour, machines

INTRODUCTION

Artificial intelligence? has deeply pervaded the cultural consciousness of the
early twenty-first century, sparked heated debates in cultural contexts, and
generated ethical dilemmas. A staple of popular culture, these technological
marvels have become a buzzword not only in computer science but in fields ranging
from medicine to education. In simpler words, digital systems are “everyware”
(Greenfield, 2006) in the twenty-first century.?

1 Assistant Professor, PhD / Department of Foreign Languages for Specific Purposes / Babes-Bolyai
University, Cluj-Napoca, Romania.

2 Artificial Intelligence is used in the broadest possible sense in this paper since a conceptual
differentiation between Al and other digital technologies is not the focus of this article. Robots and
chatbots are mentioned as Al-related technologies. For a more focused and philosophical foray into
defining Al, see Carter (2007).

3 Greenfield’s revolutionary Everyware. The dawning age of ubiquitous computing (2006) is a fascinating
foray into the invisible systems that are ever-present in our modern lives.
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The concept of a sufficiently advanced technology such as artificial
intelligence is not the intellectual product of the digital age. The idea of humanoid
machines and mechanical men can be traced back to the Hellenistic period and Greek
myths, including that of Talos of Crete (see Elliott, 2019, p. 1)* % Early science fiction
narratives such as Mary Shelley’s famous Frankenstein toyed with the artificially
created monster trope (see Carter, 2007, p. 1). Since then, many literary texts have
explored the possibilities of advanced technology. Artificial intelligence is also a
recurring concern in popular culture. For instance, franchises like The Matrix or the
more recent Westworld series embed explicit references to advanced Al systems, albeit
in a dystopian vein. Video games such as Sony’s Horizon series, Deus Ex, or the more
philosophical The Talos Principle incorporate different aspects of novel technologies
that remould the players’ understanding of the possibilities of artificial intelligence.
Another famous example is the puzzle-based game Portal that introduces GLaDOS,
an insane artificial intelligence bent on destruction and mayhem.

Cultural anxieties often overshadow the new opportunities that Al opens up.
Nowadays, public concern about the possible adverse effects of disruptive
technologies is mirrored in social media platforms and mainstream media channels.
As Norman explains, modern technology “is a two-edged sword always combining
potential benefits with potential deficits” (2005, p. 211). This might suggest a
cautious adoption of new technologies as the consequences of these transformative
systems could be far-reaching and even dangerous, leading to technological
singularity or apocalyptic scenarios. This idea is embodied in the “profound
anxieties about world economic collapse, apocalyptic fears of global devastation, or
the ensuing war against machines resulting from rapid progress in technological
automation” (Elliott, 2019, p. 40). Moreover, these advancements open up a series
of ethical questions with existential implications, such as the (re)defining of the
ontological boundaries between humans and machines.

ONTOLOGY, DIGITAL TECHNOLOGIES, AND HUMOUR

The enormous social impact of Al has led to transformations in terms of how
humans interact, live, and work. Personal assistants, chatbots, and robo-readers are
some examples of how the artificial intelligence revolution saturates our lives (see
Elliott, 2019, p. xx). Al's potential to revolutionize education, for instance, is an
exciting prospect that will enhance the learning process and improve the outcome.

4 For a deeper insight into the cultural history of Al see Elliott, Introduction, pp. 1-22 (2019) and
Pickover’s Illustrated History of AI (2019) for a visually appealing reading.
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From personalized learning experiences to virtual reality classrooms, the
possibilities AI opens up will fundamentally change the educational field. As a
helpful tool for educators, Al can be a transformative force in areas such as
“personalized learning, ideation, adaptive learning, special needs education,
bilingual education, gamification and immersive learning” (Bojorquez & Vega,
2023). Learners can engage in digitally mediated contexts for a more immersive
learning environment that could include scenarios as diverse as reenacting
historical moments in virtual worlds or discovering geography in a gamified
setting.

As artificial intelligence keeps evolving at an unprecedented scale, the future
ramifications of these advances are unknown and could have serious implications
on a global level. Reflecting upon the ethical dilemmas surrounding artificial
intelligence is relevant nowadays more than ever as this ubiquitous software has
infiltrated our everyday lives on a profound level and deepened our reliance on it
for various tasks, especially repetitive ones such as data entry.

At the present moment,

“Many of the anxieties and forebodings related to digital technologies and scientific
breakthroughs are expressed as a fear of loss for “the human”, including the
breakdown of existing patterns of identity- formation and basic frameworks of
reference for interacting with others.” (Elliott, 2019, p. 40).

At the same time,

“One of the central distinguishing features of advanced artificial intelligence and
associated new digital technologies is that the boundaries between humans and
machines have — to a considerable extent — dissolved, which in turn promotes ever-
growing opportunities for human-Al interaction in diverse robotic ecosystems.”
(Elliott, 2019, p. 9).

In other words, advances in artificial intelligence and the increasing presence
of digital systems in our daily lives spur ontological conundrums that
fundamentally challenge notions such as reality or humanity.

Another concept that Al alters is our understanding of humour. Albeit a very
advanced and constantly evolving technology, one of the many limitations of
machine intelligence is the lack of humour, which “is related to the core of
humanity” (Hietalahti, 2021, p. 163). The intricate relationship between humour and
machines has been a topic of interest not only for philosophers and scholars, but it
has also inspired popular culture and speculative fiction writers. For instance, Star
Trek: The Next Generation introduced Data, a sentient android who displays a sense
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of humour (see Veale, 2021, pp. 9-10, Hietalahti, 2021, pp. 157-158). TARS from
Interstellar (see Veale, 2021, pp. 14-15) is another instantiation of the funny humanoid
robot in contemporary cinema. These on-screen androids reflect the general public’s
interest in humorous machines and paint a picture of a transformed future in which
such robots will be woven more deeply into the fabric of everyday life.

The relationship between humour and Al is complex as it encompasses
various elements, including jokes produced by software systems, comedy
performed by robots, and the linguistic peculiarities of funny conversations. In the
present, as Veale elaborates, “If the human sense of humor is an ice sculpture of a
majestic swan, then what Al gives us—for now, at least—is a bag of ice cubes.”
(2021, p. xii). However, progress in the field has been enormous in the last decades.
For instance, bots have been used as joke generators. One such bot, @pentametron,
was created “to turn prosaic tweets into serendipitous poetry” (Veale, 2021, p. 54)
on Twitter, delighting the users with rhythmic verses and catchy, rhyming patterns.
By relying on preset data and computer algorithms, such bots, poetically put, “cast
their own brand of sympathetic magic over language” (Veale, 2021, p. 55) to create
novel linguistic structures meant to enhance user experience and engagement. At
the same time, “Chatbots might be thought of as a kind of break out point between
traditional and post-traditional understandings of creativity” (Elliott, 2019, p. 120).
Computational humour is a facet of machine intelligence and represents a type of
creativity that is specific to the digital age and therefore requires a new
interpretation of creativity.

The various computer programs for joke generation and humorous content
have been in development for centuries and sparked the interest of researchers for
experimentation. For instance, the JAPE system was created for generating riddles
or the wordplay-creating software STANDUP, aimed at children (see Ritchie et al.,
2007, p. 91). Both systems were accessible and had practical applicability, such as
enhancing creative thinking and improving social skills in children. However, no
comprehensive scientific study has been carried out to confirm it (see Ritchie et al.,
2007, p. 97).

Stock and Strapparava explain that “deep modeling of humor (...) is not
something for the near future. The phenomena are too complex; humor is one of the
most sophisticated forms of human intelligence.” (2002) In other words, giving
machines a sense of humour is not as simple as it seems, because humour is a
multifaceted and quintessentially human quality. Some scholars even consider that
“Humor is not only that final frontier for Al, but a human personality trait that is
easily lost in translation” (Broin, 2018). Indeed, while generating and detecting
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simpler jokes is feasible regarding machine learning, “building a model that can
detect and generate all types of humor remains an Al-complete problem” (Winters,
2021, p. 8). This is a recurrent idea in several Al-related research. Veale, for example,
explains that computational humour is an important goal for software developers
because a sense of humour allows machines to understand humans better, making

these systems a more useful tool for users:

“A good sense of humour —whether to recover our meaning in jokes, or to embed its
own meanings— it is the ultimate test of a machine’s ability to truly ‘get’ us”.
Teaching artificial intelligence humour will not only be a pinnacle in terms of
research, but will also enhance the emotional connection between machines and
humans and will even also affirm the machine’s access to the more sober qualities that
are just as crucial to our dealings with others, such as imagination, creativity, and
empathy.” (Veale, 2021, p. 249)

Teaching AT how to be funny can start with simple methods, such as playfully
coding simple puns and wordplays. For example, machines can easily be trained to
generate simple knock-knock jokes (see Veale, 2021, pp. 47-50). Other elements of
computational humour include emotional responses, but “we must first give them
a shared ontology of how words describe the world so they can use them in
mutually intelligible ways” (Veale, 2021, p. 82). One way to improve an Al's
humorous focus is to broaden its scope, allowing for new experiences and stimuli

for optimal results:

“If humor is its sole task, our Al is unlikely to acquire the novel stimulation it
requires—the constant stream of familiar surprises and backdrops for optimal
innovation—that enable it to be funny and relevant by speaking to the experiences of
its audience” (Veale, 2021, p. 243).

The scientific quest for computational humour entails an ontological
dimension that can be thought of as reflective thinking: a

“sensible assumption is that humans possess a sense of humour because they are self-
conscious, but have a limited knowledge of their surroundings — we have firm
conceptualisations of the world, but they can never portray world in a perfect way,
and when we see that there is a deviation from our expectations, we can be amused
thanks to our reflective thinking. Artificial intelligence needs to match this existential
position to have a sense of humour equal to that of humans.” (Hietalahti, 2021, p. 163).

This philosophical view of computational humour can be interpreted as a
variation of the Turing Dilemma, shifting the focus from consciousness in machines
to self-awareness of the world and the many contextual deviations that humans
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encounter and turn into jokes. At the same time, artificial intelligence should be able
to reflect on its algorithms and data sets. Hietalahti calls this the "possession of a
worldview" (2021, p. 156). At the moment,

“a kind of purée of real people —the ghosts of real people, at any rate: the echoes of
conversations What you get, the cobbling together of hundreds of thousands of prior
conversations, is a kind of conversational purée. Made of human parts, but less than
a human sum. Users are, in effect, chatting with past.” (Christian, 2011, p. 25).

Data-driven machines can only replicate such understanding or possession of
worldview, so, computational humour has a long way to go to reach its full
potential. However, their deep learning and self-learning capabilities could lead to
a better understanding of humour.

HUMOUR AND AI: A MATCH MADE IN HEAVEN?

The cultural fascination with bots, and more specifically chatbots, can be
traced back to 1964 when MIT’s Joseph Weizenbaum invented Eliza, a computer
program “considered the first convincing attempt to simulate natural human
interactions between a user and a computer” (Luger & Sellen, 2016, p. 5286). Since
then, chatbots that can simulate natural communication have become widely
available, along with other digital technologies and smart gadgets. As revolutionary
inventions of the modern age, chatbots automate various mundane tasks, such as
messaging, shopping or business workflows. Furthermore, chatbots and other
generative Al tools enhance the digital conversation experience and social
interaction by providing fast and effective answers and they are reshaping our
social lives by being a “vital interactional resource” (Elliott, 2019, p. 120). Indeed,
these non-human agents excel at many tasks, but “meeting the asymmetrical,
inconsistent and spontaneous requirements of ordinary talk in a technologically
error-free way” (Elliott, 2019, p. 126) is still a challenging goal for the future.

Today, chatbots can be customised to add a humorous tone to digital
interactions. For example, ChatGPT has an extension called Comedy Bot, which
gives users a digital comedian that can tell jokes or make witty remarks. Woebot, a
chatbot designed to help users with mental health issues, subtly uses humour to
lighten the conversation, create a relaxed environment, improve the user’s mood
and increase their overall wellbeing. Microsoft’s Project Personality Chat is
designed to help developers add depth to conversational context and customize the
bot’s personality for a better and more engaging user experience. Large language
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models could also be used for inspiration or as “a baseline tool for comedy writers,
like a thesaurus or search engine” (Baum, 2023). By relying on their algorithms and
databases, Al systems can effectively enhance the joke creation process.

Veale goes so far as to say

“That is the real purpose of giving machines a sense of humor: not to deprive human
comics of their jobs but to make our machines more like us, so they can laugh at what
we laugh at and better understand what we think and feel” (Veale, 2022, p. 248).

However, humour is a complex, multifaceted concept that can be approached
from various disciplines, such as philosophy and linguistics. As humour is “[hi]ghly
referential, hugely contextual, with a spark of creativity” (Hilton, 2023), it is a part
of human intelligence that is hard to define. Theories of humour date back to Plato's
Republic and Aristotle's Rhetoric, but also appear in the writings of Immanuel Kant
and Arthur Schopenhauer (see Kanuck, 2019, p. 4). One popular way to theorise
humour is to understand incongruity as the fundamental constituent of verbal
humour (see Winters, 2021, p. 2). As Winters explains, “Incongruity denotes the
incoherence between the interpretation of two parts of a joke, namely its setup and
punchline” and mentions “the incongruity-resolution (IT) theory” as a prominent
humour theory (2021, p. 2). This theory argues “that humor arises and an
incongruity is resolved” (Winters, 2021, p. 2), so the humorous effect depends not
only on the setup but also on the hearer’s interpretation that leads to the
reconciliation of incongruity. In other words, “humor results when the incongruity
is resolved; that is, the punch line is seen to make sense at some level with the earlier
information in the joke. (Suls, 1983, p. 43). Such a feat depends on various factors,
such as “memory recall, linguistic abilities for semantic integration, and world
knowledge inferences” (Winters, 2021, p. 3), so it remains a problematic field for
machines to master.

In terms of comedic relevance, Al-powered chatbots are clearly at a
disadvantage. First, jokes depend on the socio-cultural context, and each language
has some unique lexico- semantic features, so linguistic peculiarities should also be
considered when developing computational humour. Age is another important cue.
The generation gap between cultures requires specific types of humorous
interactions. Another problem, as Winters points out, is that language models tend
to focus on English jokes. Translating a joke is a complicated task and researchers
need to find effective ways to achieve humorous effects in other languages too (see
Winters, 2021, pp. 7-8). Other humorous modes of expression include puns, irony,
and sarcasm, and all of these require cognitive abilities such as lateral thinking:
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“Machine learning algorithms and expert systems are designed to perform specified
functions on data sets, but not to consider seemingly unrelated information. It is that
critical ability to perform lateral thinking —to identify similarities between seemingly
unrelated entities, or to identify distinctions between seemingly related entities —that
sets human beings apart.” (Kanuck, 2019, p. 5).

In other words, humans can pick up on contextual cues and understand
symbolic meanings and connections, while computers cannot appreciate the
linguistic nuances embedded in jokes and the ancillary and incongruous
information behind situations or remarks. This is similar to the encryption theory
of humour, which suggests that “humorous effects depend on accessibility to
implicit information shared by speaker and audience” (Yus, 2023, p. 24).

They also lack situational awareness and a knack for unstructured
information. Human communication is fragmented and spontaneous, so machines

need to master the imperfect complexities of everyday language. Moreover,

“There is a plethora of contingencies and hesitations which infuse daily talk: people
break into (and often disrupt) conversational flows; turn-taking is not perfectly
ordered; and, in general, the talk which makes up conversations is of a fragmented
nature.” (Elliott, 2019, p. 124).

In other words, Al-generated text should, in the right context, reflect the
fragmented, often nonsensical, incongruent conversational style that characterises
human interactions.

The emotional component of digitally mediated communication adds another
layer of depth to the conversational interactions in digital environments.
Specifically, some users may develop friendly feelings towards these machines,
leading to “new forms of sociality” (Elliott, 2019, p. 168). In this context,
“computational humor could potentially further strengthen this bond” (Winters,
2021, p. 3). Thus, imitative humour is a mechanism for deepening the human-
machine relationship, enhancing the user experience and provoking emotional
responses. According to Norman, “humans are predisposed to anthromorphize, to
project human emotions and beliefs into anything” (2005, p. 138), so building a
social relationship with chatbots is a likely future scenario, redefining not only how
we communicate with one another, but also the psychological bonds people
develop with these non-human agents. At the same time,

“fake emotions look fake: we are very good at detecting false attempts to manipulate
us. Thus, many of the computer systems we interact with —the ones with cute, smiling
helpers and artificially sweet voices and expressions—tend to be more irritating than
useful” (Norman, 2005, p. 179).
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Put differently, computational humour needs to match the contextual

expectations of the user to evoke an authentic emotional reaction.

FUNNY CHATBOTS: A BRIEF OVERVIEW

The breakthroughs in language models such as GPT-2 or GPT-3 are an
important step in the evolution of computational humour as these pre-trained
systems, albeit limited, show potential “as a powerful brainstorming tool in co-
creative collaborations” thanks to their “ability to mimic text by picking up patterns
and repeating these in surprising ways” (Winters, 2021, p. 5). Chat-GPT, Bard,
Llama, and Grok are some of the most famous generative Al tools developed
recently that are widely popular among users. Grok is an outstanding example of
such a language model. A system inspired by a science fiction novel, the Hitchhiker’s
Guide to the Galaxy, Grok is trained to put a twist on traditional chatbots by
sarcastically answering taboo questions:

“Grok is an Al modeled after the Hitchhiker’s Guide to the Galaxy, so intended to
answer almost anything and, far harder, even suggest what questions to ask! Grok is
designed to answer questions with a bit of wit and has a rebellious streak, so please
don’t use it if you hate humor! A unique and fundamental advantage of Grok is that
it has real-time knowledge of the world via the X platform. It will also answer spicy
questions that are rejected by most other Al systems.” (2024)

One of the distinguishing features of Grok is its ability to engage in
controversial debates and to give morally questionable answers. This is an
innovative aspect of computational humour. However, a more measured approach
would ensure a more responsible approach to user value.

Given that Grok is trained on data from social media platforms, biased and
dangerous information is more likely to be shared and perpetuated (see Stokel-
Walker, 2023). Furthermore, “chatbots, like a funhouse mirror, often reflect back our
society’s understanding, but warp them in a way that can amplify issues.” (Stokel-
Walker, 2023). Grok is indeed an innovative conversational agent on the market
today, but users should be cautious and rely on their critical thinking skills when
navigating the cyberspace.

Grok responds “with an air of humorous superiority” (Veale, 2022, p. 64), a
marketing strategy to ensure that Grok is ahead of the other chatbots. Veale
discusses “The specter of offense, of saying the wrong thing at the wrong time, or
of saying something that is wrong at any time” (Veale, 2022, p. 238) which might
hinder attempts at humour. Grok playfully subverts this problem by adopting a
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sarcastic stance in conversational settings. Grok is an example of computational
humour in digital communication, demonstrating the potential of chatbots to
provide consistent and funny responses to increase user engagement and foster a

deeper machine-human connection in online environments.

CONCLUSIONS

The digital revolution and the ubiquitous social media platforms have
transformed human communication and entrenched their relevance in everyday
life. As more advanced Al systems emerge, global societies will need to integrate
them into the social fabric of life. Meeting this challenge requires new perspectives
and critical thinking skills. As we plunge into a more digitised future, online-
mediated communication will become more pervasive in all areas of life, including
education and work.

For instance, personalized learning will be more prominent in the future and
will enhance the learning process by giving every learner the chance to study and
do schoolwork in a technologically mediated environment tailored for their needs.
Exploring the various possible impacts and facing the challenges of Al is crucial to
better manage and embrace such major technological innovations, while being
aware of the risks.

Al-related technologies are more than a terrain of the digital sector, these
innovative advances are deeply embedded in everyday life. As such, Al could bring
forth a radical rethinking of identity and society, leading to new understandings
not only of what it means to be human in the context of the digital age, but also of
how humans and machines can coexist. Such an existential reconciliation of
machines and humans includes computational humour and comedic exchange, as
Al is a driving force in reshaping our understanding of humour. As Cowie explains,
“Metaphorically, artificial agents that attempt humor are a useful companion to
Socrates: they bring us face to face with the limitations of what we think we know
about ourselves” (2023, p. 219). In this sense, computational humour has a
revelatory function with existential reverberations as a system that prompts
humans to reflect on their identity and limitations.

The benefits of computational humour include enhancing human creativity
and expanding our understanding of comedy. In Lozowsky’s words, “By
harnessing the vast amount of data available, Al can augment human creativity and
contribute to the evolving landscape of comedy” (2024). At the same time, as Veale
explains, Al technology can be used “as a partner that looks over our shoulder, to
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offer advice about what does and doesn’t work” (Veale, 2022, p. 200). The vast
amount of data available makes it much easier to train chatbots and improve the
quality of humour, but human support and oversight are still needed to understand
how humour works and to achieve the desired humorous effect in computational
communication. The other challenges, such as context, language barriers or cultural
sensitivities, are still problematic for dialogue interfaces, so the need for human
assistance is still imperative.

Computational humour can indeed “enhance wuser experience and
satisfaction. It can personalize interactions, evoke positive emotions, and create a
more enjoyable conversation for users” (Lozovsky, 2024). These interactions rely
heavily on training Al systems in the cognitive processes behind jokes, namely
“pattern recognition, incongruity detection, and surprise” (Lozovsky, 2024). While
these humorous stimuli can indeed have a positive impact on the conversation, the
technology is not yet perfected in terms of using humour effectively in different
contexts, based on various factors, such as age or culture.

Improvements in Al-driven language models will undoubtedly lead to
advances in computational humour and to a better understanding of one of the most
prominent parts of human intelligence. While human assistance will still be needed,
a future in which chatbots can display a genuine sense of humour may not be far
off, an achievement that could deepen the bond between machines and humans,
adding a new level of depth to everyday interactions and diversifying
communication. In other words, the fusion of chatbots and humour is still evolving,
but with the seemingly limitless possibilities that Al can unleash, the future of
computational humour certainly looks promising and filled with laughter.
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L’Intelligence Artificielle
et la révolution de la vulgarisation scientifique

ANAMARIA LUPAN!

Résumé : Les chercheurs sont considérés (a juste titre ?, pourrait-on se demander) comme des
étres particuliers, qui échappent, dans une certaine mesure, aux rouages de la société. Le
rapport identitaire qu’ils construisent avec les sciences est articulé, dans la plupart des cas, sur
leur défi de créer un meilleur monde. Certes, au niveau individuel, chaque étre humain est en
quéte du bonheur. Toutefois, si au niveau micro, on peut parler plutét d'une recherche
individuelle du bien-étre, au niveau macro, I'enjeu dépasse le contexte personnel pour mettre
en question 1’avenir d"un groupe social élargi.

Par conséquent, la vulgarisation scientifique, appelée également médiation scientifique, change
le schéma de la communication. Si on ne parle pas a un interlocuteur bien défini, c’est parce
qu’on s’adresse en méme temps a soi-méme et aux autres ; le chercheur est en train de mieux
comprendre son parcours et ses résultats au moment ou il les présente au public.
Communication et réflexivité, ce type de discours met en question le but de la médiation
scientifique : portrait en différé du chercheur ou ébauche d'un progres encore peu visible ?
Dans notre étude, nous voulons, dans un premier temps, essayer d’identifier et d’analyser les
traits du chercheur ; puis, dans un deuxiéme temps, nous nous proposons d’examiner les
objectifs et les modeles de ce type de communication pour arriver, enfin, a mieux percevoir
I'impact de I'Intelligence Artificielle sur la vulgarisation scientifique.

Mots clé : chercheur/ chercheuse, communication, intelligence artificielle, médiation, vulgarisation.

INTRODUCTION

La vulgarisation scientifique est un processus assez récent ; si nous regardons

la présence de cette notion dans les dictionnaires, nous apprenons que le concept

apparait tout d’abord sous la forme d’un verbe, « vulgariser », en 1512, désignant le

fait de « faire connaitre » (CNTRL, 2024) ; 'accent y est mis sur le but de I’action,

sur l'enjeu a saisir : on diffuse I'information, on partage les connaissances. Nous

remarquons l’absence de la mention du domaine a « faire connaitre » ; 300 ans plus

tard, le concept renvoie a la communauté a laquelle on s’adresse, signifiant « parler

comme le vulgaire, le commun des hommes ». Cette fois-ci méme si le décalage

1 Enseignante-chercheuse, Faculté des Lettres, Université Babes-Bolyai, Cluj-Napoca
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entre les niveaux des partenaires du dialogue n’est pas représenté de maniere
concrete, on ressent la différence sous-jacente ; si on s’adresse comme « le commun
des hommes » c’est parce que le terme de référence est considéré comme étant situé
plus haut, a un niveau supérieur. Toutefois, dans ce cas, on n’a plus affaire a la
sphere envisagée : s’agit-il du discours ordinaire ou d"un discours plutdt spécialisé ?
Cette précision paraitra quelques années plus tard, en 1823, quand le verbe renvoie
au fait de « mettre a la portée de tous ». Nous avons l'impression que le concept
commence a partir de ce moment a se spécialiser, a mieux définir son aire ; on se
dirige du haut vers le bas, du complexe vers la simplicité afin de rendre les choses
claires pour le plus grand nombre. C’est une question d’adaptation, de
reformulation, voire de traduction, afin de permettre une meilleure compréhension
d’un sujet d’intérét général.

Les sens de la notion de « vulgariser » changent en fonction de I'époque, mais
le rapport auquel ce concept fait appel reste, en grandes lignes, le méme : nous
sommes confrontés a une transmission du savoir ou on tente de simplifier les mots,
les démarches, pour toucher un public plus large. Puisque I’objectif principal de la
vulgarisation est le partage des connaissances, comment s’articule-t-elle de nos
jours, dans I'ere de la communication ? Quelles seraient les transformations qui s’y
imposent a I'époque de ce qu’on appelle « I'Intelligence Artificielle » ?

Dans notre étude nous souhaitons suivre une approche théorique afin d’offrir
une image plus claire du devenir de la vulgarisation scientifique dans la société
européenne ; nous privilégions 1’axe chronologique tout en nous appuyant sur des
étapes-clés de I'histoire de la vulgarisation. Dans un premier temps, nous allons
identifier et analyser la place et les traits emblématiques du chercheur / de la
chercheuse étant donné que nous désirons mettre en rapport la recherche et les
personnes qui s’adonnent a ce domaine. Ensuite, nous allons essayer de retracer les
moments essentiels de la vulgarisation scientifique afin de mieux saisir I'impact de
celle-ci a I'époque ou s'impose le regne des machines.

LES CHERCHEURS / LES CHERCHEUSES : IDENTITE(S)
CULTURELLE(S) ET SCIENTIFIQUE(S)

Le chercheur est, selon I'étymologie de ce mot, une personne qui cherche et
qui s’informe. Cette définition nous fait penser que I’activité crée I'individu ou, tout
au moins, lui offre le statut de connaisseur d’un certain domaine. Cette perspective
nous semble simplifier trop les choses tout en nous offrant un regard unilatéral.

44



Anamaria Lupan

Dans notre analyse nous voulons montrer que le titre de « chercheur » recouvre une
réalité plus complexe et donne naissance a un rapport identitaire riche.

Meélodie Faury, docteure en science de I'information et de la communication,
a étudié, dans sa these, le rapport identitaire des chercheurs et des chercheuses aux
sciences et a la culture. Elle a montré que ce rapport est une constante, un invariable,
bien que celui-ci soit pluriel (ou, autrement dit ait plusieurs fagons de s’articuler)
selon I'approche et la personnalité de I'individu en question. Si nous essayons de
synthétiser les facettes de ce rapport identitaire, nous devons, dans un premier
temps, nous arréter sur ce qu’on pourrait nommer I’attitude raisonnée du chercheur
ou de la chercheuse :

J’ai ainsi constaté que la construction d'un rapport identitaire et culturel aux sciences
passait par 'adhésion, ou au contraire par I'opposition, a une pratique et a un projet,
celui de la recherche. (Faury, 2012, p. 15)

Choisir ou refuser un projet de recherche correspondra, en effet, selon nous, a
la constitution d'un objectif qui suit les normes, les valeurs et les principes de la
personne en question. Dans ce cas, l'identité du chercheur ou de la chercheuse
devrait étre en synergie avec celle de la vie quotidienne de I'individu ; le chercheur
serait, par conséquent, une rallonge du citoyen.

Si ce premier regard porté sur le chercheur et sa recherche demande beaucoup
de responsabilité et d’engagement, un deuxiéme type de rapport identitaire a la
science et a la découverte circonscrit plutot une identité attribuée par les autres ; le
chercheur serait, dans cette optique, la construction de ce qui lui est extérieur :
« l'attribution de l'identité de scientifique ou de chercheur était souvent fortement
liée a la reconnaissance des collegues légitimes, devenant par la-méme des pairs »
(Faury, 2012, p. 15). L’identité de scientifique correspond alors a une scéne de
réception : on lui confere le titre en vertu de son travail ; par conséquent, c’est la
recherche qui crée le chercheur.

Mais, si on suit 'étude de Faury, on constate qu’il y a une troisieme situation :
celle ou I'identité du chercheur ne dépend plus de son travail, mais de I’éthique qu’il

a acquise tout en essayant de mener a bien un projet :

Enfin, pour d’autres, ayant pratiqué la recherche a un moment ou l'autre de leur
parcours, le rapport identitaire a la science se construirait par I’appropriation d'une
attitude, de normes de comportement et par I'acquisition de compétences, plutot que
par la revendication d’un titre ou d"un qualificatif (Faury, 2012, p. 15)

Le savoir-vivre prendrait a ce moment-la la place du savoir-faire ou,

autrement dit le savoir-faire découlerait du savoir-vivre.
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Une autre perspective est offerte par Bernard Fallery et Florence Rodhain qui
considerent que la vulgarisation scientifique constitue un exercice de réflexion? ; le
chercheur, tout en parlant de ses travaux comprend mieux ce qu’il a fait. Autrement
dit, la vulgarisation scientifique fait partie du processus de recherche. De plus, ils
observent que celle-ci est devenu récemment une discipline tres prisée, présente
dans le curriculum des universités de prestige :

Si, depuis Galilée ou Voltaire, la vulgarisation scientifique s’était faite principalement
par l'écrit (Jurdant, 2009), la vulgarisation en tant que véritable genre de
communication a aujourd’hui a gagné sa place dans l'univers de la formation
académique et professionnelle: le D U « Médiation scientifique innovante » a
I’Université de Paris, le Master HSMS

« Histoire, sociologie et médiation des sciences » a Paris-Saclay, la Formation
doctorale

« Oser la médiation scientifique » a Montpellier, le parcours de Master « Médiations
scientifiques » a Toulouse, le Master « Médiation et communication des sciences et
des techniques » a Bordeaux, le Master « Didactique des sciences » a Lyon.... Le métier
de médiateur scientifique est devenu le coeur de nombreuses formations et I'Ecole de
la médiation, réunissant sept universités et associations, en propose méme
aujourd’hui un référentiel de compétences autour de « Animer des médiations,
Concevoir des médiations, Enrichir ses connaissances et ses pratiques, Gérer des
projets de médiation ». (Fallery & Rodhain, 2022, p. 3)

Reconnu comme métier autonome, le médiateur semble étre devenu, de nos
jours, indispensable pour le bon fonctionnement de la société. C’est-a-dire que la
science fait partie inhérente de la vie quotidienne des gens et pour que ceux-ci soient
bien informés on fait appel a la vulgarisation scientifique. Que ce soit chercheur par
attribution, grace a son travail ou grace aux compétences acquises lors de son
travail, le chercheur assure le lien entre le passé et le futur, entre la tradition et le
progres. D’ou sa place essentielle dans toute société saine.

UNE HISTOIRE DE LA VULGARISATION SCIENTIFIQUE

La vulgarisation scientifique permet aux chercheurs d’établir des rapports
avec le grand public, de lui faire part de leurs découvertes, rendant possible ainsi le

2« La médiation scientifique définit une situation de communication qui ne releve évidemment pas
du simple schéma Emetteur > Récepteur, le chercheur comme la société sont a la fois
EmetteuRécepteur. Le physicien Michel Crozon a eu cette belle formule « Je vulgarise pour mieux
comprendre ce que je fais » (cité par B. Jurdant, 2007) et la position des universitaires dans la
médiation scientifique releve donc a la fois de la vulgarisation et de la réflexivité. » (Fallery &
Rodhain, 2022, p. 3)
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progres de la société dans son ensemble ; dans ce trio — chercheur, science et grand
public — des liens divers s’établissent ; on doit noter que la vulgarisation scientifique
constitue un sujet complexe, a plusieurs facettes, en fonction de I’angle dont on la
regarde.

La science n’existe pas pour elle-méme ; celle-ci est plutdt un outil qui vise le
progres, I’évolution de la société et le développement culturel. Cependant, comme
le constate Sandrine Reboul-Touré, « longtemps, la science est restée dans la sphere
des savants » (Reboul-Touré, 2012). Dans ce qui suit nous nous proposons de
retracer le devenir de la médiation scientifique pour mieux comprendre sa place
dans la société, ses fonctions et les éléments qui la composent.

Le premier vulgarisateur scientifique serait un homme de lettres, Fontenelle.
I1 écrit au XVII© siecle, en 1686, Entretiens sur la pluralité des mondes, ouvrage qui avait
comme but 'éducation des non-savants ; son objectif était d’instruire les gens, de
leur expliquer comment fonctionnent les sciences. Cette prose scientifique, nommée
également poésie scientifique, marque le début de la vulgarisation scientifique.
Comme on peut le voir la science rencontre le grand public grace a la littérature ; ce
serait peut-étre parce que cette derniere aime raconter, narrer et créer des histoires.

Deux siecles plus tard, en XIX¢ siecle,

apparaissent des revues de vulgarisation scientifique : La Nature, revue des sciences
et de leurs applications aux arts et a 'industrie, 1873 ; Euréka. Tribune des inventeurs.
Revue illustrée de vulgarisation scientifique et industrielle, 1892 ; L'étincelle électrique,
1880 ; L'ingénieur civil. Journal d’application et de vulgarisation des découvertes les
plus récentes, 1892 ; Revue photographique de I’Ouest, 1906 (Reboul-Touré, 2012).

La science s’approprie la médiation scientifique a I'heure du naturalisme (en
littérature) ; on pourrait s’'imaginer que ce geste représente une affirmation de sa
puissance et de sa volonté d’entrer en dialogue avec le public non-savant. Un
discours plus objectif, plus technique, s’y donne a lire. Le savant est parfois doublé
d’un journaliste mais les événements perdent la dimension littéraire que Fontenelle
leur a fourni. La démocratisation de la science va continuer dans les siecles

suivants :

Les revues de vulgarisation sont aujourd’hui de plus en plus nombreuses. Voici
quelques titres : Ca m’intéresse, premier numéro en 1981 ; Ciel et espace, 1945 ; Cosinus,
1999 ; Pour la science, 1977 ; La recherche, [1946], 1970 ; Science et Avenir, 1947 ; Science et
vie, 1913 ; Science et vie junior, 1988. De nouvelles créations sont proposées dans les
années 2000, avec une diversité au niveau des thématiques ou bien des
publics : Science et vie découvertes, 2000 ; Pharaon magazine, 2001 ; Cerveau et psycho,
2003. Nous pensons que la liste reste ouverte. Ainsi, le discours de la vulgarisation
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scientifique tient une place importante au sein des discours qui circulent dans notre
société. La science est de plus en plus présente aupres des non-spécialistes. (Reboul-
Touré, 2012).

Partie intégrante de la vie quotidienne, le discours de popularisation
scientifique s'impose dans plusieurs domaines (astrologie, biologie, physique,
informatique, etc.) ; celui-ci s’adresse a toutes les tranches d’age, vu que le progres
est I'affaire de tous.

Plus tard, dans la société capitaliste, le scénario de la vulgarisation scientifique
a subi des modifications. Broudoux et Chartron ont identifié les acteurs de cette
activité tels qu’ils se présentent de nos jours :

Trois types d’acteurs majeurs sont engagés dans la communication scientifique : les
auteurs individuels et leurs équipes qui fabriquent des objets de connaissance, les
revues (organismes publics, privés ou public-privés) qui diffusent les savoirs apres
validation, les financeurs de la recherche (organismes variés) qui engrangent les
résultats, constituent les bases de connaissance et orientent en conséquence les
nouvelles subventions. (Broudoux & Chartron, 2009, p. 3-4)

Le chercheur n’est plus seul ; il fait partie d'un réseau qui détermine dans une
certaine mesure le sujet de ses études et cela parce que toute communication des
savoirs demande de I'argent, du financement. La recherche est, par conséquent, le
résultat de la collaboration entre les chercheurs, les institutions qui assurent la
publication de leurs travaux et les financeurs. On revient a I'idée de l'inscription des
artistes (et, dans notre cas, des chercheurs) dans le champ social, these défendue par
Pierre Bourdieu.

Quant a la relation que les médias entretiennent avec le grand public, la
littérature de spécialité parle souvent d"une fonction de guidage :

Ainsi, dans leur role d’intermédiaire entre la science et le grand public, les médias
ordinaires se donnent souvent une image de conseil en vie quotidienne (diététique,
médecine ..), image qui semble s’accentuer encore lorsque le média devient
consultant (courrier des lecteurs, émission ot les auditeurs téléphonent) ou qu’il s’agit
de diffuser des savoir-faire techniques ou expérienciels (Moirand et Brasquet-
Loubeyre, 1994). Mais la diffusion de savoir-faire n'est pas limitée a la vie
quotidienne. (Moirand, 1997, p. 38)

Voulant montrer leur apport dans la société, les sciences se transforment, dans
le dialogue qu’elles entament avec le grand public, dans des conseils pour mieux
vivre. Sous le regard pragmatique des gens, la recherche devient, dans la vie
quotidienne, un art de bien vivre.
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PERSPECTIVES SUR LA VULGARISATION SCIENTIFIQUE
A L’EPOQUE DE L'INTELLIGENCE ARTIFICIELLE

L’intérét pour l'Intelligence Artificielle dans l’enseignement ne cesse
d’augmenter de nos jours. Pourtant, pour bien comprendre I'impact de I'IA sur la
vulgarisation scientifique il faudrait commencer par le rapport qui s’établit entre la
technologie et le grand public, vu que I'IA est I'aboutissement du fonctionnement
des machines.

Dans le contexte scolaire, les éléves entrent en contact avec le numérique bien
avant d’étre scolarisés ; autrement dit, leurs habitudes de se rapporter aux outils de
la technologie sont déterminées par le contexte extrascolaire. Dans 1'étude de Simon
Collin, Nicolas Guichon et Jean Gabin Ntebutse, qui propose une approche
sociologique du numérique en éducation, nous apprenons que

le rapport au numérique est multidimensionnel, mobile et évolutif, les usages
numériques éducatifs gagneraient a étre interprétés de fagon holistique au sein de
parcours d'usages numériques éducatifs, eux-mémes enchassés de facon complexe
dans des activités et des réalités offline (Collin, Guichon & Ntebutse, 2015, p. 22)

Nous retenons de cette recherche le lien indissoluble entre les réalités offline
et les activités en ligne. Il nous semble essentiel de nous rappeler que le numérique
ne remplacera jamais la présence humaine tant qu’on parle des processus qui
s’adressent a des étres humains. L'Intelligence Artificielle visait, a ses débuts,
I'individualisation de I’apprentissage, illusion qui a été détruite par les produits qui
ont été créés, comme, par exemple, les MOOC ; ceux-ci mettent a disposition de
I’étudiant.e la personnalisation de son apprentissage mais sont incapables de lui
fournir « un projet émancipateur qui ne saurait se résumer a une ‘segmentation de
marché” » (Rouvroy, Berns, 2013, p. 176) (Apud. Petit, 2023) L’individualisation du
processus d’apprentissage dépasse le choix des types de supports ou des sujets a
étudier proposés par I'IA ; individualiser le trajet éducationnel constitue une tache
complexe ou l'individu doit étre pensé comme une partie d'un ensemble plutot
embrouillé.

Quant a la vulgarisation scientifique, les trois piliers du domaine identifiés
par Broudoux & Chartron et mentionnés plus haut semblent se repositionner dans
I'univers du web 2.0 :

Ces trois acteurs se sont appropriés la génération des services web 2.0 de fagon
différenciée : [...] - Les chercheurs et leurs équipes : individuelle et autoritative (blogs
personnels), collective (wikis de projets d’équipes de recherche) (Bonetta, 2007). - Les
acteurs éditoriaux: ouverture d’espaces collaboratifs pour les auteurs (social
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bookmarking comme 2collab pour Elsevier par exemple, plateformes de blogs, de carnets
de recherche pour Nature ou Revues.org, partage de références en ligne pour CiteUlike
de Springer, etc). - Les financeurs de la recherche: portails thématiques, dépdts
d’archives : articles, présentations, vidéos, etc. (Broudoux & Chartron, 2009, p. 4)

On remarque que le changement du contexte détermine des modifications
dans la maniere dont ces trois acteurs agissent. Chacun occupe 'espace virtuel a sa
fagon ; en outre, bien qu’Internet semble apporter plus de cohésion, nous avons
I'impression que celui-ci isole les trois actants ou, tout au moins, celui-ci permet la
création des breches entre leur collaboration qui paraissait auparavant assez étroite.

Cependant, dans I'univers du savoir, Internet ne remplace pas les publications
qui jouent le role du gardien de la validité scientifique. Dans une autre étude,
Broudoux et Chartron ont montré que le contexte académique privilégie les

communications en format papier :

Les modes de communication plus directs qui se sont installés progressivement dans
les échanges entre chercheurs (forums, archives ouvertes, blogs) n’ont pas pour
autant fait disparaitre la médiation éditoriale, a savoir la médiation qui est associée a
une validation intellectuelle et a une mise en circulation des écrits scientifiques. [...]
De plus, les procédures d’évaluation de la recherche de plus en plus construites sur
des indicateurs quantitatifs de publications dans des revues de pointe freinent cette
circulation plus ouverte. Parler de désintermédiation dans I'édition scientifique serait
donc une généralisation abusive. (Broudoux & Chatron, 2008, p. 4)

Si les publications en ligne deviennent parfois des sources fiables avec la
politique du savoir démocratisé, la Science Ouverte, les documents format papier
ne cessent d’étre un outil tres efficace dans la recherche, étant donné les problemes
de sécurité auxquels sont confrontés dans la plupart des cas les internautes.

Nous remarquons, toutefois, de nos jours, un engouement pour la diffusion
de lI'information scientifique sur des sites ou des plateformes en ligne, aspect rendu
possible par le changement des attentes du public. Les interactions entre la
technologie et la science devraient nous faire penser, selon Chérifa Boukacem-
Zeghmouri et Hans Dillaerts, « aux fécondités qui existent entre ces deux poles
thématiques » (Boukacem-Zeghmouri & Dillaerts, 2018) plutot qu'aux oppositions
ou aux différences. La rencontre entre la science et la technologie devrait constituer
un appui pour la découverte ; ce qui change c’est le format de I'information, le
moyen de communication, voire le support, et non pas le contenu?, le résultat des

3 Toutefois, Evelyne Broudoux est plus radicale en ce qui concerne les changements apportés par la
démocratisation du savoir par Internet; selon elle, tout le paysage de la recherche a subi des
modifications importantes, engendrant une nouvelle maniere de penser le progres dans tous les
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recherches. Enfin, il y a également une question d’éthique du travail ; si les sites ou
sont publiés les résultats de recherches comprennent des publicités, on est
confrontés a 1" « économie de l'attention » (Citton, 2014 ; p. 33); en effet, nous
tombons sur le rapport entre visibilité et visualité, articulé par Marian Poirson ; selon
celui-ci on doit distinguer entre le « régime de visibilité, fondé sur I’ostentation et la
sidération, et [le] régime de visualité, fondé sur la mobilisation et la réflexion »
(Citton, 2014, p. 23). La diffusion des savoirs sur internet est fondée, a notre avis,
sur la visibilité ; les informations qui y sont publiées réussissent a atteindre un public
plus large que les publications en format papier. On distribue facilement les liens,
les images et les autres contenus parus en ligne mais on perd parfois la profondeur
de la réflexion. Internet encourage la vitesse, ce qui peut, dans certaines
circonstances, impacter la maniere dont on fait de la recherche.

La situation devient un peu plus complexe au moment oul pour renvoyer a
des concepts ou a d’autres références, le chercheur qui publie sur Internet choisit
d’utiliser des hyperliens :

Le lien souligne un ou des mots au sens propre comme au sens figuré. Le mot est donc
doublement utilisé/lu : il est considéré comme renvoyant a son référent et en méme
temps, on s’arréte sur le mot lui-méme en tant que signe. Il semble donc que le lien
hypertexte soit une marque sémiotique créant une modalisation autonymique.
(Reboul-Touré, 2004)

Un double discours s’y met alors en place : le texte invite a un rapport entre
intérieur et extérieur, ce qui accentue le régime de visibilité identifié par Poirson et,
en méme temps, accroit la dimension du réseau qui définit le support de la
communication scientifique en ligne. Comme dans un jeu d’échos, les textes
s’enchainent de maniere plus ou moins cohérente ; les lecteurs peuvent gagner en
efficacité étant donné qu’ils ont la possibilité d’apprendre beaucoup d’informations
en peu de temps mais ils perdent en profondeur ; sans réflexion, les informations

domaines : « L’écosystéme scientifique a 1'heure de la participation sur le web s’est modifié
entrainant une diversification des pratiques de diffusion des résultats de la recherche (Chartron,
Broudoux, 2009) et la mesure de la participation sociale (Broudoux, 2013). L’ouverture de
I'environnement scientifique du web communicationnel a aussi autorisé la promotion du genre
éditorial du blog qui s’est imposé comme espace de discussion pour des jeunes chercheu.r.se.s en
sciences humaines et sociales (Mayeur, 2017). Enfin, la croissance des données interrogeables et
I'interopérabilité des références scientifiques modifient les supports de diffusion eux-mémes qui ne
se cantonnent plus a des articles dans des revues, l'article n’étant déja plus— pour certaines
disciplines — qu'un modele a remplir servant a divulguer des résultats de calculs sur des données
dynamiques ». (Broudoux, 2018)
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arrivent a étre vues comme des évidences, des choses qui vont d’elles-mémes. On'y
perd I’étonnement de la science, de la découverte.

De la technologie nous glissons en peu de temps a I'Intelligence Artificielle ;
utilisée tout d’abord dans le milieu militaire et industriel*, la technologie ne prend
pas en considération, dans le traitement des textes, a savoir dans le processus de
traduction, les aspects linguistiques, s’appuyant de maniere exclusive sur les mots.
Laissant de coté I'apport humain dans le travail avec les mots,

en 1956, a I'école d’été de Dartmouth, on assiste a la naissance de l'intelligence
artificielle. Posant comme conjecture que tout aspect de l'intelligence humaine peut
étre décrit avec assez de précision pour qu'une machine le simule, les figures les plus
marquantes de 1'époque (McCarthy, Minsky, Newell et Simon) y discutent des
possibilités de créer des programmes d’ordinateur « se comportant intelligemment ». Ce
point de vue meéne au cognitivisme qui a fortement influencé la psychologie, la
linguistique, I'informatique, la philosophie... (Sabah, 2017)

Si on suit le raisonnement qui mene a la création de I'Intelligence Artificielle
nous constatons que celle-ci représente, en effet, une copie de la maniere humaine
d’agir et de penser. Luc Julia ose affirmer qu’en effet «l'intelligence artificielle
n’existe pas » (Julia, 2019, p. 5) ; il propose en revanche le terme d’ « intelligence
augmentée » (Julia, 2019, p. 16). La machine commence a imiter I'homme ; certes,
celle-ci a besoin d"une mémoire tres vaste afin de pouvoir identifier efficacement les
informations nécessaires dans certains contextes; de plus, faute de capacité
d’adaptation, les machines demandent un grand nombre de données pour étre a
méme de trouver la réponse a un probleme. Selon la typologie des procédures
d’enseignement du point de vue de la matiére a apprendre, I'Intelligence Artificielle
se situe, la plupart des cas, dans

une procédure de classification superviséé. C’est-a-dire que son objectif est de classer
des éléments selon des informations connues, des labels, qui définissent strictement a
quel groupe doit appartenir tel ou tel observation. (Maizieres, 2016, p. 14)

En outre, sans raisonnement, I'TA favorise I'infox, aspect visible dans tous les
domaines :

L’IA accroit le stock de connaissances beaucoup plus vite que le corps social ne peut
I'absorber et le digérer. Elle brouille la frontiere entre réel et irréel. Faux documents,

4+« A ses débuts, I'informatique est surtout industrielle et militaire, et les commanditaires des grands
projets (essentiellement américains) de '’époque, suivant les raisonnements de Turing, orientent
ceux-ci vers le déchiffrage de documents russes [...] » (Sabah, 2017)
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vidéos parfaitement réalistes, « environnements ultra-immersifs », peuvent fausser le
débat politique. (Laurent, 2019, p. 117)

La vulgarisation scientifique dans 'univers de I'TA demande, par conséquent,
beaucoup d’esprit critique ; le grand public devrait faire la différence entre la bonne
et la mauvaise information, entre le vrai et le faux, entre la source fiable et I'infox.

CONCLUSION

La recherche joue un rdle essentiel dans le développement des sociétés. La
découverte du feu, I'invention de I’agriculture, de I'imprimerie, des vaccins etc. ont
rendu possible le monde dans lequel nous vivons. Qu’on parle de révolution ou
d’évolution, ces changements ont eu un impact considérable sur notre maniere
d’aller plus loin, de progresser et de mener une vie plus aisée qu'auparavant.

Cependant I'apparition de I'Intelligence Artificielle pose le probleme de la
liberté ; si notre identité devient une piece d’échange dans un jeu dont on ne connait
pas tres bien les regles, nous devons apprendre a établir des limites entre ce qu’on
gagne et ce qu'on perd. La dimension éthique de l'utilisation de I'Intelligence
Artificielle est un aspect a envisager quand on souhaite aller vivre mieux. De toute
facon, l'avenir correspond a la cohabitation entre ’homme et la machine.
Apprenons, donc, a vivre en harmonie et en équilibre.
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Aspects of Using Digital Technologies in the Context
of Teaching English for Specific Purposes

LUMINITA TODEA!

Abstract: Education has been evolving and transforming rapidly for the past decades.
Therefore, teachers need to address certain requirements of professional knowledge and to
search for their appropriate answers to the following questions: How could one teach better in
the context of foreign languages for academic and specific purposes in the 21st century? What
kind of competencies should be developed both in teaching and learning? What kind of digital
technologies could be used to enhance students’ learning and not diminish their
accomplishments? so that they should reshape their own teaching in the most appropriate and
successful manner. Opportunities for students to learn independently, collaboratively, and to
be able to use critical thinking and inquiry-based learning must be provided through the
learning environment they get actively involved in through traditional as well as modern
teaching and learning strategies. No one can deny the wide range of educational digital
resources that teachers and students can use in their specific field. This article investigates the
way in which available digital technologies support the educational process in the context of
English for specific purposes in the field of engineering. By successfully incorporating digital
technologies into the process, teachers could design a more interactive, inclusive, and
independent learning experience, preparing engineering students for the opportunities and
challenges of their future professional settings.

Keywords: English for Specific Purposes, teaching, blended learning, digital technologies

INTRODUCTION

In the digital age we all live in, people acknowledge the important role of
online learning in education that breaks down barriers of space or time. During the
context of the COVID-19 pandemic, educational institutions at the secondary or
tertiary level needed to develop and apply new pedagogical strategies, procedures,
and resources so that to face the challenges of remote learning effectively. Thus, it
requires ongoing planning, guidance, monitoring, support, and resources to
enhance the quality and inclusivity of education via digital technologies that can
facilitate the sharing of knowledge.

1 Lecturer, PhD, Technical University of Cluj- Napoca, North University Centre of Baia Mare.
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The purpose of our paper is to describe how the usage of digital technologies
during language courses for specific purposes reestablishes the teaching and
learning process after the COVID-19 pandemic in terms of opportunities, benefits
and challenges at large and in the specific context of the 1 year students at the
Technical University of Cluj- Napoca, (TUCN), Faculty of Engineering, Baia Mare,

Romania.

A THEORETICAL FRAMEWORK OF DIGITAL TECHNOLOGIES

“National and European policies acknowledge the need to equip all citizens
with the necessary competences to use digital technologies critically and creatively”
(Punie, Redecker, 2017, p.12). According to the UNESCO document named
“Reimagining Our Futures Together: A New Social Contract for Education”

“Digital technologies, tools and platforms can be bent in the direction of supporting
human rights, enhancing human capabilities, and facilitating collective action in the
directions of peace, justice, and sustainability. To state the obvious, digital literacy
and access are a basic right in the twenty-first century; without them it is increasingly
difficult to participate civically and economically. One of the painful realizations of
the global pandemic is that those with connectivity and access to digital skills were
able to continue to learn remotely while schools closed down [...], whereas those
without such access and skills missed out on learning and the other benefits physical
learning institutions bring. As a result of this digital divide, gaps in educational
opportunity and outcomes between and within nations augmented” (UNESCO, 2021,
p- 43).

The European Commission has also adopted an official document entitled the
“Digital Education Action Plan 2021-2027” which “seeks to address the digital
divide and inequities in education and training, and highlights the potential of
technology to facilitate more accessible, safe, flexible, personalised and learner-
centred teaching and learning”; thus “every European citizen should have access to
digital education which enables them to develop the knowledge, skills and
competences needed for active participation in today’s increasingly digital
societies” (Digital Education Action Plan 2021-2027, 2020). Whereas the “European
Declaration on Digital Rights and Principles for the Digital Decade” emphasises
“the need to promote and support efforts to equip all education and training
institutions with digital connectivity, infrastructure and tools” due to the fact that
“people are at the centre of the digital transformation in the European Union.
Technology should serve and benefit all Europeans and empower them to pursue
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their aspirations, in full security and respect of their fundamental rights” (European
Declaration on Digital Rights and Principles for the Digital Decade, 2022).

Furthermore, the 2024 Digital Decade Eurobarometer report on the EU
people’s perceptions of the role that digital technologies will play in their lives
highlights a very strong impact of digitalisation; almost three-quarters of Europeans
(73%) state that their daily public and private services have become easier due to
digital technologies, including 19% who say it is making their life much easier.
However, 23% respondents consider that their lives have become more difficult due
to digitalisation. 83% of the participants express the idea that digital technologies
will be important to connect online at a personal as well as a professional level by
2030. In a number of areas, digital technologies are expected to be important by
2030: (79%) healthcare services, (76%) online business (e.g. shopping and selling) or
transport services, (75%) education and training opportunities, (74%) online content
usage and design, etc. Around 69% of the respondents consider that digital
technologies are suitable in a flexible workplace setting (Digital Decade
Eurobarometer, 2024).

TPACK THEORY OF TEACHING

Technological Pedagogical Content Knowledge (Mishra, Koehler, 2006) has
been described as a theory of teaching implying subject knowledge, content variety,
pedagogical knowledge, strategies teaching, and technologies that support
successful teaching and learning. TPCK, or TPACK (Technological Pedagogical
Content Knowledge), is designed as a dynamic model that is influenced by many
contextual factors, which highlight the benefits and limitations of educators who
include the interdependent and connected domains of content, pedagogy, and
technology in their profession:

1. Content Knowledge (CK) describes the teacher’s knowledge of the subject
they must teach.

2. Pedagogical Knowledge (PK) encompasses the educator’s understanding of
teaching methods and theories in order to provide the most suitable context for
lesson design and students’ learning.

3. Technological Knowledge (TK) describes the teacher’s level of
acknowledging the range of digital technologies available to them in a learning
environment.

One of the drawbacks of this framework is the fact that students may struggle
to engage with the content if they are not comfortable or proficient with a
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technology tool. Nevertheless, teachers might reflect on the new connections that
are established by implementing technologies in the delivery of their subject
knowledge. When technological knowledge (TK) and content knowledge (CK)
intersect, they create the first link among the three areas under discussion: the
technological content knowledge (TCK) that illustrates the educator’s awareness of
the advantages and limitations of technology usage in teaching a specific content.
The second connection describes the technological pedagogical knowledge (TPK),
or in other words, how teaching and learning can be influenced by the appropriate
choice of digital tools and resources during a course in order to reach certain
learning outcomes. In addition, pedagogical content knowledge (PCK) highlights
the best practices for teaching a certain subject, which must expand in order to
include ways of selecting and using a wide range of educational technologies
appropriately within the context of different content areas and teaching approaches
(adapted from https://nearpod.com). The authors of the TPACK theory, Koehler, M.
J. and Mishra, P. point out that teachers must know “how teaching and learning can
change when particular technologies are used in particular ways” (Koehler, Mishra,
2009, p. 64). Consequently, educators must acknowledge the essential relationships
established among the three concepts of technology, pedagogy, and content and
their dynamic interactions throughout the educational process.

DIGITAL TECHNOLOGIES AND BLENDED LEARNING

In the “European Framework for the Digital Competence of Educators:
DigCompEdu”, the concept of digital technologies “is employed as an umbrella term
for digital resources and devices” (Redecker, Punie, 2017, p. 27); thus, it implies
“any product or service that can be used to create, view, distribute, modity, store,
retrieve, transmit and receive information electronically in a digital form” and it
comprises “computer networks (e.g. the internet) and any online service supported
by these (e.g. websites, social networks, online libraries, etc.); any kind of software
(e.g. programmes, apps, virtual environments, games), whether networked or
installed locally; any kind of hardware or device (e.g. personal computers, mobile
devices, digital whiteboards); and any kind of digital content, e.g. files, information,
data” (Redecker, Punie, 2017, p.90). Digital natives are constantly interested in
handling their gadgets that can be easily transformed into learning aids, enhancing
students” engagement in their own learning.

“In the past, technology has predominately been used to source and consume
information, whereas today’s learners have become particularly adept at creating and
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collaboratively developing content for a wide variety of purposes, for example so-
called Web 2.0 tools such as blogs, forums and wikis” (Motteram, 2013, p. 23).

The main goal of tech use is to expand learning possibilities and enable
language learning through different tools at different times. Therefore, if a
particular technology proved effective for our instruction during the pandemic, it
is likely that we can successfully integrate it into an English for Specific Purposes
(ESP) course. Considering our students” opinions, the entire educational process is
more motivating when digital technologies are adequately integrated by their

educators in the delivery of the course. According to Jeremy Harmer (2013)

“If you walk into some classrooms around the world, you will see fixed data
projectors, interactive whiteboards (IBWs), built-in speakers for audio material that is
delivered directly from a computer hard disk (rather than from a tape recorder), and
computers with round-the clock Internet access” (Harmer, 2013, p. 175).

Educational platforms are web-based software systems that administer online
courses, providing free and easy access to the participants via different smart
devices (mobile phones, laptops, tablets, PC computers). Generally, students do not
need to possess advanced digital skills in order to deal with course assignments;
however, they have to perform technological tasks, such as word processing,
PowerPoint presentations, writing emails/ posts, etc. Characteristics such as chat
rooms, discussion forums, surveys, or quizzes provide the opportunity for teachers
and their students to communicate and share course content online, to develop
critical thinking and to practice reflection. The online activities allow teachers and
students to appreciate the benefits of interaction (e.g. announcements, notifications,
chat messages, polls, forums) so that learners should turn into proactive
participants to their own learning experience.

Blended learning is considered a continuous process that incorporates online
learning strategies into a formal learning environment. Collis and Moonen (2001)
define blended learning as a flexible perspective on course design including face-
to-face interaction and an online component that turns into an addition to
conventional learning. A proper combination of face-to-face instruction and
computer-based components (online and offline activities/materials) allows
educators to use different teaching techniques and students to easily approach the
online courses according to their learning schedule (Tomlinson, Whittaker, 2013).

Incorporating technology into the classroom impacts the way content material
is taught. In order to reach a high level of effectiveness in a blended language course,
certain issues must be addressed, such as the attitude towards digital technologies
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of all parties involved, their awareness of the course objectives and of the modalities
to achieve them, as well as successful organisation efforts on the part of the
university management for the course implementation, including comprehensive
guidance, technical support, and monitoring. Both teachers and students must learn
how to take control of these technologies because “the incorporation of technology
into school- wide teaching pedagogy ... means that students will also develop
digital literacy skills at the same time as acquiring a second language” (Stanley,
2013, p. 58). Nowadays, our students spend most of their spare time playing
computer games, using the Internet for social networking or research; consequently,
language teaching tasks that require them to write e-mails, to select and discuss
multimedia materials on a given topic, or to set up their own blog, allow them to
practice their digital skills, and empower them to be part of a globalised world. With
technology, students’ roles may change during a course, “they become engaged as
critical reviewers, technical support, and learning partners”. When facing technical
problems, students usually ask for help from their colleagues; “this benefits the
teacher and students. A problem can be solved without teacher input, and students
practice a key life skill: problem solving” (Hamilton, 2015, p. 15).

DISCUSSING THE USE OF DIGITAL TECHNOLOGIES
IN A SPECIFIC ESP CONTEXT

Digital technologies promote student-centred learning due to the fact that
online learning provides a path to inclusion for students with specific needs; they
give students more agency as they can work at their own pace, fulfilling
assignments whenever and wherever they are able to focus best. They also provide
universities with flexibility in terms of time and place, and they improve learning
effectiveness and strengthen communication among the participants. In ESP
courses students’ needs, authentic materials and tasks are essential; therefore,
teachers have integrated the technology their learners are familiar with in their
profession into their language courses, e.g., emails, presentations, e-learning
platforms, etc.

Our teaching experience in the use of a Moodle e-learning platform during
ESP practical courses at the Faculty of Engineering (TUCN) since 2020 will be
described in this particular subchapter.

A virtual platform/ VLE (Virtual Learning Environment) allows course
content to be uploaded by the teacher, which can be accessed by learners on the
Internet, “they cannot only see course content, such as documents, audio and video
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lectures, but also do activities such as quizzes, questionnaires and tests, or use
communication tools like discussion forums or text and audio chat” (Dudeney,
Hockly, 2007, p. 137). The learning management platform under discussion is
designed to provide participants with a secure and integrated system to create a
personalised learning environment.

“Using face-to-face time for confidence building, socialising, group activities and
critical input sessions makes efficient use of group communication opportunities,
whilst research, discussion, reflection and project work can more productively be
done online” (Dudeney, Hockly, 2013, p. 81).

The word Moodle is an acronym for Modular Object-Oriented Dynamic
Learning Environment. It is provided freely as Open-Source software; thus, it can
be customised to specific needs; it can be used as a repository of materials or to share
the students” work accomplished during the face-to-face sessions. Participation in
online courses offers the possibility to share opinions or experiences with peers and
teachers; consequently, participants can collaborate within an engaging learning
environment. Moodle gives teachers a better overview of the course content,
enabling them to check students’ online attendance, and participation or students’
progress throughout the course. However, the initial course landing page can
incorporate a variety of resources and activities, which means that this page can
become very long, difficult to navigate, and slow to load. Course content may
contain different activities and resources, e.g., assignments, glossaries, quizzes,
polls, databases, etc. Asynchronous forum discussions may incorporate theoretical
discussions of specific topics. Glossaries represent lists of definitions that are built
collaboratively, whereas databases may include a collection of digital photos or
references for students to operate with. User log reports reveal detailed evidence of
participation; visual tools such as graphs display overall activity statistics. On the
one hand, making all course modules available enables learners to manage their
time in a way that suits them; on the other hand, it can lead to some participants,
who are ahead in their work, having no one to interact with.

The course content for the 1% year students in Computer Science and Applied
Electronics is structured into fourteen modules which only course participants can
access. The first module introduces the course requirements, the structure and
functions of the e-learning platform, the main topics to be approached during the
semester, details about the final examination, etc. The following twelve modules
display a specific ESP reading comprehension topic in the form of written text and
video materials, followed by a selection of exercises related to the particular topic.
The Moodle platform accommodates exercises such as multiple choice, cloze
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exercises, matching exercises, open-ended questions, and so on. Students are able
to read the text multiple times and redo the exercises until they feel comfortable
with the outcomes because, after each attempt, feedback is provided automatically.
When designing a test, the teacher has the possibility to select any question or set of
questions from the so-called question bank, choose a certain score for each
assessment item. After the students finish answering each item of the test, they
submit their answers and they receive their final scores instantly as well as feedback
on how well they solved each exercise in order to become aware of how to improve
their future performance. The last module includes the end-term examination,
when students must take a written test on the Knowledge. Base e-learning platform
(https://kb.cunbm.utcluj.ro). The written paper includes a variety of evaluation
items related to the ESP course content such as: multiple choice exercises, gap-filling
exercises, matching words or phrases with definitions/ synonyms or matching parts
of sentences etc.

The employment of the Moodle platform is not restricted to the classroom
environment only, as it can be used by students who cannot attend courses regularly
due to objective reasons (working full time or part time, medical leave, etc.) who
want to improve their level of foreign language competence by practising the course
content in their own time and at their own pace. One main disadvantage in using
the e-platform is the fact it requires above average technical skills; consequently,
teachers must be trained in designing online course content in order to be able to
use the features of the platform effectively and students must be familiarised with
its features and specifications.

Using digital technologies in the language classroom should follow certain
steps. It is the educator’s duty to establish a set of guidelines, including rules and
expectations for improved classroom management, in order to optimize content
delivery pace. Furthermore, student interaction and engagement must be
encouraged for a better learning experience because use of technology may
sometimes lead to passive learning. Appropriate and varied technological tools help
students to keep a high level of motivation during and beyond the class. Facilitating
free content knowledge can be ensured by providing access to copies of video,
audio, or other materials used in class for reference so that individual learning styles
should be matched. All students must get equal opportunities to get involved in
technology-mediated lessons. However, tech overuse might distract the students’
focus from understanding the course content and the assignments they need to
perform. There are also certain challenges to distinguish regarding the use of digital
technologies, including high infrastructure and maintenance costs; technical failure;
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limited access in economically challenged areas; expensive training; rejection of
employing teaching and learning technological tools (Birajdar et al., 2020).

In order to assess our students’ attitude towards the relevance of an online
learning environment during the ESP course a feedback form is designed and
administered to students at the end of the 2nd semester. The questionnaire consists
of five multiple choice questions; there is only one choice that respondents may
select out of the three answers: YES/ NO/ MAYBE for each question. The target
group consists of fifty 1% year students from the Faculty of Engineering, TUCN, who
study Computer Science and Applied Electronics. The purpose of the questionnaire
about students’ views on the use of digital technologies in teaching and learning is
to acknowledge the dynamic relationship between traditional teaching-learning
strategies and the employment of modern technology during the language course.

Table 1. Students’ Questionnaire on their Attitude
regarding the Use of Online Learning during an ESP Course

Questions YES NO MAYBE
1. Do you frequently use digital technologies for course-

related tasks? 46 2 2

2. Do you think that the e-learning platform

(Knowledge. Base) is easy to use during our ESP course? 42 6 2

3. Do you consider the Knowledge. Base platform
(https://kb.cunbm.utcluj.ro) useful during the English 35 2 13
language learning process?

4. Do digital technologies successfully support effective
foreign language learning? 46 2 2

5.Would you consider using traditional strategies as well
as digital technologies in your learning? 48 0 2

The respondents’ answers indicate a positive attitude towards incorporating
online learning into a face-to-face language course; most of them underline the idea
that a blended course is an effective and useful approach in language learning.
Students” positive comments regarding the online course content provided by the
Moodle e-learning platform expressed in a group discussion after filling in the
feedback form highlight the value of reflective thinking and the flexibility in
handling the course content and requirements in terms of time and place. If students
miss a module, they can easily access the online course and study that particular
unit individually according to their own schedule. In order to accommodate all
students’ needs in dealing with technological aspects, universities should provide
technical support on how to use e-learning platforms. It is important to consider
students as a powerful resource in a language course because they enrich the
learning environment with their own personal experiences, interests, knowledge
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and motivation. Some of the issues raised by our students during the feedback
session reflect certain difficulties that may occur in using technology within the
language course for specific purposes. For example, online information is not
always reliable; students might not know how to handle and filter it correctly
according to their needs; they may feel overwhelmed by the load of information or
cannot choose the most appropriate form of their search due to personal limitations
regarding technical skills or use of digital resources. As technology is completely
woven into our lives, we need to create a sense of presence of being together for
teachers and students that must be relevant and effective within the onsite learning
environment and to keep a fine and functional balance between traditional and
modern approaches in teaching and learning. Teachers should develop their own
digital literacy skills in order to properly choose valuable digital resources, aiming
at teaching their students how to handle the online environment efficiently without
getting distracted or throughout the learning process. By integrating technology
into a language course, students do not just use a tool for learning and connecting,
but they also practice skills they need throughout their lifelong development.

CONCLUSIONS

Our lives have been definitely influenced by the global digital revolution.
Digital technology “provides ample opportunities for creative digital participation”
(Laakso et al, 2021, p.2) involving the use and design of digital tools by
collaborative efforts; consequently, one can notice subtle or more profound changes
in the way people communicate, work, or learn. Implementing technology in the
framework of teaching English for specific purposes has turned this field into an
innovative, challenging, but at the same time rewarding experience for both
teachers and students.
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Herramientas digitales en clase de ELE

ALINA-LUCIA NEMES$?, VICTORIA JUMBEI?

Resumen: Dado que la sociedad del siglo XXI esta experimentando transformaciones sin
precedentes, es crucial preparar a los jovenes para que piensen de manera critica y creativa con
tal de adaptarse mas facilmente a los inevitables cambios y poder integrarse mas tarde en el
mercado laboral. Ante el cambio definitivo en cuanto a las habilidades requeridas, debemos
desarrollar competencias (conocimientos, habilidades y actitudes) que les permitan enfrentar
desafios cada vez mas complejos y satisfacer las demandas de una sociedad diversificada en
contextos en permanente evolucion. La ensefianza es un proceso complejo que debe ser variado
y tiene que relacionarse con las necesidades cotidianas, personales, académicas y profesionales
del alumnado, considerando el entorno o la experiencia mental, social, fisica, emocional,
practica, conductual, experiencial, cultural y espiritual, lo cual supone una adaptacion al
contexto actual de desarrollo informatico y tecnoldgico. La tecnologia se ha arraigado en
nuestra vida diaria y, en consecuencia, una generacion entera tiene otras formas de percibir la
informacién y de aprender por lo general.

A pesar de la controversia relacionada con el traslado de algunas tareas al medio digital,
consideramos que el futuro no se puede imaginar sin esta perspectiva innovadora. Por esta
razon, los docentes deben adaptarse siguiendo el adelanto de las herramientas digitales para
ofrecer un aprendizaje significativo y fomentar la autonomia en el estudio de una lengua
extranjera. Es importante utilizar las TIC con tal de ofrecer una diversidad de actividades y de
enfoques didacticos, integrados de modo armonioso en el proceso de ensefianza-aprendizaje
para el desarrollo de las diversas competencias generales: comprension oral y escrita, expresion
oral y escrita, interaccién y mediacidn, y, al mismo tiempo, de la competencia digital.

En el siguiente estudio vamos a proporcionar unos ejemplos de uso de herramientas digitales
o de aplicacién de las nuevas tecnologias en clase de ELE, a partir de un sitio web personal,
creado con este proposito, entre otros instrumentos digitales, ofreciendo una metodologia de
aprendizaje experiencial que pueda servir como punto de partida para otras actividades que se
practiquen en otros entornos didacticos digitales.

Palabras clave: ensefianza, aprendizaje, inteligencia artificial, herramientas digitales, TIC

INTRODUCCION

En el contexto de las profundas transformaciones que experimenta la
sociedad del siglo XXI, es fundamental preparar a los jovenes para que desarrollen

! Profesora Doctora, Universidad Babes-Bolyai de Cluj-Napoca, Rumania.
2 Profesora Doctora, Liceo Tedrico Mihai Eminescu de Cluj-Napoca, Rumania.
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un pensamiento critico y creativo, facilitando su adaptacién a los inevitables
cambios y su futura insercion en el mercado laboral. Dado el cambio radical en las
habilidades demandadas, es esencial fomentar competencias que engloben
conocimientos, habilidades y actitudes, con el fin de enfrentar retos cada vez mas
complejos y responder a las exigencias de una sociedad diversa y en constante
evolucion. La ensefianza, como proceso dindmico, debe ser variada y estar alineada
con las necesidades personales, académicas y profesionales de los estudiantes,
considerando los diferentes aspectos de su entorno: mental, social, fisico, emocional,
cultural, practico y espiritual. Esto implica una adaptacion al contexto actual
marcado por el desarrollo informatico y tecnoldgico. La tecnologia, ahora integrada
en nuestra vida cotidiana, ha transformado la manera en que una generacion entera
percibe y procesa la informacion, modificando también sus formas de aprender. Se
trata de la generacion que ha crecido en la era digital, llamada "nativa digital”, o
sea, como la llama Lara, ”Net Generation” (Lara, 2005, p. 87), que no puede concebir
un mundo sin ordenadores o sin conexion a internet. Es precisamente el aspecto que
facilita la labor del docente para la introduccion de las nuevas tecnologias en sus
clases (ver también Kumar, 2009, p. 309).

A pesar de la controversia relacionada con el traslado de algunas tareas al
medio digital, consideramos que el futuro no se puede imaginar sin esta perspectiva
innovadora. Por esta razdn, los docentes deben adaptarse siguiendo el adelanto de
las herramientas digitales para ofrecer un aprendizaje significativo y fomentar la
autonomia en el estudio de una lengua extranjera. Es importante utilizar las TIC
(tecnologias de la informacion y de la comunicaciéon) con tal de ofrecer una
diversidad de actividades y de enfoques didacticos, integradas de modo armonioso
en el proceso de ensehanza-aprendizaje para el desarrollo de las diversas
competencias generales: comprensién oral y escrita, expresion oral y escrita,
interaccién y mediacion, y, al mismo tiempo, de la competencia digital. Teniendo
en cuenta la popularidad de las herramientas digitales y el interés creciente en este
sentido, las casas editoriales han publicado manuales de ELE (espafiol como lengua
extranjera) con extensiones digitales a los libros en formato impreso, destinados a
todos los niveles de competencias lingiiisticas, desde los principiantes hasta los
avanzados. Estos manuales completan la actividad didéctica, pero muchas de estas
versiones son accesibles a base del cddigo de usuario, escrito en la portada interior
del libro fisico, pero solo por un periodo de tiempo limitado. Ademas de la
desventaja de la caducidad, muchas actividades presentan varios items, cada uno
en una diapositiva diferente, lo que supone recorrer obligatoriamente todos los
elementos para pasar al siguiente paso, sin permitir la vuelta atrds o saltar alguno
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en funcion de las necesidades diversas del alumnado y de las diferencias entre ellos.
Este aspecto tiene una justificacion, en primer lugar, se evita que se copien / que se
descarguen los ejercicios completos y, por lo tanto, se impide infringir los derechos
de autor haciendo copias, compartiendo o volviendo a publicar los contenidos de
forma no autorizada. Para evitar estos inconvenientes, consideramos que los
docentes deberian crear sus propios materiales, adaptados a las necesidades y los
intereses del publico meta.

En nuestro caso, utilizamos herramientas digitales como pizarras inteligentes,
proyectores y dispositivos moviles, lo que nos lleva a buscar aplicaciones accesibles
desde cualquier plataforma.

A los sistemas de gestion del aprendizaje ya conocidos, como Microsoft Teams,
Moodle, Google Classroom, etc., donde se pueden recoger todos los materiales
necesarios para la clase, las tareas que se pueden resolver en linea, o conversaciones
entre el docente y sus estudiantes y/o entre los estudiantes, tratamos de integrar
otras plataformas y aplicaciones que permitan la importacion y exportacién de
contenido, que ofrezcan al docente estadisticas relacionadas con la resolucion de las
tareas, con el progreso del alumnado, para que se pueda ofrecer, luego, un feedback
personalizado.

La integracion de un simple chat, un foro de discusiones o un grupo para la
clase de ELE, para la comunicacion y el aprendizaje no formales, fomenta la
comunicacion, la colaboracidn, el intercambio de informaciones y de ideas,
motivando a los estudiantes. Ademas, tiene como ventajas la gratuidad y el acceso
facil desde cualquier dispositivo conectado a internet, como teléfono inteligente,
tableta, ordenador, etc. El inconveniente se relaciona con el tiempo que el docente
debe dedicar para controlar lo que se publica para evitar la transmision de
informaciones inadecuadas para los estudiantes. Cuando se trata de un grupo creado
Unicamente para transmitir informaciones, el docente puede configurarlo de tal manera
que solo el administrador tenga la posibilidad de transmitir mensajes. Al igual, el
administrador ve quién ha recibido el mensaje y quién lo ha leido. Sin embargo, los
estudiantes tienen el permiso de reaccionar al contenido utilizando emoticonos o emoji,
que, segun el Diccionario de la lengua espariola (2022) de la Real Academia espafiola, es
una “pequena imagen o icono digital que se usa en las comunicaciones electronicas
para representar una emocion, un objeto, una idea, etc.”

Entre las ventajas del uso de las TIC en clase de ELE mencionamos el
incremento de la motivacion y de la creatividad de los estudiantes, la flexibilidad
(ver también Wonacott, 2001, p. 3) en cuanto a la posibilidad de combinar una
diversidad de estrategias y recursos didacticos, con tal de mejorar las diferentes
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habilidades de comunicacidn: la comprension oral y/o escrita, la expresion oral y/o
escrita, la interaccion, o hasta desarrollar el pensamiento critico (Saloman &
Globerson, 1987, p. 625).

Teniendo presentes estos beneficios, en el siguiente estudio vamos a
proporcionar unos ejemplos de uso de herramientas digitales en clase de ELE o de
aplicacion de las nuevas tecnologias en clase de ELE, a partir de un sitio web
personal, creado con este proposito, entre otros instrumentos digitales, ofreciendo
una metodologia de aprendizaje experiencial que pueda servir como punto de
partida para otras actividades que se practiquen en otros entornos didécticos
digitales. La idea de comenzar a trabajar en el proyecto surgid en noviembre de
2021, durante un curso de formacion organizado por la Agregaduria de Espafia en
Bucarest. Aunque ya habiamos tenido contacto previo con diversas herramientas
digitales, este curso marco un punto de inflexidn, ya que nos permitié abordar su
uso de una manera mas estructurada y prdactica. Hasta ese momento, habiamos
utilizado las herramientas digitales de forma aislada, sin integrarlas en un enfoque
pedagdgico completo. Sin embargo, durante el curso de formacion mencionado
anteriormente, se nos planted el desafio de unir estos recursos y emplearlos de
forma coherente para mejorar el proceso de ensefianza y aprendizaje. Nos dimos
cuenta de que no se trataba solo de conocer las herramientas, sino de crear una
estrategia que hiciera su uso eficiente, significativo y alineado con los objetivos
educativos. Fue en ese contexto donde empezamos a ver el potencial de disefiar un
proyecto que integrara distintas tecnologias de manera sistematica, con el objetivo
de ofrecer a los estudiantes una experiencia mds dindmica, interactiva y
motivadora. La formacién no solo nos proporciond los conocimientos necesarios
para manejar las herramientas, sino también la inspiracion para pensar en cémo
aplicarlas de manera efectiva dentro del aula. Asi, dicho curso fue el catalizador que
nos impulsé a desarrollar un proyecto educativo mas innovador, adaptado a las
necesidades actuales y centrado en el uso de las TIC como un recurso clave para el
aprendizaje.

El sitio web https://sites.google.com/view/paginasextosecundaria/2021-2022
(actualizacion 2024), que representa el punto de partida de nuestro estudio, fue
creado para el sexto grado de secundaria (seguin la distribucion de los grados en la
ensefianza general de Rumania) por Victoria Jumbei, profesora del Liceo Tedrico
“"Mihai Eminescu” de Cluj-Napoca, Rumania, donde el espafiol se estudia como
primera lengua extranjera, como asignatura obligatoria o complementaria o como
curso optativo organizado segun la decision de la escuela, con un total de cuatro
horas semanales. El recorrido previo en el estudio del espanol se desglosa de la
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siguiente manera: clase preparatoria, primer y segundo grado, 1 hora a la semana,
tercero y cuarto, 3 horas a la semana, respectivamente quinto y sexto, 4 horas a la
semana, lo que sitiia al alumnado del sexto grado a un nivel lingiiistico A2 (segun
los descriptores del Marco Comiin Europeo de Referencia para las Lenguas: aprendizaje,
ensefianza, evaluacion, 2002, y del Marco Comuiin Europeo de Referencia para las Lenguas:
aprendizaje, ensefianza, evaluacion. Volumen complementario, 2021).

Este portal es una fuente relevante de modelos de actividades de lengua, de
esparniol como lengua extranjera (ELE), de nivel A2, elaborado con la ayuda de
diferentes herramientas digitales. Para la realizacion de las actividades publicadas
en este sitio web hemos usado algunos contenidos del manual de ELE de la clase,
respectivamente de Bueso, 1., Cerdeira, P., Gelabert, M.]., Gomez, R., Menéndez, M.,
Oliva, C,, Pardo, I, Romero, A., Ruiz de Gauna, M. & Vazquez, R. Club Prisma A2,
Madrid: Edinumen, 2017, pero también actividades de elaboracion propia. Los
temas propuestos son: ”;Cémo mola el primer dia!”, ”;Donde estas?”, ” ;Como te
fue?”, 7 ;Qué habéis hecho?”, ”iQué curioso!”, ”jReacciona!”, ”jAl abordaje!”, ”;De
tabula!”, ”El futuro en tus manos” y ”;Puedo?”, con referencia a: "Primer dia de
cole”, "Verbos de movimiento”, "Ropa y calzado”, ”Jerga juvenil”, ”"Presente
irregular”, ”El saludo en Espafa”, ”Viaje a Santander”, “Toledo”, “Pantalla grande
o pantalla pequefia”. Cabe sefalar que esta pagina web no recopila datos personales
de los estudiantes, tampoco se requiere la creacion de una cuenta o una
autentificacion previa, evitdndose los eventuales problemas relacionados con el
Reglamento general de proteccion de datos (RGPD) (UE) 2016/679 del Parlamento
Europeo y del Consejo de 27 de abril de 2016, publicado por la Comision Europea
(https://commission.europa.eu/law/law-topic/data-protection/data-protection-
eu_es, el 31.07.2024).

INTEGRACION DE HERRAMIENTAS DIGITALES - PROPUESTAS
DIDACTICAS

Para empezar, debemos apuntar que las TIC se pueden utilizar desde los
niveles basicos de ensefianza-aprendizaje de los idiomas extranjeros, mas
exactamente desde los principiantes absolutos o el nivel Al del Marco Comiin
Europeo de Referencia para las Lenguas: aprendizaje, ensefianza, evaluacion (2002 y 2021).
Por ejemplo, se utilizan imagenes que se asocian con las palabras y, en ocasiones, se
anade también el articulo definido correspondiente, como en el siguiente modelo:
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VOCABULARIO

LA ROPA Y LOS COMPLEMENTOS

POR PROFEDEELE ES

LANS M

los pantalones ls falda ls camisa ¢ vestido o jersey

Imagen 1. Ejercicio de vocabulario
Fuente: https://www.profedeele.es/actividad/ropa-prendas-de-vestir/, el 10.07.2024

Al hacer clic en una imagen / un objeto de la imagen se puede escuchar la
pronunciacion de la palabra que ya aparece escrita, con lo cual lo visual se completa
con lo auditivo, combinacion de los sentidos que favorece la memorizacion del
vocablo. Esta interaccion del estudiante con la imagen y con el sonido se puede
repetir cuantas veces sea necesario para una buena recepcion de lo impartido por el
profesor, lo que en clase no es posible, dada la limitacion del tiempo que se dedica
a un tema. Por lo tanto, imaginamos este tipo de actividades como un complemento
a lo estudiado en una clase presencial. Como se puede ver, el uso de los
instrumentos digitales permite utilizar imagenes reales de los objetos, hecho que
facilita el aprendizaje. Pero, siempre hay que tener en cuenta los derechos de autor
(se pueden utilizar imagenes propias, imagenes creadas por la inteligencia artificial,
imagenes libres de derechos de autor, mencionando las fuentes de las mismas). El
docente puede crear sus propios materiales, adaptados a las necesidades de sus
alumnos, tanto cognitivas, como también afectivas. Al mismo tiempo, tiene la
posibilidad de utilizar aplicaciones digitales capaces de buscar una diversidad de
recursos, como Wakelet3 que recopila recursos multimedia, imagenes, videos,
paginas web, que se pueden organizar temdticamente para un uso interactivo.
Vamos a ejemplificar con una muestra extraida del sitio Paginasextosecundaria,
recuperado de: https://sites.google.com/view/paginasextosecundaria/2021-2022:

3 %% (actualizacion 2024). Wakelet. Recuperado de: https://wakelet.com/, el 13.07.2024.
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Imagen 2. Ropa y calzado — recopilacién de actividades creada mediante Wakelet
Fuente: https://wakelet.com/wake/zZ2xZM4j0jB5Vm8o0TIri, el 13.07.2024

Se trata de un ejercicio que complementa el proceso de ensefianza-aprendizaje
clasico, que se realiza fuera del aula, lo que elimina los posibles impedimentos de
realizar las actividades debido a la falta de infraestructura tecnoldgica apropiada en
las escuelas o centros educativos, pero también las diferencias entre los alumnos
porque cada uno puede trabajar a su ritmo. Para el profesor requiere una seleccion
muy atenta del material y un seguimiento de la utilidad y del aprovechamiento del
uso del material digital proporcionado.

La recopilacion de las tres actividades fue creada mediante Wakelet, que es una
plataforma en linea que permite a los usuarios guardar, organizar y compartir
contenido digital en colecciones llamadas "Wakelets". Para el acceso, los usuarios
deben registrarse mediante el correo electronico o cuentas de Google, Microsoft o
redes sociales. Los usuarios pueden recopilar enlaces, videos, imagenes, notas,
documentos (proyecto escolar, lista de lecturas) y otros tipos de contenido, de
diversas fuentes, como sitios web, videos de YouTube, publicaciones de redes
sociales, imdgenes, archivos PDF o notas personales, y organizarlos y/o
reorganizarlos en colecciones tematicas que se pueden personalizar (utilizar cierta
portada, introducir descripciones o notas o etiquetas para facilitar la busqueda) y
visualizar en diferentes estilos. Un aspecto positivo es que estas colecciones pueden
ser colaborativas, es decir, varios usuarios pueden contribuir a una misma
coleccion, lo cual es muy 1til para proyectos de grupo o trabajo en equipo, y luego
compartirlas de diferentes modos: utilizando enlaces directos o codigos QR. De esta
forma, las colecciones pueden ser ptiblicas 0 mantenerse privadas o ser compartidas
solo con personas especificas.

Por lo tanto, en este apartado tematico tenemos dos videos de YouTube y una
actividad interactiva relacionada con el vocabulario de la ropa y de los
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complementos. El primer video es una conversacion de nivel A1l entre una mujer y
un hombre que van de compras. Los subtitulos facilitan la comprension, sobre todo
para los principiantes. En cuanto al namero de actividades proporcionadas, lo
consideramos suficiente para no agobiar al estudiante y para evitar la sobrecarga de
informaciones, lo que llevaria a una falta de concentraciéon y de retencion de la
informacion.

Al exponer al alumnado a una variedad de acentos (de Espafia, de América
Latina), a diversos ritmos, en conformidad con su nivel de adquisicion de la lengua,
utilizando videos de YouTube, por ejemplo, se alcanza mas facilmente el objetivo de
comprender el habla de un nativo. Sin estos recursos seria dificil mejorar esta
destreza.

Otra herramienta digital utilizada para la construccion del sitio web es
Genially*. Se trata de una plataforma en linea que, a base de una cuenta de usuario,
permite la creacion de presentaciones multimedia, interactivas (se pueden afiadir
efectos visuales y animaciones) de manera sencilla. Es una alternativa mas atractiva
y dindmica para las diapositivas tradicionales, que permite la colaboraciéon en
tiempo real en el caso de un trabajo en grupo y se puede compartir facilmente a
través de un enlace o insertarlo en un sitio, como es nuestro caso.
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Imagen 3. jComo mola el primer dia! — Indice de las actividades creadas mediante Genially
Fuente: https://view.genially.com/6192c262deff4a0dd4bee5d7, el 13.07.2024

Con la ayuda de Genially hemos disefiado una unidad didéctica que pone en
practica varias destrezas puesto que comprende diferentes actividades a partir de
un texto-pretexto del manual Club Prisma A2 (Bueso et al., 2017, p. 8). Los ejercicios
propuestos son: de doble eleccion, verdadero o falso, de vocabulario, de
comprension de lectura, de expresion oral, de discriminacién: presente de

4 *%_(actualizacion 2024). Genially. Recuperado de: https://genially.com/, el 10.07.2024.
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indicativo regular e irregular, de expresion escrita (que, aparte de poner en practica
los elementos de construccion de la lengua, vocabulario y gramatica, se centra en
los estados de animo, los sentimientos, los valores, las creencias de los estudiantes)
y una galeria foto que introduce vocabulario pertinente para el tema y es un pretexto
para la recontextualizacion y el reforzamiento de lo estudiado. Utilizando esta
variante digital, para completar el trabajo con el manual de la clase, se hace el curso
mas atractivo, mas interesante, mas dinamico, lo que motiva a los estudiantes y
mantiene su atencion despierta. Su implicacion hace el proceso de ensefianza-
aprendizaje mas eficiente.

Con EducaPlay® hemos creado una actividad ltidica que consiste en relacionar
algunas expresiones con las imagenes correspondientes a su significado.

jes  Centrodeayuds  Introduce tu Game Pin  Blog  Premium spafiol

=50

Expresiones de jerga juvenil S| B o

Imagen 4. Ejercicio de vocabulario creado mediante EducaPlay
Fuente: https://es.educaplay.com/recursos-educativos/10904337-expresiones_de_jerga_juvenil.html, el
13.07.2024

Para la realizacion de esta actividad, cada estudiante debe tener una cuenta
donde se registra el numero de intentos, el tiempo necesario para la resolucion del
ejercicio, y al final el profesor puede obtener un informe de todos los participantes,
lo que facilita su trabajo.

Entre las ventajas de utilizar una herramienta digital en este caso
mencionamos: crear una atmdsfera agradable en clase, propicia para el aprendizaje,
aumentar la motivacion y la implicacion de los estudiantes. Hasta se puede realizar
una competicion entre ellos, lo que dinamiza todavia mas la clase.

5 % (actualizacion 2024). EducaPlay. Recuperado de: https://www.educaplay.com/, el 10.07.2024.
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Quizizz® se ha convertido en una herramienta esencial para la evaluacién
formativa, permitiéndonos sustituir evaluaciones escritas y detectar areas de mejora
en el aprendizaje del alumnado. Los estudiantes completan las actividades tanto en
clase como en casa, y los informes detallados de la aplicacion nos ayudan a medir
su progreso individual y colectivo.

La flexibilidad de Quizizz permite que las evaluaciones sean mas relajadas,
mostrando respuestas y revisiones al final del test. Valoramos especialmente la
posibilidad de que los estudiantes aprendan de sus errores, con opciones para
repetir las pruebas y mejorar sus calificaciones. Ademas, los alumnos mas
avanzados pueden crear sus propios cuestionarios.

Recomendamos Quizizz a todos los profesores por su versatilidad y facilidad
de uso. Aunque no debe ser la tinica herramienta de evaluacion, es muy util en
combinacion con otras. Es ideal para realizar evaluaciones en grupo, individuales o
como tarea en casa, siempre que los estudiantes tengan acceso a un dispositivo con
conexion a internet.

Usando esta herramienta, hemos propuesto un ejercicio de gramatica, de
eleccion multiple de formas verbales en indicativo presente, correctas o incorrectas,
adecuadas o no para un contexto dado.

c 25 quizizz.com/admin/quiz/6197e98d15010c001d37c930/presente-de-indicativo

Quizizz -
°
Victoria Jumbei
Basic account Quiz </> Embed e sharey © ©0 ® & ®
lqizva ‘? PRESENTE DE INDICATIVO ~
13 == 6th Grade & World Languages
Explore o “”F."M:U o & Worksheet O Save +. Al Enhance @ Edit

S m ki :

#= 8 questions ® Hide answers » Preview

1. Multiple Choice ®10seconds @ 1 point

More

(CUANTO ......c..00nrrrre.. ESTOS PANTALONES?
@ COSTAN @ CIERRA
@ JUEGAN @ CUESTAN

# Invite & earn a free
>

2. Multiple Choice ® 10seconds @ 1 point
upgrade

Imagen 5. Cuestionario relacionado con el presente de indicativo creado mediante Quizizz
Fuente: https://quizizz.com/admin/quiz/6197e98d15010c001d37c930/presente-de-indicativo, el
13.07.2024

6 **** (actualizacion 2024). Quizizz. Recuperado de: https://quizizz.com, el 10.07.2024.

76



Alina-Lucia Nemes, Victoria Jumbei

En otra pdagina, creada mediante Vocaroo’, presentamos un ejercicio de

comprension auditiva, donde los alumnos marcan frases como verdaderas o falsas.

« C % sitesgooglecom/view/paginasextosecundaria/2021-2022/el-saluda-en-espar ax O @

paginasextosecundaria 20212022 v Q

EL SALUDO EN ESPANA

COMPRENSION AUDITIVA
ESCUCHA Y CONTESTA CON VERDADERO O FALSO.

1.Los hombres se besan éuiando $e saludan.

- 3. Las"despedidas son largas. ! l — =

4. Las distancias entre los interlocutores son grandes.

T - 2. En Espafia se toca a la persona solo al despedirse.

5. Los hombres se besan si son familia. l l

Imagen 6. Cuestionario relacionado con el saludo en Espaiia creado mediante Vocaroo
Fuente: https://sites.google.com/view/paginasextosecundaria/2021-2022/el-saludo-en-espa%C3%B1a, el
13.07.2024

Ademads, se sugieren tareas para identificar ideas clave y organizar un podcast
divertido que refuerce conocimientos sobre la cultura espafiola y rumana. Estas
actividades se complementan con una rabrica de coevaluacion, que guia a los
estudiantes y los involucra en la evaluacion de su trabajo final. Vocaroo destaca como
una excelente herramienta para compartir redacciones y mejorar la expresion
escrita. El alumnado estd cada vez mas integrado en el uso de tecnologias
educativas, y Vocaroo es una herramienta en linea que apoya el desarrollo de
competencias lingiiisticas en todos los niveles. Facilita metodologias activas y
cooperativas, fomenta la creatividad y la competencia digital y ayuda en la
expresion de opiniones y sentimientos de manera clara y ordenada. Vocaroo también
es util para la inclusion educativa, especialmente para estudiantes con dificultades
de comprension lectora.

Vocaroo se utiliza en clase para diversas actividades, como entrevistas y
programas de radio, que motivan al alumnado. Asimismo, permite al profesorado
ofrecer retroalimentacion continua y seguir la evolucion de los estudiantes a lo largo
del tiempo. Esta herramienta es ideal para que los alumnos editen sus primeros
podcasts, desarrollando habilidades de comunicacion y mejorando la coherencia en
la expresion oral.

7 ®*%(actualizacion 2024). Vocaroo. Recuperado de: https://vocaroo.com/, el 10.07.2024.
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En resumen, Vocaroo es una herramienta versatil que promueve una
metodologia activa y cooperativa, facilitando la creacién y evaluacion de tareas
competenciales. Su simplicidad y eficacia la hacen ideal para introducir a los
estudiantes en la tecnologia y mejorar la participacion en situaciones de
comunicacion. Es un recurso innovador que se adapta a las necesidades cambiantes
del entorno educativo.

La actividad “Viaje a Santander” utiliza Flipgrid® para que los estudiantes
valoren lugares y lo argumenten, fomentando el debate a través de videos. Flipgrid
es una herramienta disefiada para dar voz a todos los estudiantes, permitiéndoles
expresarse en un entorno seguro que promueve el aprendizaje social. Los alumnos
comparten sus opiniones y responden a sus companeros mediante breves videos en
un grupo cerrado, lo que involucra a todos, incluso a los mas timidos.

A pesar de la resistencia inicial a grabarse en video, los estudiantes aceptaron
bien Flipgrid después de familiarizarse con su uso, especialmente al saber que los
videos se almacenan de forma privada. La herramienta es intuitiva y su disefio
motiva a los usuarios a grabar, editar y publicar videos. Ademas, permite la
interaccidon entre alumnos y ofrece opciones de retroalimentacidn, ya sea basica o
personalizada.

Flipgrid es 1util para desarrollar la competencia lingiiistica en diversas
asignaturas, desde lengua y literatura hasta dreas no lingiiisticas como geografia e
historia. Se puede adaptar a diferentes niveles educativos, desde secundaria hasta
bachillerato, y permite realizar descripciones, presentaciones de obras, y debates
asincronos.

En nuestra practica, utilizamos Flipgrid al final de la unidad para consolidar
los conocimientos adquiridos. Esta herramienta es versatil y eficaz en diversas
metodologias educativas, especialmente en el desarrollo de habilidades
comunicativas en lenguas extranjeras. Ademas, Flipgrid fomenta el pensamiento
critico y permite a los estudiantes compartir diferentes perspectivas en los debates.

Por su flexibilidad, Flipgrid puede integrarse en cualquier materia o nivel
académico, ayudando a los estudiantes a ganar confianza en su expresion oral y
brindandoles una plataforma para expresar sus opiniones. La herramienta
promueve un aprendizaje social activo, donde los estudiantes son protagonistas de
su propio proceso educativo.

En otra actividad disefiada utilizando la herramienta Edpuzzle?, los alumnos
completan tareas durante la presentacion de la ciudad de Toledo. Edpuzzle permite

8 *#** (actualizacion 2024). Flipgrid. Recuperado de: https://info.flip.com, el 10.07.2024.
9 % (actualizacion 2024). Edpuzzle. Recuperado de: https://edpuzzle.com/, el 10.07.2024.

78



Alina-Lucia Nemes, Victoria Jumbei

integrar notas de audio y preguntas en los videos, lo que facilita evaluar la
comprension de los estudiantes. Ademas, la aplicacion ofrece un registro detallado
del progreso de los alumnos, como quiénes han visto el video, el tiempo dedicado,
la precision en las respuestas y si necesitaron volver a ver el video.

Los estudiantes descargan la aplicacion en sus dispositivos moviles y acceden
a las tareas mediante un codigo. Edpuzzle es una herramienta en linea que permite
editar videos, ya sean propios o de la web, para adaptarlos a las necesidades
educativas. Los docentes pueden cortar videos, afadir voz en off, e insertar
preguntas para verificar la comprension. Una vez editado el video, se asigna a los
estudiantes, estableciendo fechas de inicio y fin para la tarea.

Edpuzzle es especialmente ttil en la ensenanza de lenguas, ya que facilita la
comprension oral y escrita y ayuda a superar dificultades de aprendizaje, como la
falta de atencion. La aplicacion también notifica al alumnado sobre nuevas tareas o
plazos cercanos, y elimina problemas comunes al proyectar videos en clase, como
la falta de sonido o tiempo para leer preguntas.

Ademas, Edpuzzle fomenta el trabajo cooperativo y reduce el uso de papel en
el aula. Su implementacion requiere una planificacion previa que tenga en cuenta el
nivel educativo y los conocimientos previos del alumnado. La herramienta es facil
de usar, lo que la convierte en un recurso valioso para modernizar las metodologias
de ensefianza, apoyando la integracién de las TIC y el m-learning en el aula.

La tltima actividad de nuestro sitio web se realizd en Book Creator’ y se centrod
en desarrollar la competencia de expresion escrita. Los estudiantes, en grupos de
cuatro, expresaron sus opiniones sobre ver una pelicula en el cine versus en casa.
Usaron un libro compartido en la plataforma, afiadiendo texto, imégenes,
grabaciones y dibujos. Cada grupo, guiado por un compafiero mas capacitado,
disefid su propia pagina, siguiendo un formato predefinido. El docente pudo
monitorear el avance, y al finalizar, los estudiantes tuvieron la posibilidad de ver su
trabajo junto al de sus compafieros.

Book Creator destaca por su facilidad para crear libros digitales interactivos,
permitiendo la colaboracion en tiempo real, la integracion de voz y video, y diversas
opciones de personalizacion. Esta herramienta promueve el aprendizaje activo, la
creatividad y el trabajo en equipo, adaptandose a los diferentes ritmos y estilos de
aprendizaje de los estudiantes. Aunque se identificaron errores ortograficos y de
sintaxis, todos los estudiantes participaron activamente, lo que fue considerado el
logro mas importante.

10 %% (actualizacion 2024). Book Creator. Recuperado de: https://bookcreator.com/, el 10.07.2024.

79



Limbajele specializate intre mediere, traducere, tehnologii educationale si impactul IA

Segiin la encuesta realizada con los estudiantes que recorrieron las
actividades propuestas en el sitio web, resulta un alto grado de satisfaccion, dado
que todos los alumnos contestan que consideran entretenido usar herramientas
digitales en clase de ELE. De acuerdo con la retroalimentacion proporcionada por
el alumnado, el uso de herramientas digitales para interactuar y practicar la lengua
meta tiene un impacto positivo en su proceso de aprendizaje. No solo contribuye al
desarrollo de sus competencias lingiiisticas, sino que también les permite mejorar
sus habilidades informaticas. Esta combinacion de beneficios demuestra como la
integracion de la tecnologia en el aula puede enriquecer la experiencia educativa de
manera integral.

Un claro ejemplo de este impacto positivo se refleja en la respuesta a la
pregunta sobre si es entretenido utilizar herramientas digitales durante las clases de
espaniol. Los resultados muestran un grado de satisfaccion maximo entre los
participantes, ya que todos los estudiantes respondieron afirmativamente. Esto
evidencia que el uso de tecnologia no solo es percibido como 1util para el
aprendizaje, sino también como una herramienta que incrementa la motivacion y el
disfrute de las clases.

En cuanto al uso de herramientas digitales en el proceso de aprendizaje del
espaniol, los estudiantes tuvieron la oportunidad de expresarse libremente sobre si
este método les facilitaba o mejoraba su aprendizaje. Cabe destacar que, dada la
edad de los participantes (12-13 afios), resulta complicado para muchos justificar de
manera elaborada sus decisiones, lo que hizo necesario reformular algunas de sus
respuestas. Los resultados de la encuesta muestran que un 63,3% de los estudiantes
(19 alumnos) considera que el uso de herramientas digitales les ayuda a aprender
espaniol de forma mas facil y efectiva, principalmente porque estan acostumbrados
a la tecnologia, lo que les permite practicar sus habilidades lingiiisticas mientras se
divierten. Otro grupo significativo, que representa el 30% de los encuestados (9
alumnos), manifiesta que el uso de estas herramientas no solo les ayuda en el
aprendizaje del espafiol, sino también en el desarrollo de habilidades tecnoldgicas.
Sin embargo, un porcentaje reducido (6,7%, es decir, 2 alumnos) no percibe que el
uso de la tecnologia facilite su aprendizaje, ya que no dominan bien las
herramientas digitales y, por lo tanto, encuentran mas dificil adquirir conocimientos
mediante este método.

En el mismo sondeo se explord también cudles de las herramientas digitales
empleadas en clase les habian resultado mads interesantes a los alumnos. En esta
pregunta, los estudiantes podian seleccionar varias alternativas. Las respuestas
revelaron una amplia diversidad de preferencias: el 95% de los estudiantes sefial6
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"Presente irregular” usando Quizizz como la herramienta mas atractiva, seguida por
"Jerga juvenil" en Educaplay con un 85%, "El saludo en Espana" a través de Vocaroo
con un 83%, y "Primer dia de cole" en Genially con un 76%, al igual que "Toledo" en
Edpuzzle (76%). Otras actividades destacadas fueron "Ropa y calzado" con Wakelet
(72%), "Pantalla grande o pantalla pequenia" usando Book Creator (68%), "De donde
venimos y adénde vamos" (59%), y "Viaje a Santander" en Flipgrid (47%).

En relacion con el uso de estas herramientas, también se preguntd al
alumnado si habia alguna en particular que el docente deberia emplear con mayor
frecuencia. Veinticinco estudiantes indicaron que preferirian que se utilizara
Quizizz, o alguna aplicacion de evaluacidon similar, con mds regularidad en los
examenes. No obstante, sefialaron que la actividad mas desafiante fue "Viaje a
Santander", debido a las dificultades encontradas tanto en el uso de Flipgrid como
en la expresion escrita.

Por ultimo, se investigd la frecuencia con la que los estudiantes preferirian
utilizar herramientas digitales en las clases de espafiol como lengua extranjera
(ELE). Estas clases, de cardcter intensivo, se imparten durante cuatro horas
semanales. Los resultados indicaron que todos los estudiantes estan a favor de
emplear aplicaciones digitales ya sea en cada clase (70%) o al menos una vez por
semana (30%).

En conjunto, la retroalimentacion obtenida revela datos valiosos sobre el
contexto de ensefianza-aprendizaje y la motivacion del alumnado. Las tecnologias
de la informacion y de la comunicacion (TIC) han facilitado la relacion entre el
proceso de ensenanza y el aprendizaje y han incrementado significativamente la
motivacion de los estudiantes, haciéndolos mas participativos y comprometidos en
su formacion lingtiistica. La incorporacion de recursos digitales en la ensenanza de
lenguas no solo facilita la adquisicion de la lengua meta, sino que también
promueve el desarrollo de competencias tecnoldgicas, haciendo el proceso mas
dindmico, interactivo y atractivo para los estudiantes.

Para concluir, sefialamos que este trabajo no pretende ser una presentacion
exhaustiva de las herramientas digitales que se pueden utilizar en clase de ELE, lo
que seria imposible dada la multitud de plataformas y aplicaciones existentes
actualmente en el mercado, sino una muestra del uso de estas para desarrollar todas
las competencias lingiiisticas (comprension oral y escrita, expresion oral y escrita,
interaccion) y del impacto positivo que tienen, ademds de hacer las clases mas
atractivas y mas dindmicas y de dar una perspectiva nueva, actual, al proceso de
ensefnanza-aprendizaje.
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CONCLUSION

En conclusion, aunque la educacion tradicional presenta resistencia frente al
uso de las nuevas tecnologias, consideramos que el uso de las herramientas digitales
en clase de lengua tiene un impacto positivo en el desarrollo de las competencias
lingiiisticas y digitales del alumnado, asi como en el incremento de la motivacion,
de la creatividad y de la autonomia en el aprendizaje, por ende, de la comunicacion,
siempre que exista un equilibrio en su uso, atin mas si los estudiantes disponen de
herramientas digitales para practicar lo estudiado fuera del aula, en autonomia.
Ademas, la multitud de las herramientas digitales existentes hoy en dia, de forma
gratuita o pagada, permite la personalizacion del proceso de ensehanza-
aprendizaje, convirtiéndose en una opcion accesible, 1til, actual, popular, tanto para
el uso personal como educativo.
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Mediating Meaning through Dynamic Rapport
Management and Reflection
in Collaborative Academic Instruction

VERONICA-DIANA MICLE!

Abstract: The aim of this study is to offer an insight into the use and benefits of employing
rapport management strategies and reflective practices in the academic instruction as part of
the university curriculum of postgraduate Intercultural Communication programs within the
Faculty of Economics and Business Administration, “Babes-Bolyai” University, Cluj, Romania.
Rapport management is crucial in academia as it fosters an inclusive environment that enables
the free exchange of information, enhancement of advanced communicative competences as
well as provision of both self-awareness and awareness of other interactants. Moreover,
dynamic rapport management mediates reflection that consequently supports higher order
thinking skills and an overall image acknowledgement that feeds a complex student-instructor
interaction. Drawing on Spencer-Oatey’s TRIPS Framework (2024), the study provides a
contextualised analysis of this dynamics within an academic setting. The pragmatic choices
discourse participants make have a huge bearing on the quality of their oral and written
outputs that are both improved and emotionally sustained through the contextualised use of
rapport creation strategies. We also aim to bring into discussion research developments that
have influenced the role reflection plays in the mediation and interpretation of meaning in
academic interaction that includes careful consideration of face needs pertaining to instructors
and students alike. Face-awareness, rapport management considerations as well as empowered
reflection are essential in supporting the negotiation of both content and form. The study shares
an observation-based slice of a pedagogical framework that suggests focus on both rapport
management and consistent reflection to foster meaning. The data was analysed in order to
assess students’ perceptions with reference to rapport management and reflection related
manifestations and associated benefits in academic instruction intermediated by English as a
foreign language. We argue that the aforementioned elements may be integrated into a
methodological and pedagogical framework of academic instruction where the foreign
language (English) becomes the glue that politely mediates meaning within a collaborative class
culture.

Keywords: meaning, rapport management, reflection, collaborative interaction, intercultural
communication

! Senior lecturer, Department of Modern Languages and Business Communication, Faculty of
Economics and Business Administration, “Babes-Bolyai” University, Cluj-Napoca, Cluj, Romania.
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INTRODUCTION

Within the realm of academic instruction and, more specifically, instruction
that unfolds through the fluid medium of a foreign language, there is no greater
responsibility than the one of imparting meaning beyond knowledge acquisition and
skills development. “The role of educators in bolstering meaning may be a vital
one” (Steger et al., 2021). Moreover, attaining meaning in education is a challenging
endeavor on the one hand because meaning is constantly negotiated amongst
stakeholders, and, on the other hand, because meaning is contextualised and
tailored onto the specific intricacies of the human mind and corresponding human
needs. Meaning has been the subject of scrutiny in various research domains for
decades, starting with Victor Frankl (1963) who famously stated that looking for
meaning may very well be the “most human drive” humankind displays. The
philosopher also connected meaning to purpose, giving rise to an extraordinarily
rich body of research that has been ensuing on the subject ever since. In recent years,
meaning has become intrinsically connected with wellbeing, mindfulness, and a
sense of inner representation that the 21% century individuals are increasingly
finding challenging to achieve.

What exactly does meaning entail at higher education level? What are the
possible elements that shape up one’s own sense of meaning? Irrespective of the
domain researchers belong to, upon attempting to offer answers to these questions,
three dimensions seem to remain constant: coherence (a cognitive component
articulated by one’s experience of life, of own self, of being able to draw one’s own
conclusions about the world), purpose (a motivation-based element that is associated
with the strive to be consistent in achieving goals), and significance (an element that
adds an overall assessment-ridden value to the mix as it refers to one’s need to be
relevant, to feel valid and validated (Steger et al., 2021, p.558).

The present study contends that meaning in an academic instruction is
mediated through dynamic rapport management and consistent reflection as part of a
higher-education context that is specific and complex: a course in Intercultural
Business Communication conducted in a foreign language (i.e. Business English).
The salient goals are to achieve communicative objectives that enable students to
comprehend the course-related content from an interactional perspective that is
constructed through dynamic rapport and reflective practices. The presented slice
of a pedagogical framework we propose, creates opportunities for autonomy,
conscious learner awareness, and the development of a sense of belonging to a
collaborative and empathetic class culture. The enhancement of students” growth
mindset in academic instruction is essential. Although the majority of students are
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aware of what academic content they have to cover and process, there is undeniably
less awareness as to what particular skills and strategies are needed in order to be
able to maximise their learning. The need to develop specific skills over time is
associated with higher order thinking competences and students’” willingness to
recognize that what they learn is important and relevant beyond the classroom
walls. Instructors have the difficult responsibility of enabling students to think
about their learning process, to explain and detail the benefits of using
metacognitive strategies in one’s academic life as this improves both the quality of
the process as well as its outcomes. A very useful step is to explicitly present
information to students about their individual approaches to learning, about their
mindsets that are continually changing and evolving especially when reinforced
and supported by reflective practices. Students” self-regulation strategies are as
important as their academic study due to the fact that they lead to autonomy that is
more difficult to achieve when the medium of instruction is a foreign language.
Meaning at university level is also achieved when students engage with the content
and with the instructor as they find the effort to be personally beneficial. Therefore,
offering explanations as to why the content matters becomes essential. Additionally,
students who are aware that there is a meaningful, positive rapport with the
instructor are more engaged in classes and experience “more positive learner affect”
that is directly dependent on rapport (Flanigan et al., 2021).

Moreover, the reality of constantly changing classroom environments offers
updated challenges that technological advancement pertaining to hybrid education
tries to successfully support to a certain extent. Generational shifts occur and
meaning in academia is no longer dependent exclusively on the transfer of
information or expertise. Information is readily available, non-formal education
plays an important role, the workplace is intertwined with classroom environments
where managing rapport is evermore essential. In this sea of palpable
transformation, reflection can act as a “gyroscope” (Brookfield, 2017, p.81) enabling
educators to remain balanced and grounded.

To serve the purpose of the present study, we have attached an interactional
value to the construct of meaning situating it at the confluence of rapport
management and reflection in order to provide a slice of a pedagogical framework
that may support both students and instructors. This study aims to explore the
impact of rapport management and reflection on students” perception of achieving
higher comprehension of course concepts and meaning with an illustrative focus on
two types of applications completed as part of an Intercultural Business
Communication module at university level.
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LITERATURE REVIEW

THE CONSTRUCTS OF RAPPORT AND RAPPORT MANAGEMENT

As early as 1990, the concept of rapport was primarily researched and
understood as being inherently connected to a human being’s state of mind as
individuals were taking part in discussions as “separate entities” with individual
characteristics that were not analysed as part of a whole (Altman, 1990). The
conceptualisation of rapport slowly shifts away from this initial perspective as
rapport is gradually analysed from a twofold rather than individualistic
perspective, the concept consequently becoming a two-way interaction and
negotiation that discourse participants create. This is a significant development
within the field of rapport research: rapport is articulated and built on through
discourse and interaction being in need of maintenance and enhancement (DePaulo
& Bell, 1990; Drolet & Morris, 2000; Planken, 2005; Spencer-Oatey, 2002; Spencer-
Oatey, 2008).

Rapport is perceived as being “a dynamic state” (Abbe & Brandon, 2013, p.
238) and is fluid in that it can be considered separately from a general relationship
two human beings share. Being “in sync”” may alternate with being “out of sync” in
a particular context, hence rapport is deemed positive/negative in accordance with
particular communicative events and not general aspects in a relationship. A
definition of the construct of rapport that we favour as it reflects the rationale
behind the paper (meaningful academic instruction) is provided by Kelly et al. and
brings into focus once more “the give and take, the interactional nature of rapport”,
which sets rapport “apart from the other domains” (Kelly et al., 2013, p. 169).

Interpersonal relationship research cannot exist outside the comprehensive
concept of rapport as it is a core construct that primarily explains and articulates
how individuals relate to each other for a shared communicative purpose (Sinha,
Zhao & Cassell, 2015). Whether in academia or medicine, computer science or
business, rapport is the foundation of forging “collaborative trusting interpersonal
relationships” (Cassell & Bickmore, 2003, p. 89) that is, feels and transpires as
different from the word relationship alone. One iconic description of the construct as
“the relative harmony and smoothness of relations between people” (Spencer-
Oatey, 2005, p. 96) points to the relative difficulty to define the construct as it often
has an elusive idiosyncratic quality to it, a particular “chemistry” occurring or not
between people without additional justifications (Svennevig, 1999). Moreover, as
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the construct hints at “smooth, positive interpersonal interaction” (Abbe &
Brandon, 2014, pp. 207-208), researchers note that the elements that form rapport
are nevertheless more difficult to pinpoint and describe. Linguists also refer to the
subjective side rapport has as it speaks of particular choices that participants use
and that ultimately form their overall communication style (Capella, 1990). The
difficulty in grasping and operationalising the concept of rapport has been mirrored
in a body of research that strives to turn a relatively non gaugeable concept into one
that presents certain elements that lend themselves to being categorised, quantified
and assessed (DePaulo & Bell, 1990; Drolet & Morris, 2000, p. 28).

The “positivity” of the interaction seems to be an element that shapes rapport,
Tickle-Degnen and Rosenthal (1990) associating certain behavioural features with
the construct such as a certain degree of active participation and attentiveness as
well as the overall coherence and positivity that participants contribute to the
interaction as they work towards a resolution of communicative acts. Turn-taking
assumed in an active way is also mentioned by Capella who identifies a mutuality,
certain “patterns of responsiveness in interaction” (Capella, 1990, p. 303), one
needing to act and react in accordance with participants’ stakes. Moreover,
accommodation and convergence of discourse do show that an interlocutor has
made an effort to adapt, to alter or to fine-tune communication on various linguistic
levels such as the nonverbal one (mirroring, eye contact, facial cues), at a prosodic
level (attempting to change speech rate in order to become more “in sync’ or even at
content level as interlocutors do mitigate use of jargon according to each other’s
benefit.

Despite the fact that rapport definitions within the field do not necessarily
agree on what specifically contributes to good rapport, in this study we consider
that rapport is a rather comprehensive construct that has an intangible value
attached to it as it reveals an ultimately meaningful relationship one establishes with
another individual. Consequently, rapport is subject to change and enhancement, it
also requires the willingness to synchronise linguistic and non-linguistic behaviours
with another individual as well as an overall awareness that may lead to quality
interactions. In this paper, we use the phrase dynamic rapport management for the
conscious process of initiating, maintaining, updating and improving one’s two-
way interactional awareness and communication style to acknowledge and tap into
common communicative interests. Psychology related studies include rapport
management and its manifestations at linguistic methodology level (Cassell et al.,
2007); similarly, computational linguistics researchers have focussed on how
rapport and artificial intelligence may encourage users to engage with apps and
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computer programs that simulate human rapport (Sinha, Zhao & Cassell, 2015;
Zhao et al., 2016; Seo et al., 2017). Additionally, professional communication and
intercultural communication researchers have given rapport management various
interpretations locating it at the core of communication acts while interpersonal
pragmatics studies have been dealing with various elements constituting rapport
that influence the way we relate to each other, the type of impact rapport has on face
and face management, analysing context as the backdrop against which
communicative stakes are negotiated towards a resolution. As “relationships are
reflected in the language choices” people make (Locher & Graham, 2010, p. 2),
interpersonal pragmatics studies have focussed on how communication styles and
word choice may alter relationships for the better or for the worse. Politeness has
often been connected to rapport especially from a sociological perspective that
perceives individuals as participants projecting needs, rights and entitlements. In
2002, Helen Spencer-Oatey famously formulated and developed a Framework that
purposefully aimed at detailing rapport management through the linguistic
politeness lens, focusing on how linguistic and pragmatic politeness constructs work
within the broader scope of the framework. Since 2002, Helen Spencer Oatey’s
research work and contextualised analyses of rapport management manifestation
in the workplace has evolved significantly, the researcher developing frameworks
that are genuine toolkits in dealing with relationship related challenges and
dilemmas. In what concerns the field of teaching and learning (whether face-to-face
or in technologically enhanced environments), the study of rapport and rapport
management invariably takes on an interdisciplinary approach as researchers in the
field focus on linguistic, psychological, behavioural, methodological and cultural
aspects. Rapport is an essential element in encouraging the development of critical
thinking skills leading to higher quality interaction-based fluency-a major
pedagogical advantage (Adel, 2011; Olsen & Finkelstein, 2017). The transactional
value of rapport is obvious in research undertaken within the intercultural and
cross-cultural business fields as these applications offer insights on how best to deal
with cultural clashes that may impede on communication in professional settings.
There is extensive rapport management research that delves into the intricate field
of economics, more specifically the marketing and customer communications field
as rapport influences on the one hand the teamwork that is often essential in project
based tasks and, on the other hand, the shortcuts to dealing with customers in
customer service support contexts (Gremler & Gwinner, 2000).

According to Spencer-Oatey (2005, p. 96), there are four main types of rapport
orientation that enable a more thorough comprehension of this complex construct:
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(1) rapport enhancement to encourage and strengthen harmonious relations, (2)
rapport maintenance to safeguard them, (3) rapport neglect that shows a certain
lack of concern or interest in the relationship quality, and (4) rapport challenge or
impairment. While engaging in a meaning loaded relationship, interactants become
aware of and pay attention to the above-listed interactional choices consequently
resorting to the use of certain rapport-related strategies. These various orientations
towards rapport “change dynamically during the course of an interaction or series
of interactions” (Spencer-Oatey, 2000, pp. 29-30; Haugh & Carbaugh, 2015).
Discourse participants tend to appreciate rapport management taking into account
three important factors: (1) to what extent their own behavioural expectations
correspond to the actions of the other participants, (2) the particular face
sensitivities of the interactants, and (3) the interactional wants and goals revealed
in interaction (whether task related or interpersonal (Spencer-Oatey, 2005, p. 96).
The way an individual assesses the quality of the rapport is therefore inadvertently
connected to the achievement of the interactional goals. Additionally, other factors
are at play, contributing to rapport upgrade or its downgrade. One important aspect
to consider lies at the foundation of pragmatic politeness, that is the concept of face
and face wants/needs and to what extent these are upheld in interaction.

TRIPS RAPPORT MANAGEMENT FRAMEWORK (Helen Spencer-Oatey &
Domna Lazidou, 2024)

The TRIPS Toolkit was designed by the authors as a helpful guide in an
otherwise perilous intercultural context where business stakeholders need to face
and deal with a variety of challenges that are always contextually bound and hence
require certain strategies to ensure success and valid accomplishment of set goals.
The Toolkit is aimed at employees and employers alike whether in a position of
leadership or not, having applications onto genuine intercultural relationships that
are riddled with peril. Reading the given context, understanding its idiosyncratic
features as well as inviting towards a thorough comprehension of theoretical
concepts and practical strategies, the TRIPS toolkit lends itself to good use in the
academic instruction that includes Intercultural Business Communication modules.
We acknowledge the hands-on usefulness of the TRIPS Framework and include it
in the present paper as part of our methodology focussing on critical incidents that
reiterate the interconnectedness between rapport management and informed,
structured reflection as the main driver towards meaning filled content and
interaction between students and instructor via a foreign language.
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In what follows, we will proceed to describe briefly the elements included in
the TRIPS model by insisting on how these elements enable students and instructors
to fulfil tasks that lead to the development of both intercultural competence and
rapport management skills. There is no awareness without reflection, consequently
reflection is the glue that connects pre-task and post-tasks gains. We will also show
how the two applications that we have chosen to illustrate in the Method section of
the paper foster rapport management through consciously assigning students roles
and thus empowering them to critically think about the intercultural
incident/context described.

The TRIPS Rapport Management Framework includes five elements: triggers,
reactions, interactions, people, and settings, the acronym providing —as a whole- a
tool for enabling users to not only engage in effective relationships in the working
environment but also to maintain them by evaluating occurrences between
participants in a valid, unbiased and reflective way. We suggest that the TRIPS
Framework presents benefits for academic instruction that mirrors the workplace
realities students will ultimately perform in. In our applications for the present
study, we draw on the elements included in the framework, namely triggers,
reactions and interactions as these aspects have been the main focus in the set
assignments inviting critical analysis and intentional reflection. In this section of the
paper, we would like to provide more explanations about each of the components.
When addressed individually they render themselves as salient in supporting
rapport that is based on mutual respect of interactants’ communicative rights and
needs, each of the components encouraging communicative autonomy, higher
ranking thinking skills and informed reflection. According to Spencer-Oatey and
Lazidou (2024), evaluation made under Triggers would provide individuals with a
deeper understanding as to what rapport is for the contextualised communicative
instance, what aspects might jeopardise and/or improve it. The Reactions element
is the umbrella reference to emotions comprehension, to evaluating the others’” and
one’s own thinking patterns and overall judgements and behavioural reactions.
Self-regulation of emotional responses in communicative activities is hard to
achieve as it involves knowledge of intercultural communication theoretical
concepts as well as recognising difference in emotional reactions others have,
consequently transforming our and their reactions into cognitive reactions that are
run by valid and sensible evaluation. The third element- Interactions- invites
towards the acknowledgment of how communication in general and
communicative events can cause rapport reactions. The fourth element of the TRIPS
acronym is People as main actors and stakeholders of rapport established for
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mutually beneficial communicative purposes. The last element is, not surprisingly,
Settings, as context analysis and processing context in intercultural professional
settings is paramount. One’s intercultural competence is rooted in and powered by
the capacity to understand the context itself and how different cultural
backgrounds, mindsets, schemas and values may influence rapport and
transactional outcomes.

In academic instruction, reflection plays an important role although there is
difficulty in including it in university modules in a consistent way. Kolb (1984)
introduced the so-called “experiential learning model” where reflection enables
learners to turn their own experience into more abstract constructs that have to be
grasped. Famously, Schon (1987) made the important differentiation between the
concepts reflection on action and reflection in action, a research line that is often
adopted when instructors create tasks for university students. Moreover, reflection
is commonly and creatively used in instruction that is performed in a foreign
language in the form of journals, individual/pair/group portfolios, oral
presentations to a ‘study partner’ or in open class as well as written reports,
proposals or reviews. (Helyer & Kay, 2015). Reflection in academic teaching and
learning is essential. Through consistent reflection based work, students create a
mindset that stretches like a muscle, allowing introspection, creative thinking skills
development as well as a capacity for taking responsibility for one’s learning path,
which is more consciously documented. Intercultural competence is rooted in
awareness of one’s own learning benchmarks, comprehending one’s own and
other’s cultural background in terms of similarities and differences may only occur
when students build skills to reconcile difference and reflect.

In the present study the impact of reflection on learning is analysed through
a rapport management framework as part of a university course in intercultural
business communication. This is a less discussed aspect within the landscape of
Romanian higher education.

RESEARCH AND PROCEDURE

The two research questions are:

Does conscious focus on rapport management influence students’ perception of meaning
attached to intercultural business communication material?

Do consistent reflective practices embedded in course material influence students’
engagement in a collaborative environment?
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Data were mainly collected from instructor’s analyses of students’
achievement of tasks as well as through observation of their online activity on a
class forum. The instructor interprets students” perception of the meaning assigned
by them to course assignments through rapport management and reflection.

This research study was conducted at the Faculty of Economics, “Babes-
Bolyai” University, Cluj-Napoca, Romania. Fifty-five graduate students at master’s
level specialising in Computer Science and Business Analytics have been involved
throughout the duration of a semester as the students were attending the
Intercultural Business Communication in English. The Intercultural Business
Communication Course is a module of approximately 12 weeks that teaches
theoretical background and practical applications of intercultural communication
applied to particular business contexts. Students are introduced during lectures and
seminars into the intricate mechanisms of functioning in an intercultural context by
focusing on both theory and practice. Task-based projects as well as collaborative
work is encouraged on subjects ranging from Intercultural Competence to
Pragmatic Politeness and Cultural Models. Students have been informed that they
participate in a research project and were also told that this participation is
anonymous. We plan to reveal the results of the study to our new cohorts of
students starting with October 2024. Drawing on the rapport management
framework developed by Helen Spencer-Oatey, we have set the objective of
assigning students some tasks that are based on dynamic rapport management
observed in class related context and in the online environment (MLS-Moodle). As
in this study rapport management was mediated by reflection, various reflection-
based tasks were embedded in order to help students comprehend the value of the
set assighments in terms of how they contribute to development of course related
knowledge and skillset, to the class culture as a whole and to their professional life.

APPLICATION 1: DYNAMIC RAPPORT MANAGEMENT AND
REFLECTION BY FOCUSING ON THE CONSTRUCT OF FACE

1.1. Task Title: Hold my mirror

1.2. Task Rationale

The construct of face lies at the very foundation of rapport management. It is
a concept that has been constantly included in research bodies on interpersonal and
intercultural communication. In her 2008 Rapport management framework,
Spencer-Oatey included face alongside sociality rights and obligations, and
interactional goals using the phrase “face sensitivities” (Spencer-Oatey, 2008, p. 14).
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In intercultural communication, the issue of one’s identity is of major importance,
one of the most difficult question to answer being “Who are you?” students needing
to revisit various categorisations and levels (national, cultural, regional, religious,
work-related, group/sub-group, gender). It starts with a good look in the
intercultural mirror where face only has meaning when and if interpreted by the
other participants in the interaction. Face is rooted in Goffman’s original
interpretation and that is “the positive social value a person effectively claims for
himself by the line the others assume he has taken during a particular contact.”
(Goffman, 1967, p. 5). Face as perceived by Goffman is different than Brown &
Levinson’s (1987) interpretation where it belongs primarily to the individual. For
Goffman, face is dependent on how the others interpret and perceive us, it is
negotiated through and in interaction. One may think they are “friendly” while at
the very same time the interlocutor might interpret one’s face as “arrogant”. The
purpose of the assignment is for students to acknowledge that the way one
perceives himself/herself in interaction may or not coincide with the way he/she is
perceived by others. In our opinion, this is the very first step to be taken in order to
develop intercultural competence.

1.3. Task Content

Students need to record a brief oral presentation (Iminute and 30 seconds) on
the Padlet app (https://padlet.com/) that they have been granted access to in
advance. Each student delivers a presentation entitled “This is my face” in which
they are requested to talk about the way they think they are perceived by others
(their other peers), mentioning strengths, weaknesses, any other relevant
background related features, possible accomplishments or incidents that may
support their input. Students may also reflect upon the way in which they may be
interpreted differently on certain occasions by providing valid explanations. Once
the oral presentation has been uploaded on Padlet (with students’ prior
permission), they are requested to post a comment on at least three other
partners/cultural buddies by writing a comment on their own oral presentation,
validating or reinforcing the posted messages. Neutral comments can also be posted
where students do not have sufficient information to speak about a certain
colleague. Collaborative reflection is consequently encouraged (written posts) as the
activity is public for all group participants. Students can additionally post
comments on answers they have received (including the instructor’s comment). By
doing the task, students get a certain degree of validation on how their face/positive
value is perceived and interpreted by others and hence, get a sense of validation, of
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being ‘seen’ in a certain way that they may not have been advised on before. The
instructor carefully monitors answers in order to preserve a positive interactional
atmosphere.

1.4. Scaffolding the application onto the TRIPS Model

The TRIPS Rapport Management Framework (Oatey & Lazidou, 2024, p. 11)
is meant to enable professionals to deal with intercultural relational and
communication challenges in order to repair and move forward positive interaction.
To meet the end of the present study, we have applied the model onto several
semester assignments in order to draw students’ conscious attention on this set of
elements they can pay attention to in order to correctly evaluate an intercultural
exchange for the benefit of all parties involved. Students are aware of the
components in the framework prior to applying it onto the task at hand. The
particular context created for the scaffolding of the task onto the model is related to
a crisis/critical situation that students need to resolve by applying the framework.

The specific context created for applying Assignment 1 onto the TRIPS
framework simulates the context of a job interview held by groups of approximately
fifteen students in order for them to internalize the usefulness of applying the
framework in a high-stakes context where one’s face becomes a differentiating
element alongside interview performance and recruitment related documentation.
Students have posted their “Hold my mirror” oral presentation and have also had
the freedom of posting comments on their colleagues’” profile so as to encourage
interconnectedness and purposeful communication. Rapport has to be maintained,
worked on and constantly engaged in order for it to be dynamic. Interactions
(whether face-to-face or online) turn rapport into dynamic rapport. The genuine
aspect of communication is preserved through encouragement of ‘true’
comments/posts that show care for the communicative needs and positive face (i.e.
one’s need to be liked, approved of by others according to Brown & Levinson, 1987)
of all interactants. Next, the group of fifteen students have to select six students for
occupying a new position and they have to analyse each profile based on the TRIPS
Framework. The first element is Triggers (qualities, individual characteristics of the
student that may lead to positive work relations suitable for the position, his/her
communicative style). Secondly, the element Reactions is discussed (the very
performance the student has had in the job interview, any other reactions to
situations the student has revealed in his/her “Hold my mirror” assignment). People
is the following element under scrutiny (the applicant’s overall interconnectedness,
his/her match to the corporate culture he/she wants to enter, strengths or
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weaknesses that may turn the applicant into an employee). The last element in the
framework is Settings (the personal values and beliefs held, the company profile, the
specific context of the job and how the student may fit in the new context).

1.5. Stop for reflection

The reflective stage for this task takes place after the activity and takes the
form of an individual reflection handout that each student turns in on the forum
used (LMS). Students are requested to reflect back on the “Hold my mirror”
assignment, the particular selection discussion and reflect on how their personal
profile may be improved and enhanced in future situations.

1.6. Task Benefits

The assignment fosters positive rapport management as it takes place in a safe
environment that enables students to share face-related information that later on
leads to better understanding of self as well as of the existing interdependence
between face-as-I-see-myself and face-as-the-others-see me. Rapport is enhanced as all
students participate in the activity, being allowed to do so over a period of three
weeks. Rapport is created and maintained through communicative effort and,
hence, the assignment in itself is valuable as it leads to introspection and reflective
comprehension of self and others. The most touching answers (i.e. the ones that have
been liked the most) reinforce the collaborative interaction that is a major factor in
enhancing participation and engagement. There is also a stronger comprehension
of the concepts of positive and negative face (Brown & Levinson, 1987) on the part
of students since one’s need to be liked and appreciated by others (i.e. positive face)
and one’s need not to be impeded by others, to remain independent (i.e. negative
face) intertwine upon post task reflection.

We will now proceed to present the second Application that is included in our
analysis.

APPLICATION 2: RAPPORT MANAGEMENT AND REFLECTION
BY FOCUSING ON ASSIGNED COURSE TOPIC ASSIGNMENT

2.1. Task Title: Country Profile. My take.

2.2. Task Rationale

Rapport is created, maintained and enhanced in collaborative academic
interaction through participation and engagement in activities that enable learners
to interact openly on course related topics. Intercultural communication topics
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include attention provided to the acquisition of new theoretical constructs as well
as the development of intercultural competence that is apparent in students’
knowledge of/ application of/ and identification of intercultural strategies in order
to deal with certain challenges that may occur. For this assignment to be completed,
students need to reflect back on course material and concepts they have been taught
in order to use them in a new context that is based on an application.

2.3. Task Content

The task requests students to bring one culture corresponding to one country
they have researched in advance and to present it in class in pairs of two or groups.
This assignment type is essential in tailoring course content and constructs onto
students” own interpretation so that it leads to long-term benefits that pertain to
both their personal and professional life. Countries/cultures are so very rich and
dynamic that they cannot possibly be reflected accurately without open-
mindedness and an ethnorelative cultural approach that is based on thorough
research, direct contact, interactions with individuals belonging to the respective
culture as well as an overall mindset that excludes generalisations and stereotypes
that could be detrimental. This assignment has both a written and an oral form and
its requirements include: geographical and historical references of the
country/culture of choice, idiosyncrasies that may speak volumes of cultural
specificity, cultural background as interpreted through direct/indirect contact,
values, system of beliefs, approaches to leadership and status, attitude to time,
nature, ethics, space, listening habits, communicative styles, managerial styles,
behaviours during meetings and/or negotiations, etc. Based on course material and
assigned additional reading, students bring the outside world into class.
Discussions take place in English, collaborative reflection is encouraged in order for
the content to be addressed. Students present word webs on each country profile
which may reinforce the connection to the pre-taught material as well as a more
aware comprehension within a contextualized reality.

2.4. Scaffolding the application onto the TRIPS model

We describe the task in the section below. A remote team project manager has
to be selected in order to coordinate the efforts of a team of fifteen employees who
are encountering problems delivering a product. The project manager is “assigned”
a nationality out of all the countries/cultures presented during the Country Profile
presentations. In groups, they have to decide-based on the TRIPS Framework-
whether the project manager will be suitable for the specific job responsibilities. The
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realities of the tasks change with a new session/a new group of students. Based on
what they have learnt on the culture, students decide how the manager (i.e. Swedish
manager) would adapt to the team. The elements to be analysed during “the
meeting” are Triggers (specific cultural and national characteristics that may cause
certain reactions or clashes, positive and less positive communicative qualities, the
specific ways rapport may be created in the respective culture). Then, the element
Reactions is analysed in accordance with the specific product and project
circumstances (what could be the before, during and after attitude and reactions to
time, language used, space, nonverbal communication, kick-off meeting rules, etc.).
The third element is People (students analyse the other members of the team and
their respective culture and make valid predictions as to what type of
interconnectedness could exist, what impact the project manager may have on the
other team members-all belonging to different cultures). Finally, the component of
Settings is discussed in terms of impact of the remote environment, the multifaceted
colours of the interaction due to project circumstances and the human factor.

2.5. Stop for reflection

The reflection stage occurs post activity and is done collaboratively by
students posting a report of the most important decisions that have been made, the
reason for these decisions as well as reflecting on how the other groups of students
may have reacted to a similar task. The class forum is used on the university Moodle
platform (Learning Management System used). The post reflection stage is essential
as it re-circulates content points, topical concepts as well as the decisions themselves
from a business and relational perspective.

2.6. Task Benefits

This activity has been labeled by students as being “the one I will remember
the most” on the learning management system platform used as feedback forms are
uploaded for all students to relate to and observe. English as a foreign language is
also observed in criteria that range from discourse management to interactive
impact on audience. All students are requested to upload their presentation and
additional material (audio/video) used and there is an open forum discussion that
takes place throughout the semester. Interactional reflection-to our mind- leads to
positive and lucrative rapport management that is enhanced not only by dynamic
participants in class but also by tailored comments on content in the virtual
environment. The competitive edge of any businessperson activating in an
intercultural context is rendered by his/her intercultural skills set that recognizes
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primarily the fact that cultural differences are to be acknowledged and appreciated
correctly while consequently adapting one’s own interaction style and strategies in
order to cope with this difference towards achieving a common transactional goal.
This assignment strives to forge this competence in students.

The present study has selectively focused on these two types of activities, as
we wanted to pinpoint the approaches and strategies we have used to encourage
reflection and to maintain rapport. This is a constant struggle and the above-
mentioned activities are but two of a set of fifteen that we have included for stated
purpose in the Intercultural Business Communication course.

FINDINGS & DISCUSSION

The two research questions posed by our study have been validated after
instructor’s observation of students’” interaction pre-task, during-task, and post-task
through students” submitted online work and reflection handouts.

Q1: Does conscious focus on rapport management influence students’ perception of
meaning attached to intercultural business communication material?

Students” engagement with the course material was 71% in terms of active
participation and completion of tasks. We have observed a more complex approach
to learning content material as well as a collaborative approach to solving tasks by
being aware of what rapport elements they need to pay attention to. There was a
clear orientation towards rapport enhancement in the group of students which is
directly connected to their conscious decision to acknowledge the group and to
involve themselves in strengthening interpersonal relationships. This is a constant
effort as dynamic rapport management is to be maintained and encouraged.

Q2: Do consistent reflective practices embedded in course material influence students’
engagement in a collaborative environment?

The second research question has been validated as well. Students reflective
practices have developed through the embedded reflection based tasks in terms of
quality of answers that show awareness and a development of skills needed to
analyse, reflect on and re-interpret critical incidents. In a university context, we
claim that reflection successfully mediates dynamic rapport management as well as
task-related and interactional meaning in intercultural business communication
instruction in a foreign language (i.e. English). Observations are either audio/video
recorded or notes are made in written form. Secondly, the need to think about the
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incident, to reflect on it, on the setting, the context, the participants, the exchanges
that took place, the outcomes (the predicted ones and the actual outcomes). Thirdly,
reflection is complete by re-assessing communicative events to cause an increase in
both their quality and yield. This last stage lends itself to teamwork, as having a
partner/partners will validate reflection in terms of its effectiveness.

KEY TAKEAWAYS

This study contends that achieving meaning in academic instruction as part of
an Intercultural Business Communication Course includes rapport management
focus and strategies as well as opportunities for a dialogic reflection process to occur
consistently. We support collaborative interactions used for both rapport
management and reflection as interactions may happen dynamically and may
mimic the real working place of students.

We have provided a theoretical review of the main research literature on
rapport management and reflection in order to better incorporate the applications
used as samples for fostering rapport and reflection in class. Our analysis was
informed by Oatey’s and Lazidou’s TRIPS Framework (2024) as we find its elements
may enforce intercultural competence development due to the fact that it is concise,
to the point and it encourages comprehensive evaluations of the most important
interactional elements occurring not only in critical incidents but also in more
common communication sequences.

In any type of communicative situations, miscommunication can occur
particularly within the field of intercultural or cross-cultural communication. Loss
of face is to be avoided at all costs irrespective of the cultural backgrounds (to
various degrees) as professionals constantly strive for acceptance and resolution of
conflictual instances.

Students” engagement level related to an assignment is particularly high
when they can understand the relevance behind it, motivating them towards
holding a more informed grasp of the “so what” part that very often leads them to
the reinforcement of theoretical concepts that have been taught. What could be
perceived as “low stakes” assignments may contribute significantly to increasing
the confidence as students gain a sense of agency over their own work. Within the
intercultural communication module context, this empowerment also speaks
volumes in terms of articulating students” own sense of identity and presence.

Collaborative academic instruction that involves intercultural business

communication study is a high priority in our opinion. Master’s students are adults
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who either prepare for a demanding working environment or are already
employed. Collaboration between instructor and students is a two-way benefit as it
creates-in and by itself- the foundation of rapport in a foreign language.
Intercultural and cross-cultural communication topical discussions and theoretical
conceptualisations within a university environment create a unique type of
classroom culture that often replicates the world of work through focus on genuine
case studies and the analysis of specific dilemmas. Students and instructor’s values,
beliefs, rules and guidelines, academic content that is often demanding co-exist in a
learning environment that is primarily safe and dynamic.

This study has both theoretical and practical implications within the field of
academic instruction as it provides a glimpse into how meaning can be reached and
practised into existence.
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Tailoring Specialized Language Resources
from an Ecolinguistic Perspective:
Implications for Mediation and LSP Teaching
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Abstract: Mediation is fundamental in communicative settings, particularly in teaching and
learning foreign languages for specific purposes. Language plays a key role in communicative
mediation processes allowing sharing, creating, and communicating specialized knowledge.
Specialized discourse processes are mediated through terms, specialised lexical units that hold
linguistic, conceptual, and communicative value to their users. However, knowledge and
specialised discourses are highly dynamic, and language resources, both monolingual and
multilingual, used by language teachers, and other language professionals, need to adapt for
constant changes over time (diachronic variation) and to account for social and cultural
differences across distinct discursive communities within a domain (diastratic variation).
Using Aquaculture as a case study, and Portuguese as a working language, we will show how
different discursive communities influence the terminology within a given domain, drawing
on the theoretical framework of ecolinguistics. This approach particularly focuses on
identifying relevant language user communities, covering a broad range of discursive
communities within a specific domain. Particular attention is given to discursive relationships
established between these communities. Using linguistic and terminological data gathered
from a specialized corpus, and organized according to the identified discursive communities,
we show that the domain’s terminology can change within short time frames and is influenced
by diastratic factors, especially in discourses outside the scientific and technical spheres. These
dynamics are reflected in the set of terms used by each discursive community, on
terminological variation, and the way knowledge flows between different social, cultural, and
professional communities.

Consequently, we aim to show how these ecosystemic discursive relationships within a domain
can affect specialized language resources, and communicative mediation activities, such as
teaching specialised languages, or translation. Moreover, failure to register properly the
terminology of a domain, can hinder adequate communication of specialised knowledge,
impacting the processes of communicative mediation.

Keywords: communicative mediation, specialised language teaching, terminology, terminological
variation, language resources, ecolinguistics
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INTRODUCTION

MEDIATION AND TERMINOLOGY

In a society marked by continuous change, communication is key for
achieving common goals in social, cultural, economic, technical, and scientific
development. However, communication frequently requires a form of mediation,
bridging people and ideas. The concept of mediation is very broad and can be
applied in different situations, conveying various meanings. It was first developed
by Vygotsky (1986) when studying processes of language acquisition in children,
particularly in second language learning, and it has been applied to other fields of
knowledge and human activities.

In communicative settings, mediation occurs in many situations when
language is involved (Rousseau, 2007, p.1). Communicative mediation can be
defined as a complex process of construction and/or deconstruction of knowledge
through verbalization, which involves conveying concepts as linguistic or
discursive units or, adapting existing discourses, to make linguistic units accessible
to different target audiences (Conceicao & Zanola, 2020, p. 13). Communicative acts
frequently involve linguistic processes, where information and knowledge flow
across different spheres of activity, such as economic, social, or cultural domains.
This flow is processed and made available to users through a broad range of
linguistic resources. However, language users are not a single homogenous
community. Instead, they gather to form discursive communities, united by
common traits, such as a common professional activity, and are distinguished and
regulated by unique contextual frameworks. As a result, communicative mediation
processes can occur between different languages, and between different
sociocultural groups (Noronha, 2023; Noronha & Conceigao, 2020a).

Terminology plays a key role in communicative mediation by analysing
specialized discourses within a specialized domain, and by providing language
resources, specifically, terminological resources, to users, giving access to
specialized information (Lino, 2020). This applies to mediation activities (e.g.,
translation and interpreting), as well as language teaching, namely in the context of
teaching and learning foreign languages for specific purposes (LSP). Both rely on
resources, such as glossaries or term bases, to support discursive processes and text
production.

In specialized discourse, communicative processes are mediated by terms -
specialized lexical units acting as communicative building blocks of knowledge,
carrying linguistic, conceptual, and communicative value to users. However,
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because knowledge is dynamic, specialized discourse evolves over time. This
change, known as diachronic terminological variation, can occur even over short
periods of time (Picton, 2014). Additionally, term variation can also be driven by
social and cultural differences among distinct discursive communities within a
domain, a phenomenon called diastratic terminological variation. Therefore, term
representation in terminological resources must take this into account.

Term variation naturally occurs in specialized discourse, affecting the form
(denominative variation) and the meaning of terms (Freixa & Fernandez-Silva,
2017). This adds diversity and complexity to specialized discourse influencing the
choice of the terms used and shared by a given discursive community. As
terminological resources pursue compliance with international standards and
principles of precision and reliability, the presence of term variation can represent
a communicative disturbance, especially if variation is not properly controlled. In
previous research papers (Noronha, 2023; Noronha & Concei¢ao, 2020b), the
authors analysed a set of entries from a popular term base, regularly used by
translators and language professionals, and found an unexpectedly high number of
terminological imprecisions and term variation, mainly at linguistic level (form).
This information is presented to users without sufficient explanation, which has
significant consequences: by trusting these resources, mediators, including
language teachers, use and, consequently, disseminate forms that are not
consensual outside the legislative and administrative field. Over time, and with
repeated use, such forms tend to crystallize within certain communities, while being
rejected by other professional groups. Since many terminological resources are
largely based on the discourses of specific communities, especially scientific and
technical ones, we questioned whether these communities could unevenly affect the
terminology of a domain, and the representation of terms in terminological
resources.

Thus, if different communities develop their own discourse and
terminologies, the way terms are used and shared within the domain can also
change across different social groups and over time. This observation led us to look
for a different theoretical and methodological approach to better address term
variation produced by distinct discursive communities. This can be especially
relevant if our goal is to build terminological resources, tailored for communicative
mediators and LSP teachers. Then, our key question is how to adapt the study of
variation, and methodological approaches, to accommodate diverse discursive
typologies of specialists, while respecting the usage of terms and variants, in order
to build more effective terminological resources.
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THE ECOLINGUISTIC FRAMEWORK

To provide an answer to this question, a wider perspective on a domain’s
terminology is required, addressing two key points. The first one involves the
inclusion in terminological analysis of relevant discursive communities that are not
usually covered in the most popular language resources. To do this, we need to
broaden both the concept of specialist and specialized discourse.

Starting from commonly used discursive typologies for specialised discourse
(vulgarised, specialised, semi-specialised), Rodriguez-Tapia (2018) suggested a
different approach, by categorising discursive groups and spheres of activity.
Rather than adhering to the classical typology (Bowker & Pearson, 2002; Guantiva
et al., 2008), the author considers three main typologies of discursive actors:

e specialists (as text producers).

e mediators and professionals (groups with some degree of formal education).

e consumers, seen as passive intervenients, not considered text producers.
However, it remains necessary to accommodate discourses traditionally

classified as non-specialized (non-academic or non-technical), and which are often
overlooked in the development of terminological resources. To address this, we
used an ecolinguistic theoretical framework, drawing on Steffensen and Fill’s (2014)
definition for language and ecolinguistics, and later refined by Kravchenko (2016):

(...) the study of (language understood as) the processes and activities through which
human beings — at individual, group, population and species levels — exploit their
environment in order to create an extended, sense-saturated ecology that supports
their existential trajectories (Kravchenko, 2016, p. 111)

This definition situates language within the interactions between humans and their
environment, i.e., in their extended ecology (Steffensen & Fill, 2014, p. 19). While
acknowledging language as a system, it emphasizes its deep entanglement with
human biology, positioning language as an agent that influences both the ecosystem
and human existence, due to the way language is used in discourse. Language and
conceptualization are interconnected, not only with each other but also with the
extended ecological context, which includes cognitive, linguistic, social, cultural,
and environmental factors. This naturalised view on language allows us to consider
socio-cultural, ethnic and ecosystemic traits in terminology studies and to view
language, cognition, culture, society, and nature as part of a unified whole. As a
result, we can approach the concept of specialist and specialized discourse in a way
that includes a diverse range of discursive communities.
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COMMUNICATIVE CONTEXTS

The second point to consider, when incorporating diverse discursive
communities, is selecting an appropriate strategy for linguistic data analysis,
particularly when dealing with textual terminology methodologies which imply a
specialized corpus. In this respect, we adopted the methodology proposed by
Remigio Oliveira (2010), which focuses on what the author calls communicative
contexts within a domain. These contexts represent:

(...) the specific circumstance in which the vulgarized discourse (...) is produced,
considering the textual producers, their intention of communication and the public to
whom they are addressed (Remigio Oliveira 2010, p. 252-253).

The author proposes a model for identifying relevant discursive communities and
categorizes them using a dynamic and horizontal model (Figure 1). This model
accommodates the inclusion and representation of different discursive typologies
and of the interactions among all groups, which are not limited to adjacent levels,
as seen in the approach of Bowker and Pearson (2002).

academia: i "
o "3 e o _'
teachers & researchers ¢ > BOMCHIIECES
students mediators
educators ¢ food industry
consumers — media

Figure 1. Communicative contexts model in the functional food domain
(Source: Remigio Oliveira, 2010, p. 237)
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Therefore, using such a model allows for the representation of different
communities and the flow of communication between them, based on social and
cultural relationships. Similarly, authors in the field of ecolinguistics (Nash, 2011;
Nash & Miihlhausler, 2014) proposed a methodological approach for constructing
a linguistic corpus. They conducted a comprehensive ecolinguistic fieldwork,
identifying relevant groups of discursive communities as part of the corpus data
collection process. Building on this fieldwork, and following the typology of
Remigio Oliveira (2010) and Rodriguez-Tapia (2018), we also considered discursive
actors such as communicative mediators, educational professionals and consumers
in developing our preliminary model (Figure 2), which can be applied to any

domain.

TRADITIONAL ACTIVITIES

(NO/LITTLE FORMAL
EDUCATION/TRAINING)

ACADEMIA & RESEARCH

PROFESSIONAL ACTIVITIES
(FORMAL EDUCATION/TRAINING)

LAW MAKERS /
PUBLIC SERVICES

r ————— 3 cooss \
I EDUCATORS / I

I MEDIATION ACTIVITIES l TRAINERS I
' [
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|

| socia meoia | CONSUMERS /

I I OTHERS

S

Figure 2 .Proposed model for the identification of communicative contexts. Multilevel ellipsis —
text producers; Square, dashed-lines boxes - mediators; Square, solid line box- passive
users/consumers. (Source: Noronha, 2023)

This model also accounts for a vertical hierarchy inside each communicative
context, including teaching/learning relationships (Noronha, 2023). The
development of the model was followed by fieldwork, in an attempt to identify the
discursive communities within our selected domain, aquaculture. Subsequently, we
regrouped these communities into communicative contexts and proceeded with the
analysis of terminological data.
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CASE STUDY - AQUACULTURE

Aquaculture is an ancient practice, with historical records dating back to 2000
BC in China, and is primarily related to food production. Today, the World Food
Organization (WFO/FAO) defines aquaculture as:

The farming of aquatic organisms including fish, molluscs, crustaceans, and aquatic
plants. Farming implies some sort of intervention in the rearing process to enhance
production, such as regular stocking, feeding, protection from predators, etc. Farming
also implies individual or corporate ownership of the stock being cultivated, the
planning, development and operation of aquaculture systems, sites, facilities and
practices, and the production and transport. (Source: FAO)

Aquaculture can take place in various systems and structures, in both fresh and salt
water, and across diverse locations, such as on-shore, off-shore, inland, over
wetlands, rivers or dams. Unlike fisheries, it is fundamentally a productive and non-
extractive activity. Aquaculture also asserts property rights in relation to what is
produced, and the place where it occurs. Recent advances are driven by the
increasing global demand for food, which commercial fisheries can no longer
support (Dinis & Rocha, 2021). It became increasingly relevant since the 1960 and
gained momentum in the 21+t century. According to the FAQ, it is a rapidly growing
economic activity, driven by significant contributions and knowledge transfer from
universities and research institutions to producers (Figure 3).
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Figure 3 .Total production (in tonnes) at world level comparing Fisheries and Aquaculture
(Source: The State of World Fisheries and Aquaculture 2022, FAO.)

In Portugal, despite its ancient roots in traditional shellfish culture,
aquaculture has been an established industry since at least the 1960s, although
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Rocha & Dinis (2019, p. 48) still consider it as a new and emerging industry. By
encompassing various spheres of activity in scientific areas (marine biology,
fisheries management, oceanography, chemistry, food safety, environmental
sciences, veterinary medicine), along technical areas (engineering, transports), law
and public administration, economics and social sciences, the domain is considered
multidisciplinary (Dinis & Rocha, 2021). Moreover, it aligns with the definitions of
both interdisciplinary and transdisciplinary domains (Engle, 2016). It is
interdisciplinary because of the collaborative work among different disciplines to
address common issues (e.g., environmental impacts of aquaculture). On the other
hand, it is transdisciplinary in nature, due to the involvement of events and issues
that extend beyond technical and scientific fields, encompassing socio and cultural
domains, influencing diverse communities and stakeholders (Islam, 2014; Rocha &
Dinis, 2019).

In terminology, as discussed by Concei¢ao (2005) and Fréjaville (2009),
aquaculture can be considered as a composite domain, one characterized by a high
degree of heterogeneity, and a multidisciplinary, interdisciplinary and
transdisciplinary nature. The domain includes scientific, technical, social, cultural,
and environmental areas, and has impact on the natural and cultural landscapes,
joining different disciplines, as well as sociocultural and professional communities.
As a result, distinct discursive communities may be expected to interact, each
employing specialised discourses with their own characteristics, namely, the
terminology used as a means of communication.

As aquaculture becomes increasingly more relevant in the global economy,
particularly in countries like Portugal a growing body of research is emerging,
leading to a rise of textual materials produced by various discursive communities,
with different purposes. However, in Portugal, aquaculture remains
underrepresented in linguistic, lexical, and terminological resources (Noronha,
2018). Despite being a strongly regulated sector, at national and European levels,
aquaculture is often grouped with fisheries in terminological databases such as
Interactive Terminology for Europe (IATE). However, these resources are mainly
designed for internal use and tailored to meet the needs of a particular area,
especially administrative and legal fields. This leads to research challenges, as such
situation contributes to the dissemination and crystallization of variants that are not
tully accepted in other discursive communities (Noronha & Conceigao, 2020a).

This highlights the importance of understanding how terminology can vary
both across discursive communities (diastratic variation) and over short periods of
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time (diachronic variation), and how these forms of variation can affect information

provided by linguistic and terminological resources.

METHODOLOGY

COMMUNICATIVE CONTEXTS IN AQUACULTURE

Our initial step in addressing this domain involved identifying relevant
stakeholders and communicative contexts through a comprehensive study focused
on text producers. This enabled us to construct a socio-cultural framework by
identifying and categorising specialists and text producers (Figure 4):

a) Academia - formal higher education (scientific or technical); researchers,

ID centres.

b) Professionalized activities - professional formal education and training in

the domain; full professional activity (companies, businesses).

c) Traditional activities — professionals or other stakeholders with little or no

formal training; traditional artisans.

d) Legislators/administrators - formal instruction (academic, technical, or

professional) in another field (law, accounting, management); usually

public administration, policymakers.

TRADITIONAL ACTIVITIES
------------ (NO/LITTLE FORMAL
EDUCATION/TRAINING)

PROFESSIONAL ACTIVITIES
(FORMAL EDUCATION/TRAINING)

!
!
I
|
i
!
[
1

LAW MAKERS / ACADEMIA & RESEARCH

PUBLIC SERVICES

Figure 4 . Identified text producers in aquaculture as communicative contexts during the
preparatory phase. Lines indicate possible communicative relations. Source: personal archive
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After identifying the discursive communities and establishing a network of

specialists, the next step involved was to collect linguistic data to build the corpus.

EXTRACTION CORPUS AND DATA ANALYSES

Our corpus included textual materials sourced from academia, aquaculture
producers, local administration, and regulators, all retrieved from verified public
documents and websites. Only written materials were considered. Due to the fact
that the representativeness of written materials from traditional activities was
extremely low, we combined this communicative context with the professional one.
As our working language was European Portuguese, we exclusively selected
Portuguese original texts, excluding any translated material. The collection of
textual data was based on materials classified according to the following criteria:

a) Diachronic criteria: a time frame of twenty years or less, i.e. between 2003 and

2023.

b) Diastratic criteria: authors and discursive communities directly associated to
the domain.

Following the data collection phase, we applied corpus linguistics
methodologies, as described in textual terminology (Bourigault & Slodzian, 1999;
Humbert-Droz et al., 2019; Picton, 2009). The selected materials were pre-processed
to remove unnecessary noise (e.g., non-textual parts, numeric tables, figures). A
corpus, Aqua-2023-T2? was created and prepared for analysis using the corpora
analyser Sketch Engine (Table 1).

Table 1.Corpus Aqua-2023-PT - Base information

ltems Textual data
(Totals)
Tokens 254 262
Words 208 179
Sentences 7273
N of files 29

All documents were annotated at file level using Sketch Engine’s annotation tool,
and subcorpora were established (Table 2) based on two major criteria: diachronic
periods and diastratic categories (communicative contexts).

2 Corpus Aqua-2023-PT. Available at https://ske.li/aquacultura [Retrieved on 1-05-2024]
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Table 2. Corpus Aqua-2023-PT — Sketch Engine annotation attributes for subcorpora

Criteria Attribute Subcorpora Words %
2010-2014 2010-2014 83855 40,28%
Period 2015-2019 2015-2019 82617 39,69%
2020-2023 2020-2023 41705 20,03%
Communicative Academic ACAD 104554 50,22%
contexts Professional PRO 49385 23,72%
Legislative LEG 54239 26,05%

After establishing the subcorpora, we applied Sketch Engine’s extraction tool
(Keywords and Terms, Sketch Engine) to select potential term candidates, using a
combination of absolute frequency of occurrence and the value of the keyness score,
an association measure of the termicity of a word in the corpus (Keyness Score, Sketch
Engine). The results were then submitted for selection and ranking to eliminate
irrelevant or spurious forms (false positives, terms outside the scope of the domain).
Term candidates were selected gradually, analysing each form of potential interest.
Results were further analysed with Sketch Engine’s search tools (concordance,
colocations and cooccurrences) to confirm variants or the conceptual value of term
candidates. This analysis allowed us to identify denominative forms that could
reflect discursive differences between different communities and time periods. It
also provided insight into the potential lexical-semantic relationships between term
candidates. Conceptual value was confirmed (or not) by examining contextual
definitions found in the corpus.

RESULTS AND DISCUSSION

We looked for two types of information. First, we aimed to identify term
candidates that contributed most to the domain’s terminology within each period,
and communicative context. Second, we looked for denominative variants that
could reveal different usages by distinct discursive communities. The extraction
process yielded two sets of term candidates (denominative forms) organized by
period and communicative contexts. In total, we selected 1613 occurrences of
denominative forms (Figure 5), including occurrences that appeared in more than
one communicative context and/or period.
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2010-14 | 2015-19 2020-23
B ACAD 375 | 208 101
| PRO 65 | 281 186
B LEG 166 | 89 142
B ACAD ®PRO HLEG

Figure 5. Frequency of denominative forms selected for corpus Aqua-2023-PT
by period and communicative context
Source: personal archive

In what follows, we will highlight some of the most representative results that
illustrate our perspective: the importance of covering the entire discursive
ecosystem of a domain, rather than focusing on a single discursive community, in

order to build robust terminological resources for communicative mediators and
language teachers.

DIACHRONIC VARIATION AND DYNAMICS

Diachronic studies in terminology provide insight into the dynamics of a
domain, allowing for an understanding of different trends in knowledge evolution,
of the reasons for preferential use of certain terms, of the appearance/creation
(neologisms) and disappearance of terms. Picton (2014) suggests that a change in
the domain’s interests (its focus), can be reflected in the increasing relevance of some
topics, rather than a terminological change. In our study, we found cases that

support Picton’s observations, with varying frequencies of terms usage across the
three examined periods (Table 3).
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Table 3. Diachronic analyses. Examples of term candidates and variants.
Values in absolute frequency in corpus Aqua-2023-PT

. L 2010- | 2015- | 2020-

Seed candidate term denominative forms 2014 | 2019 | 2023 Trend
aquacultura aguacultura (=aquicultura) 103 208 170 $
(aquaculture) aquicultura (=aquacultura) 188 6 289 T

alteragdo climatica alteragfo climatica 2 0 32| 7T
(climatic change)
bem-esFar bem-estar (b_em-_estar animal, bem- 2 13 39 S
(well-being) estar dos animais)
jaula gaiola (=jaula) 0 4 0
(cage) jaula (=gaiola) 3 20 23 1
mar aberto mar aberto (=offshore) 46 16 71
(open water) offshore (=mar aberto) 42 3 58 T
decreto-lei decreto-lei 66 1 23| o
(decree-law/executive act)
pos-larva pés-larva (=semente) 5 2 1
(post-larva) semente (=pos-larva) 14 95 1
area de producéo aquicola | Area de Producédo Aquicola/APA
. _ 33 11 o] <
(aquaculture production (=APA)
area, APA) zona de producdo aquicola 0 1 0 +

Some terms originate in legal or
administrative areas (decreto-lei, drea de
producio aquicola/APA) or are related to
environmental issues (bem-estar, alteragdo
climatica). Term candidates with ascending
trends (alteragdo climitica, bem-estar, jaula,
offshore), as well as their variants, do not
necessarily represent a novelty in the corpus.
However, they show a shift of focus, a
preference for certain topics or declining
interest in others. Neologisms and variants
related to production methods were common,

Figure 6. Cages (gaiolas/jaulas) for

open water rearing of fish
Source: Sea Project

reflecting technological trends and short innovation cycles of the field. This is also

evident in the case of gaiola/jaula, floating structures for rearing fish in open water.

(Figure 6).

This domain is characterised by the transfer of knowledge from academia to

the professional and business sectors. Diachronically, it shows relatively short

innovation cycles which result in frequent changes in its terminology.

117



Limbajele specializate intre mediere, traducere, tehnologii educationale si impactul IA

DIASTRATIC VARIATION AND DIACHRONY

The relationships between discursive communities (academia, legislators, and
professionals) may influence the flow of knowledge. On one hand, there are short
innovation cycles, and a close connection between scientific research and producers.
An illustrative example is the wuse of two variants for aquaculture:
aquacultura/aquicultura. Both denominations are currently in use. However, we can
observe that their use depends on the communicative context (Table 4). The
increasing preference for aquicultura is related to the standardization efforts within
the Portuguese state administration and European institutions, as aquaculture
becomes more economically relevant. This explains the strong preference for the
variant aquicultura in legislative communicative contexts (LEG). On the other hand,
the variant aquacultura is favoured in academic and professional communicative
contexts (ACAD and PRO). Another example is the use of mar aberto (open waters)
versus the loan variant offshore (along with forms derived through lexical
expansion). The variant mar aberto is preferred in legislative communicative
contexts (LEG). Although mar aberto has been represented since the first period
(2010-14), a diastratic analysis shows that the loanword offshore is mostly used in

academic communicative

contexts (ACAD), followed P Q’*‘T Q
ey ‘1'?7‘\ . & K2 )
by producers (PRO). / ..mi;{ ———— o2 D
¥ Dy M Hatchery D larvee
Another example A% @ :Er (broodstock condiioning, C)
Harvesting spawning, larval rearing) n\)/
involves two variants \ Motamorphosis  YolIBT
Growing

Reptation & fixation
referring to the post-larvae - (it i) \
2 days =
o
Natural bed =— @ */

. I T B ’ Grow-ou iveliger
Rudipapes phillipinarum): pés- Production \ i Moy G

Intertidal ground culturc

of clams (Ruditapes decussata,

larva and semente (seed). e

N M /
( v [ Lo Post set
i X . /i‘:ﬂ‘,_?_,/ | ‘~1’l~ T\ hatchery
Clam rearing is an important VA | i ‘ _g&ﬂ \
= | i
. . . . Pregrowing (2-6 months| 8-15 mm) | Sm— —
economic activity in the e "L

(2 months)

wetlands of southern Figure 7 - Clam Ruditapes phillipinarum production cycle
Portugal, and activity with (Source : FAO)

deep historical roots, despite

recent developments in the

field. Clam rearing involves burying juvenile clams (the “seeds”) in protected
sandbanks (Figure 7) , where they grow until reaching commercial size. The
denominative variant is formed through metaphorical association with the word
semente (seed). The variant semente is marked in the 2015-2019 period and it is mostly

preferred by the community of producers (PRO), where it originated. Today,
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semente is widely used, even in academic and legal contexts, replacing pds-
larva/juvenil variants. This trend is largely due to developments in clam and oyster
production in Portugal, and it shows the transfer of a variant originated in non-
academic contexts into academic and legislative contexts. It also illustrates the
importance of associating diachronic and diastratic studies, as emphasised by
previous research in the field (Picton et al., 2020, p. 104).

Therefore, from an ecolinguistic perspective, the factors that may influence
the terminology of the domain should be carefully considered and the discursive
relationships between different communities should be evaluated before selecting
a single discursive community to represent the domain’s terminology. Diachronic
analysis should also account, among other factors, for diastratic differences, namely

the communicative contexts in which terms are used.

DENOMINATIVE DIASTRATIC VARIATION

Diastratic variation is not merely a process of vulgarization or
determinologisation (Delavigne, 2017), as it can also reflect an actual terminological
boundary between, or within, distinct discursive communities. Differences may
arise from a community’s choice of a preferred denomination, conditioned by social,
cultural, and even natural events, which are part of the domain’s expanded
ecosystem. As scientific research gained relevance in Portugal, particularly since the
1980s, the domain became subject to robust legal regulations concerning
environmental and public health, as reflected in the discourses and texts produced
by public administration entities and regulators. The LEG subcorpus, created with
these discourses, has a specific register and shows some relevant diastratic
denominative variants. We previously discussed the dichotomy aquacultura and
aquiculture, also explored in earlier works (Noronha, 2018). However, these studies
focused mainly on term differences between academic discourses and the
terminology published and disseminated by well-known terminological resources,
produced by international organizations. In contrast, this work uses a specialized
corpus to directly analyse terminological differences across communicative contexts,
confirming the link between certain forms and their communicative contexts (Table
4). As observed, the LEG subcorpus shows a strong preference for aquicultura,
whereas the ACAD and PRO subcorpora favour aquacultura. This choice affects all
related forms, including those produced by lexical extension (aquicultura marinha /
aquacultura marinha, aquicultura de dgua doce / aquacultura de dgua doce) or derived
forms (aquicultor/aquacultor).
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Table 4. Diastratic analyses. Examples of term candidates and variants.
Values are absolute frequency in corpus Aqua-2023-PT

Seed candidate term denominative forms ACAD | LEG | PRO
aquacultura aquacultura (=aquicultura) 365 3 133
(aquaculture) aquicultura (=aquacultura) 5| 475 3
jaula gaiola (=jaula) 4 0 0

(cage) jaula (=gaiola) 31 5 10

mar aberto mar aberto (=offshore) 10 40 6
(open water) offshore (=mar aberto) 88 9 19
aquacultura multitréfica 4 0 0

sistema multitrofico aquicultura multitréfica 0 2 0
(multitrophic system) sistema multitréfico integrado 0 0 1
IMTA (= sistema multitréfico integrado) 7 1 1

pos-larva pos-larva (=semente) 3 3 2
(post-larva) semente (=pos-larva) 4 4 101

This reveals a terminological proximity between the ACAD and PRO subcorpora,
reflecting the close social connections between the academic and professional
spheres of activity, particularly as many emerging aquaculture producers come
from academic backgrounds. The preference for loanwords such as offshore in the
ACAD context may be attributed to the influence of English in many universities
and research laboratories. In turn, the LEG subcorpus comprises specialists from the
administrative and legislative sectors, who typically employ more conservative
discourses, communicative styles, and structures (Peruzzo, 2017). The selection of
terminology is influenced by standardization concerns, clear communication and a
specific discursive style.

In addition to differences in denominative forms, we also noted the presence
of term candidates that are either exclusively used within a given communicative
context or occur with higher frequency. Our findings align with the observations
made by Picton and Dury (2017), who identified a similar situation when analysing
corpora from different specialist communities. They also noted the occurrence of
many terms from a specific area, related to a given discursive community. The
authors highlight the existence of distinct discursive strata - a theoretical stratum,
and an operationalized stratum - linking differences in specialists’ discourse to
informed terminological choices. Similarly, in our domain, many terms show a
higher frequency, indicating a greater probability of use and a preferential choice
for specific terms within certain communicative contexts (Table 5).
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Table 5. Corpus Aqua-2023-PT: most frequent denominative forms by communicative contexts

ACAD F LEG F PRO F
aquicultura

1 | aquacultura (aquaculture) 365 (aquaculture) 474 | ostra (oyster) 324
agua (water) 285 | 4gua (water) 244 | 4gua (water) 232
dieta (diet) 203 | viveiro (clam seebed) 139 | bivalve (bivalve) 199
4 | larva (larvae) 190 decreto'- e 105 | semente (seed) %

(executive act)
5 | ostra (oyster) 188 | ostra (oyster) 88 | aquacultura (aguaculture) 83
6 | peixe (fish) 156 recurso fidrico 84 | larva (larvae) 75

(hydric resource)
producdo aquicola

7 : 147 . 72
copépode (copepod) (aquaculture production) produtor (producer) 65
DAE (Dias Ap6s Eclosdo) L
8 (days after hatching) 137 | peixe (fish) 64 | mesa (oyster bed) 34
- . molusco  hivalve  (bivalve
9 | ovdcito (oocyte) 82 | pesca (fishery) 43 mollusc) 32
10| malformac&o (malformation) 70 | produtor (producer) 40 | mortalidade (mortality) 32
11 dograda 67 | mar aberto (offshore) 36 ostra-do-pacifico (pacific 32
(gilthead seabream) oyster)
12| fémea (female) 66 | bivalve (bivalve) 34 | racdo (feed) 31
13| lipido (lipid) 66 | mesa (oyster bed) 34 | juvenil (juvenile) 31
14| efluente (effluent) 64 | eliaco (steel mesh) 30 | manuseamento (handling) 31

In the academic communicative context (ACAD), the most frequent terms are
related to scientific research in the field: malformagio (malformation), dieta (diet),
larva (larvae), copépode (copepod), DAE — Dias Apds Eclosio (days after hatching),
ovdcito (oocyte). On the other hand, in the PRO subcorpus, we mostly find terms
which result from practical usage within the production cycle. They mainly
denote operations and steps of productive processes, handling of objects or raw
materials: racdo (ration/feed), molusco bivalve/bivalve (bivalve mollusc/bivalve),
semente (seed), produtor (producer), mesa (oyster bed), manuseamento (handling).
In the LEG subcorpus, the prominence of terms related to administrative and
legislative areas is evident: decreto-lei (executive act), requlamento (regulation),
licenciamento (licensing). Additionally, some terms, though shared with other
communicative contexts, occur with greater frequency in this subcorpora (Figure
8): producio aquicola (aquaculture production), mar aberto (open water/offshore)
and recurso hidrico (hydric resource).
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Subcorpus LEG

Term Frequency Frequency per million
produgao aquicola 100 1,657.91
mar aberto 40 663.16
recurso hidrico 94 1,558.43

Subcorpus ACAD
Term Frequency Frequency per million
producgao aquicola 8 62.65
mar aberto 11 86.14
recurso hidrico 25 195.77

Subcorpus PRO
Term Frequency Frequency per million
mar aberto 5 75.48
producao aquicola 3 45.29

Figure 8. Examples of frequent forms in the LEG subcorpora compared
to the ACAD and PRO subcorpora

This shows that terminological variation is not just a matter of denominative forms,
but also encompasses a set of terms preferred by a given communicative context,
and this has significant implications. One key consequence concerns the
representation of terms in knowledge bases and terminological resources: if we rely
on one single communicative context to represent an entire domain, we may fail to
record other relevant terms (denominative forms and concepts). A second
consequence, stemming from the first, is the need to redefine the concept of
specialized discourse and what constitutes a specialist, thereby broadening the
scope of terminological analysis. This is particularly relevant when discursive
communities have discursive typologies that are not typically classified as
specialized discourse as noted by Picton & Dury:

Diastratic variation in language for specific purposes cannot be limited to the analysis
of differences in discourse between specialists and non-experts and is not reflected in
the standard definitions available for the general language which limit it to
differences in discursive uses according to social class. (2017, p. 76):

Therefore, discursive communities use, share, and change modify the terminology
of a domain in different ways, making it impossible to fully control variation by

focusing solely on one group of discursive actors. A comprehensive terminological
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resource should include detailed information on term usage and variants, ensuring

that users are equipped to make informed choices.

AN ECOLINGUISTIC APPROACH TO TERMINOLOGY

During the analysis of this domain, we considered distinct social and
discursive contexts and their interrelations through an ecolinguistic perspective, a
holistic approach that allows us to observe different linguistic phenomena (Couto
& Couto, 2016). Additionally, many terms and their variants are shaped not only
human factors, such as social, cultural, ethnic ones: they are also by the ecosystems
where human societies inhabit (Nash, 2011; Nash & Miihlh&usler, 2014). Examples
that illustrate the role of the ecosystem on the domain include: alteragoes climdticas
(climate change), bem-estar (well-being), impacto ambiental (environmental impact).
Other cases demonstrate how users can adapt their lexicon according to the needs
of their activity. An example is maré (tide), a common noun (feminine, singular) and
two related terms: fazer a maré (verbal multiple term), meaning to regularly bring
clams/oysters reared in tanks out of the water to emulate the tidal cycle; ir @ maré (a
verbal multiple term), referring to harvesting bivalves in natural sand beds during
the low tide period. Thus, by viewing discursive communities as part of the
ecosystem, an ecosystemic perspective helps us understand how those communities
use terms, interact with each other and engage with their environment. Examining
the type, intensity, and direction of discursive relations within this domain, enabled
us to redefine the initial model, highlighting relevant discursive relations:

- ~

7 -
o/ TRADITIONAL \
"\ ACTIVITIES ,'

PROFESSIONAL
ACTIVITIES

LAW MAKERS /
PUBLIC SERVICES

ACADEMIA & RESEARCH

Figure 9. Communicative contexts in aquaculture — Discursive relationships among specialists
as text producers. Source: personal archive
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In Figure 9, unidirectional arrows represent the main direction of communication
and information flow, while bidirectional arrows indicate reciprocal
communication and information flow. Dashed arrows signify unknown, limited, or
even absent communicative relationships, that cannot be confirmed in our corpora.
For example, communication mainly flows from academia (ACAD) to professionals
(PRO), though a bidirectional flow is possible.

However, this final model should be considered specific to our case study. In
other domains, it would need to be adapted to reflect its characteristics, as each
domain presents distinct traits and challenges. This point is highlighted by Nash
and Miihlhausler (2014), as well as Albuquerque (2015), who refer to it as empirical
minimalism. The authors argue that each domain must be treated as a unique case
study, advising caution when applying methodologies, procedures, and

conclusions from one domain to another.

CONCLUSIONS

In this work, we focused on how research on term dynamics and term
variation should adapt to enhance terminological resources and provide informed
options to LSP teachers and communicative mediation activities regarding the use
of terms and their variants. Our aim was to identify a methodological approach that
enables the representation of different specialist discursive typologies in
terminological resources, while respecting the specific uses of terms within
discursive contexts.

We explored how the terminology of a domain can be influenced in multiple
ways, especially when different communities of specialists coexist. These influences
occur at the level of denominative forms (denominative variation) and in the
selection of terms preferred by each discursive community. Term variants should
be integrated into linguistic resources provided they are supported by reliable
information about the communicative contexts in which they are used. The choice
of denominative forms may depend on the discourse register, and it may be relevant
to a mediator, whether translators, editors or science communicators and LSP
teachers, to make informed decisions. Failing to include information about variants
can lead to communication gaps and/or misunderstandings that mediators and LSP
teachers may be unable to identify.

To address the terminological variety of composite domains such as
aquaculture, we sought a methodology that integrates both diachronic and
diastratic factors, helping to identify possible gaps in terminological surveys. It is
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essential to understand who the specialists are and to extend research beyond
academic or legislative contexts, studying other relevant communities. While
adopting a methodology that encompasses a broad range of specialists is a complex
task, it is not unmanageable. This process can begin with ecolinguistic fieldwork,
which involves establishing a network of contacts, identifying discursive
communities and mapping disciplinary areas. Such a methodology can be adapted
to another geographical contexts, applied to different domains (Noronha, 2023) and
used for the development of multilingual terminologies in different languages.

Our next step is to build a terminological resource that incorporates
terminological variation, while ensuring the representativeness of discursive
communities, contributing to the safeguarding of the Portuguese terminology in
aquaculture. Moreover, by focusing on the linguistic analysis of terms and term
variation as a reflection of terminological dynamism, we aim to support
communicative mediation activities and LSP teachers in a near future. This stems
from a commitment to preserve cognitive, cultural and linguistic heritage, as well
as to contribute to the design and implementation of more equitable and more
sustainable language and communication policies.
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Collaborative Writing and Mediation
in ESP Classes: How Students Build Interactions

SONIA CARMEN MUNTEANU!

Abstract: Collaborative writing has been employed in second and foreign language learning
for decades (Storch, 2013), and the recent affordability of technology for collaborative writing
has added new dimensions of interaction and skills integration. With an emerging employment
environment driven by globalization trends and demanding a more and more flexible and
adaptable graduate workforce, collaborative activities for language learning in higher
education provide ample opportunities to simulate realistic conditions where students have to
work together and produce outcomes which are the result of negotiated effort and meaning
(Bremner, 2010). Collaborative writing takes on the dimension of writing to learn the L2 but
also that of learning to write, that is to produce shared meaning and knowledge (Manchon,
2011). Mediating communication to construct this shared meaning becomes central and lays
the foundations for building a variety of interactions in the process of language and integrated
skills learning (Swain, 2010). The present study reports on collaborative activities for ESP
learning in higher education and investigates how students perceive their collaboration and
interactions while writing together. The students’ responses to a reflection and feedback survey
are analyzed with the aim of understanding the dynamics of their collaborative writing and the
mediation that facilitates the complex product- and process-oriented learning.

Keywords: English for Specific Purposes, collaborative writing, mediation, L2 learning and teaching

INTRODUCTION

At its core, English for Specific Purposes (ESP) is targeted to language

instruction designed to meet the specific needs of learners in particular professional

or academic fields. By focusing on industry-specific vocabulary, communication

styles, and contextual language use, ESP courses equip learners with the skills

necessary to perform effectively in their chosen careers. This specialized approach

to L2 learning not only enhances workplace communication but also supports the

development of critical workplace skills such as problem-solving, collaboration,

and intercultural competence. With a long-standing tradition in L2 teaching and
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learning (Storch, 2013; Li & Zhang, 2023), collaborative writing has become part of
the ESP approach as it contributes to simulating the context and required skills of
workplace language use and communicative competence (Storch, 2013; Bremner,
2010).

Neomi Storch (2013) defines collaborative writing ‘as the sharing of labour
(co-labour) and thus collaborative writing, in its broadest sense, means the co-
authoring of a text by two or more writers” (p.11). In her seminal work on
collaborative writing in L2 classrooms, she distinguishes collaborative from
cooperative, based on a model of dyadic interactions (her study refers to pairs but
can be extended to small group interaction) with two intersecting dimensions:
equality and mutuality. Equality refers to the the learners’ level of contribution and
control over the task, while mutuality refers to the learners’ level of engagement
with each other’s contribution. Collaborative interaction is characterised in her
model by high equality and high mutuality, meaning that both students in the pair
contribute to all aspects of the task, engage with each other’s suggestions, pool their
linguistic resources and share responsibility for the task. In cooperative pairs
equality is high but mutuality is low, which means that both students in the pair
contribute to the task but engage less with each other’s contribution, are less willing
to consider each other’s suggestions and are often in conflict during the process of
learning through co-authoring texts.

Further insights into the concept of collaborative writing come from Ede and
Lunsford (1990) who identify three features of collaborative writing: (1) substantive
interaction in all stages of the writing process, (2) shared decision-making power
over and responsibility for the text produced and (3) the production of a single
written document. They foreground the fact that collaborative writing should be
seen both as a distinct process and a product. In the process of writing together,
learners interact, contribute to planning, generate ideas, and deliberate about the
text structure, editing and revision. They negotiate meaning and thus create shared
understanding and shared expression of ideas.

This view is in line with Manchon’s (2011) dimensions of writing in the L2:
writing to learn the L2 and also learning to write, that is to produce shared meaning
and knowledge. Mediating communication to construct shared meaning becomes
central and lays the foundations for building a variety of interactions in the process
of language and integrated skills learning (Swain, 2010). The CEFR defines
mediation as the situation when ‘a learner/user acts as a social agent who creates
bridges and helps to construct or convey meaning’ (Council of Europe, 2020, p.23).
The CEFR Companion Volume (2020) emphasizes that mediation is particularly
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relevant for the classroom in connection with small group, collaborative tasks
(Council of Europe, 2020, p.36). Collaborative writing tasks and mediation skills are
intrinsically connected and play a crucial role in L2 communicative competence
development.

The present study reports on collaborative activities for ESP learning in higher
education and investigates how students perceive their collaboration and
interactions while writing together. In this specific context of learning, mediating
concepts is the skill that students employ frequently and develop while writing
together (Council of Europe, 2020, p. 109). Facilitating collaborative interaction with
peers, collaborating to construct meaning, managing interaction and encouraging
conceptual talk are mediating actions observable in the students’ interaction

sequences.

COLLABORATIVE WRITING IN ESP: CONTEXT OF PRESENT STUDY

The present study investigates a series of class projects in English for Specific
Purposes with the aim of identifying the learners’ perceptions regarding L2 learning
through writing collaboratively, as well as the types of interactions (Oxford, 1997)
employed to achieve task aims. A class of first year Engineering students carried
out two projects along the second semester of the 2023/2024 academic year, where
the main outcomes were written documents on which they had to work together, in
teams of three or four learners. Research shows that a number of factors impact the
effectiveness of teams in collaborative writing, including L2 proficiency and various
socio-cultural aspects (DiNitto, 2000; Norris & Manchdn, 2012; Storch, 2013). In the
case studied here, self-selected teams were formed at the beginning of the semester
and were stable for both projects. Students’ proficiency was fairly homogenous at a
B2+/C1 level, tested at the beginning of the academic year. Self-selected teams tend
to develop organic dynamics during collaboration, are less prone to conflict and
stay engaged and mutually supportive (Kinsella, 1996). The first project lasted five
weeks and its outputs were a survey on peers’ attitude on a topic of choice. Students
explored shared interests on various topics related to the 2030 Agenda of Sustainable
Development and decided to question classmates on their attitude and interest
related to one of them. The questionnaires students developed contain five close-
ended questions and were administered anonymously to peers in class. Collected
responses constituted the starting point of a data-analysis report, the second output
of this project. In the remaining 6 weeks of the semester, students worked on a
number of job-finding activities, such as analyzing and writing job ads, writing CVs
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and letters of application. The collaboratively written outputs in this case were a job
advertisement, a candidate profile and a product comparison memo for each group.
Students wrote individually their CVs and letters of application which were
discussed in the groups and improved based on peer-feedback.

All project activities were carried out in class, where samples and templates
of documents were given as forms of scaffolding genre and language learning.
Students studied these documents together under the supervision of the lecturer,
who acted as facilitator. Class discussions clarified important aspects before
students could proceed to writing their own texts. Collaboration was encouraged at
all stages of projects, not only in the writing part.

Following Stoller&Myer’s (2019) framework for project-based language
learning, the two projects that included collaborative writing task were designed
with large learner autonomy in mind, in order to provide ample opportunities for
learner engagement, both with content and with peers. Bulent&Stoller (2005)
underscore that projects which maximize benefits for language, content, and real-
life skill learning ‘require[s] student collaboration and, at the same time, some
degree of student autonomy and independence’ (p.11).

DATA COLLECTION AND METHODOLOGY

In order to understand the students’ collaborative practices for writing the

ESP project outputs, two research questions (RQ) can be formulated:

RQ1: What are the students’ perceptions about learning ESP through collaborative writing?
RQ2: How do students interact while completing the collaborative ESP writing?

Data were collected from student participants to the two projects by using
online feedback and reflection surveys. Students completed one survey at the end
of the first project and another at the end of the second project. The two feedback
surveys contained the same 4 questions (both closed- and open-ended questions),
with two extra included in the second survey. Responses were anonymously
collected.

Thirty students participated to the ESP projects and submitted collaboratively
written documents. However, only twenty-two responses (N1=22) were collected for
the first survey and ten (N2=10) for the second survey.

Data from the closed-ended questions were investigated using descriptive
statistics, while for the open-ended questions a qualitative content analysis of the
two corpora was conducted. As the corpora were quite small (total no of tokens =
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2727), intra-coder reliability was ensured by coding the data twice, which was
considered sufficient for the aims of the present study.

RESULTS AND DISCUSSION

In both surveys, students were asked to give feedback and reflect on their
learning by imagining they were writing to a student that was going to take the
same ESP course the following year. These narrative responses allow interesting
insights into how students perceive learning through collaborating during the two
projects.

RQ1: WHAT ARE THE STUDENTS’ PERCEPTIONS ABOUT LEARNING
ESP THROUGH COLLABORATIVE WRITING?

Four major themes could be identified as pertaining to the first research
question of the present study:

T1: Successful outcomes of learning

T2: Successful pathway to learning

T3: Communication and engagement

T4: Experiential dimension of learning

The first two themes identified when coding students” responses to the open-
ended questions of the surveys are interconnected and reflect complementary
perspectives on learning. For the students involved, learning in an ESP class
through collaborative writing led to successful outcomes (completion of tasks) or
good end-results, a qualitative self-evaluation of teamwork (T1). Some of the
students’” answers were:

‘We did a great job’

‘We achieved all our tasks’

"We produced a good survey and a good report’

‘We [did] our best to achieve a result as clear as possible’

The responses above reflect a product-oriented perspective on learning, one
that is convergent with the learning objectives of the collaborative writing tasks,
that of producing quality written pieces in ESP. Students acknowledged this
dimension of learning and reflect critically on the quality their own work.

However, the product-oriented perspective was not the only lens used to
reflect. The second theme identified can be labeled “successful pathway to learning’
(T2) as it clearly emerges from a process-oriented perspective on learning. In their
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feedback students described the journey they had taken to achieve the successful
results. They point to steps and actions necessary to complete tasks, such as doing
research on their topics, checking the quality of their work, project management
aspects, and time management. Some of the students” answers were:

‘[...] ensuring that each aspect of the project received the attention it needed’

‘We learnt [...] to find meaningful information as the quality of it was of crucial importance’
“After gathering all the information we needed, we worked together...’

‘I liked using the technology associate with it’

‘[...] to ensure the conciseness of the text’

"My research skills improved’

‘I have learned how to use digital resources efficiently since time was limited and we had to
work pretty fast.”

‘I learned how to work with the data’

In the second survey administered after the completion of both class projects
that included collaborative writing tasks, 40% of students reported that time
management was one of the challenges/the only challenge they encountered.

Following Breen (2001) and Dorney & Kormos (2000), among others, who
show that learners bring to the classroom a wide cluster of attitudes which influence
their perception of learning, Storch (2013) points out that students’ perceptions
about collaborative writing are based on a similar convergence of beliefs and
attitudes which become evident only when observing students during pair or small
group interactions. While working collaboratively on written tasks, students have
preferences that shape their actions (such as working harder/focusing on tasks they
like) and take actions that reinforce their beliefs about learning (Aragao, 2011,
discussed in Storch, 2013).

The students participating to the present study also display a complex picture
of beliefs and views on learning which they brought to the class and employed
when reflecting on their learning. Their combined product- and process-oriented
perspective about learning underlies the commitment to completing all tasks, their
willingness to take the necessary action to do that (research, information gathering,
technology use) and can explain their maintained motivation. However, I concur
with Storch’s conclusion that there is a need of longitudinal, extensive studies to
focus on how the students’ beliefs and attitudes evolve as they experience
collaborative writing activities (2013, p. 117) in order to design collaborative writing
tasks which would further enhance language learning in specific contexts.

Collaborative writing cannot work in the absence of good communication
within the group. This third theme identified in the students’ feedback and
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reflection responses links into how they perceived engagement with group
members and engagement with tasks (T3). Most of the responses pointed to the fact
that collaboration requires good communication and that team members were
satisfied with how they communicated in their respective teams. Terms such as
‘great communication’, effective communication’, ‘clear communication” were
frequent in the data and that led to the conclusion that they had a ‘dedicated group’.

"The key to successful collaboration is communication’

Moreover, students’ reflections covered the multiple dimensions of
communication: listening, speaking, negotiation, conflict resolution. They
acknowledge successful communication because they listened to diverse opinions
and expressed theirs openly, answered one another’s questions, and displayed
mutual respect. Some of the students” answers were:

‘It was nice to listen to everyone’s opinions and take them into consideration’

‘I have learned that in order to make the project you have to listen to your colleagues and their
ideas.’

‘We said what everyone had to say, and we tried to find the best option.”

‘I really think that we managed to connect well.’

"The collaboration and communication were great, each bringing new ideas to the table, new
ways to solve problems.’

‘Clear communication and mutual respect were key to our effective collaboration’

Students did not lack critical thinking when evaluating the engagement aspect
of teamwork. Some of the responses mentioned lack of engagement of team
members (‘I think people are lazy, again, this is a truism, but I also think we should do
something to work around this laziness’) and some of the difficulties to overcome

concurrent diverging opinions:

‘It was a bit difficult to communicate while writing the reports or memos since we all had to
agree on what to say, how, how much and where. We discussed every issue but that took much
more time than it was supposed to.’

‘[a challenging aspect] was including everyone in the work’

In the reported projects, collaborative writing has foregrounded the need for
negotiation and for mediation especially because students were collaboratively
working on language learning tasks.

Studies show that negotiation of meaning during collaborative writing tasks
provides ample opportunities for peer learning during meaningful interactions
called language related episodes (LRE). While engaging in understanding content,
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searching for information, discussing options, or deciding on form, students
employ their mediation skills and have ample opportunities for languaging.
Languaging has been defined as the “process of making meaning and shaping
knowledge and experience through language” (Swain, 2006, p.98). Storch (2013)
states that, in collaborative writing activities, languaging takes two forms: private
languaging (‘vocalised and hence audible private speech’, p.52) and collaborative
dialogue where knowledge of team members is elicited and offered as suggestions,
opinions, correction, or mediated content. During collaborative dialogue ‘learners
can build on each other’s suggestions, collectively scaffolding their performance to
a level unattainable had they worked on their own’ (Storch, 2013, p.52).

In the present study, the LRE were indirectly reported by the feedback and
reflection notes students made. They described the time-consuming negotiation and
search for optimal solutions in their groups which appear to have focused both on
content of tasks (‘what to say’/’how much’) and form (‘how’, ‘where’). They also made
extensive use of the pool of available knowledge or drew on the more proficient
students for resolving difficulties related to L2 use. When working on the writing
tasks, the majority of students stated they addressed L2 difficulties by either asking
someone in their respective team or by discussing the issue in the group (46% for
the first project and 56% for the second project). The pooling of linguistic knowledge
and the provision of peer scaffolding during collaborative writing is consistent with
Donato’s (1994) concept of collective scaffolding. Donato underscored that such
collective scaffolding enables students to perform beyond their existing level of
linguistic expertise.

When reflecting on their collaborative writing activities, students noted the
experiential dimension of working together (T4) as an important benefit. Writing
collaboratively was fun, satisfying or even amazing, students wrote:

‘Working in my group was very satisfying and honestly it barely felt like work, challenging
enough to be rewarding but not too hard as to be boring.”

The effects positively impacted their language learning, which confirms
results of similar studies on collaborative writing in L2 classes (Shehadeh, 2011).
However, they went beyond the momentary satisfaction of task completion, as
some students reported improved friendship, overcoming initial block in
communication, feeling happy and capable to do the work:

I felt happy and capable in accomplishing all the requests that were given to us.’
‘We grew stronger as a team and our friendship improved’
‘[it] has put me in situations in which I have to be more sociable’.
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Critical views were also present, reflecting diverse beliefs of effective class
work and personal preference for individual work rather than collaboration, or for
smaller groups:

I find tiring the idea of teamwork in school projects, aka in things where people have to do it,
are forced to’

‘I would suggest groups of 2 for a better work distribution’

‘It seems easier to do the work alone, and it's the most popular choice among students’

Discussing collaborative writing as a simulation of workplace environments,
Bremner (2010) states that, in addition to the practical benefits, such as saving time
on tasks, collaboration contributes to understanding and accepting diversity of
views and opinions. The constitution of community, acknowledging and working
around differences in status, in approaches to writing, in knowledge, or in power
are factors that determine how effective the collaboration is, in class or in the
workplace. Following Lesikar et al. (2008) on roles team members take during
collaborative writing and Dodd (2004) on types of networks and how teams operate,
Bremner advocates for setting up for students collaborative writing contexts “that
are rich with the types of interactions, motives and concerns, and even the
unpredictability and frustration, that feature in the workplace’ (Bremner, 2010,
p-130).

RQ2: HOW DO STUDENTS INTERACT WHILE COMPLETING
THE COLLABORATIVE ESP WRITING?

The second research question of the present study focuses on interactions and
networks formed during collaborative writing activities for ESP learning. Data
about these aspects were collected in the surveys via multiple choice questions as
well as responses to open-ended questions.

The types of interactions within a group are determined by the group’s
approach to handling the task and carrying out the necessary work. In the case of
my students, their feedback and reflections on learning indicate a compound
approach. Most of the answers show an overwhelming preference for dividing the
work; split the work, split the tasks, divided the work, split evenly across the team were the
most commonly used expressions. As for criteria of dividing the work, students
mentioned equal amount for each member or division by individual skills or
knowledge:

’[...] each doing the same amount of work’
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‘We divided tasks based on our strengths —some handled writing, while others focused on
survey design and data analysis’

‘We split the work based on each team member’s interests’

‘We had a democratic approach to tackling tasks, we discussed about them and about the way
to complete them and after that one or more of us started doing the thing’

However, in some cases students felt that tackling the aspect, task or problem
together as a group was the most appropriate angle:

"After gathering all the information we needed, we worked together to connect the ideas’
‘[we worked] by collaborating each one in the realisation of the project’

All of the students reported that they checked each other’s work as well as the
final version of their pieces of writing, both for language errors and for clarity of

content:

‘We sent the file to all the members and checked for mistakes and the corrected them’

‘We checked for mistakes if we had time by sending a screenshot on our group chat on
WhatsApp’

‘We reread everything multiple times, and then discussed if changes needed to be done’

‘We made sure to check each other’s work for mistakes as well as review the final version
thoroughly. Each group member took responsibility for a section we exchanged our sections
with one another for review, we put together our work and made the final edits.”

‘We worked together on a single computer, and we shared the screen to let everyone in the
group to see the document’

"Multiple people checked the work such that if someone missed something the other person
could catch it’

‘We checked each other’s work by rereading everything. Then we discussed the things we
considered mistakes in each other’s work, and corrected if we agreed that is not correct’

Storch (2013) shows that patterns of interactions students form when co-
authoring text are important for the quality of their work and the quality of relations
established within the group. Both dimensions contribute to developing workplace
skills (Bremner 2010), enhancing learner satisfaction (Watanabe 2008), retention of
co-constructed knowledge (Storch 2013), and producing better-quality written texts
(Li & Zhu 2017).

The most frequent type of task-handling reported in the present study,
‘splitting the task’, is closer to what research describes as cooperative interaction.
Storch (2013) reports four types of dyadic interactions distinguishable in terms of
the learners’ contribution and control over the task (termed equality), and
engagement with each other’s contribution (termed mutuality). In interactions
among students where equality and mutuality are relatively high, the relationship
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is labelled collaborative, while in situations where equality is high, but mutuality is
low the pattern is labelled dominant/dominant or cooperative. In her view, what
distinguishes collaborative from cooperative interactions is the fact that in the
former texts are co-constructed and there is high engagement with the task and
among team members, while ‘cooperation involves the division of labour between
individuals in order to complete the task” (Storch, 2013, p.12).

These differences reflect in the relationships formed, the sense of ownership
and responsibility for the work, and the overall quality of the outcomes. The group
dynamics impacts learning when collaborative/cooperative patterns of interaction
operate in classroom environments, and it impacts professional performance when
they operate in the workplace. The students in the present study report a form of
cooperative writing when they decide to split the work and produce each a section
of the final product. Nevertheless, they also display high engagement with each
other and with the work produced when they check the final written piece, when
they look for the best option for a word or a phrase and when they negotiate the
meaning they co-create. Some of the students” answers were:

‘We all shared the parts we worked on and put them together to create the whole text’ ‘After
everyone carefully checked for mistakes in grammar and made sure the ideas made sense, we
agreed that it was finished’

‘[...] after someone finished writing a paragraph, we would all read it and discuss it’

‘Before writing the job ad and the memo, each one of us had prepared a few paragraphs
containing the main ideas we needed to cover. After that, we worked together for the final
version of the work, paying attention to the possible mistakes that were appearing. Finally, we
read again the final version’

While studies such as those by Storch (2009, 2013) argue for the enhanced
effectiveness of collaborative writing over cooperative writing for learning L2 and
for learning to write, cooperative types of interaction are just as valuable and
simulate common practices in the workplace (Ede&Lunsford, 1990; Bremner, 2010).
Many workplace tasks involve the production of written texts by multiple authors
followed by collaboration of all members of the team in the final stages of the
project, interactions that qualify as cooperative, rather than collaborative
(Dillenbourg et al., 1996; Leki, 2001). Tan et al. (2010) report that in their study of
pair interaction for L2 writing, the cooperative pairs displayed little collective
scaffolding, but the data from the present study depict a more complex picture. The
students approached the writing tasks both individually and together, as a team,
engaged with each other’s work, while taking shared responsibility for the final
product:
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“At the end of each work, we put everything in a whole, and then I checked if everything is fine’
‘We engaged in reviewing each other’s work and discussing any errors we encountered’
‘We worked together to connect the ideas, doing our best to achieve a result as clear as possible’

Their perceptions are in line with current research which highlights the value
of collaborative writing for knowledge sharing, meaning negotiation, scaffolding of
learning, mediation and relationship forming in classroom and workplace contexts
(Elola&Oskoz, 2023).

CONCLUSIONS

The present study reported student interactions during ESP-related class
projects which involved collaborative writing. The feedback and reflection data
collected from participating students were used to answer questions about the
students’ perceptions on learning through collaborative writing and about the
nature of interactions during the collaborative activities.

A complex approach to learning ESP became apparent when analyzing the
main themes the students’ responses revealed. Learning through collaborative
writing was viewed from a product- and a process-oriented perspective, with
communication and engagement as pillars of successful language learning
outcomes. With a sharp critical eye, students identified problematic aspects such as
lack of engagement of some students and diverse preferences for grouping.
However, being focused on completing the tasks successfully, this did not prevent
them from supporting each other. Mediation can be seen in students’” attempts to
facilitate collaborative interaction (Council of Europe, 2020) even at times when
conflicting opinions arose or when lack of linguistic resources were identified
(Students wrote: ‘we divided tasks based on individual skills, maintained open
communication and solved the issues we encountered together’). Moreover, students
mediated their own interaction (Council of Europe, 2020) by deciding to spit the
tasks and then negotiate the final version of written pieces as products of teamwork.
This approach that combines characteristics of cooperative and collaborative
writing (two types of interactions identified in dyadic/small group work for L2
learning) is consistent with research into how writing together simulates workplace
conditions and contributes to the students” development of real-life skills (Bremner,
2010; Storch, 2013; Li&Zhang, 2023).

Learning ESP through collaborative writing had a positive experiential
dimension which contributed to relationships forming (Students wrote: ‘we
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improved our friendship’) and impacted personal communication issues such as block
or preference for different task approach.

Due to its small scale, small sample and mono-source collection of data, the
present study can only yield results and insights limited to the context investigated.
Aspects that seem to contradict exiting research, such as collective scaffolding
presence in cooperative groups (see Tan et al., 2010), should be further pursued by
extending the range of data and by performing longitudinal studies of multiple
groups working both collaboratively and cooperatively for L2 writing
development.
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La médiation linguistique et la terminologie juridique :
quelles sont les exigences du marché du travail ?
Des connaissances linguistiques, de 1’expérience

professionnelle ou des compétences clés ?

ANDREEA-MARIA SARMA$IU1

Résumé : Le marché du travail, y compris le domaine de la traduction juridique, est le point de
rencontre entre la demande (des clients qui recherchent des connaissances linguistiques, de
I’expérience professionnelle et des compétences clés) et les personnes qui peuvent la satisfaire
(les étudiants en traduction et les traducteurs eux-mémes). Dans ce contexte, il est nécessaire
de connaitre au moins deux outils qui permettront d’explorer le marché de la traduction
juridique : la médiation linguistique et la terminologie juridique. A travers cette étude, I'auteur
voudrait montrer que la médiation linguistique et la maitrise de la terminologie juridique sont
des outils de gestion de la traduction juridique, surtout dans un marché du travail en constante
évolution. Dans cette perspective, le but de cet article est d’analyser les exigences du marché
du travail en ce qui concerne la médiation linguistique et la terminologie juridique. Les
questions clés qui se posent sont les suivantes : Comment aborder le marché du travail ?
Quelles sont ses exigences ? S’agit-il des connaissances linguistiques approfondies, de
I'expérience professionnelle ou des compétences transversales ? Cette recherche essaie de
répondre a toutes ces questions, en examinant I'importance des connaissances linguistiques, de
I'’expérience pratique et des compétences clés dans le contexte de la traduction juridique.

Mots-clé : médiation linguistique, terminologie juridique, connaissances linguistiques, expérience
professionnelle, compétences clés

INTRODUCTION

Le terme général de la médiation est défini comme l'intervention « dans un
conflit opposant deux parties afin d’aider ces dernieres a conclure un accord »
(Conseil de I'Europe, 2001, p. 18). A partir de cette définition, la question qui se pose
est la suivante: dans le contexte linguistique ou de lapprentissage/de
I'enseignement des langages spécialisés, quels sont les moyens nécessaires pour

1 Maitre-assistant, Université Babes-Bolyai, Cluj-Napoca.
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parvenir a un accord ? Le Cadre européen commun de référence pour les langues nous
offre la solution la plus efficace : « les activités écrites et/ou orales de médiation, [...]
par la traduction ou l'interprétariat, le résumé ou le compte rendu [...]. » (Conseil
de I'Europe, 2001, p. 18). Donc, tout d’abord, nous pouvons constater que la
meédiation peut étre retrouvée sur le plan linguistique, ou celle-ci occupe une place
tres importante. Ensuite, sous sa forme linguistique, elle est définie comme
I'ensemble d’activités orales ou écrites, c’est-a-dire comme un processus qui
implique des actions telles que la traduction, l'interprétariat, le résumé, ou encore
le compte rendu. Ces activités facilitent la communication entre des individus qui
n‘ont pas acces direct a un texte ou a une information en raison de barrieres
linguistiques ou contextuelles (Conseil de I'Europe, 2001, p. 18). Alors, la médiation
linguistique encourage l'interaction et I’échange, en créant un lien entre les normes
de la langue et la conventionalité culturelle qui pourrait étre décrite comme la
préservation des éléments normatifs, propres a une culture ou a une situation de
communication. Ce lien permettra de surmonter les barrieres de compréhension et
de créer une connexion entre les locuteurs de langues différentes qui ne pourraient
pas, par eux-mémes, y accéder de maniere autonome.

Nous avons déja mentionné parmi les activités de médiation linguistique
proposées la traduction. Toutefois, on pourrait se demander : que se passe-t-il si la
traduction devient elle-méme un processus ? Quel sera le role de la médiation et
quel type de médiation sera utilisée dans ce cas? Premierement, le role de la
médiation ne sera pas seulement de transmettre des informations, mais aussi de
partager des connaissances linguistiques, en tenant compte des spécificités
linguistiques, culturelles et pragmatiques du public cible de la traduction. Donc,
l"utilisation de la médiation devient une sorte de lingua franca, «le passage d’une
langue-culture a une autre » (Aden, 2012, p. 271) :

Language variation and the symbolic power gained through the ability to switch and
mix codes are now seen as crucial to the construction of citizens’ identities, and to
their ability to navigate the semiotics of a global economy.? (Kramsch, 2006, p. 2)

Dans le contexte présenté ci-dessus (la traduction comme processus, et non
pas comme activité écrite de médiation) nous pouvons mettre en évidence
l'interconnexion qui existe entre la traduction et la médiation elle-méme du point

2« La variation linguistique et le pouvoir symbolique acquis grace a la capacité de changer et de
mélanger les codes sont désormais considérés comme essentiels a la construction de I'identité des
citoyens et a leur capacité a naviguer dans la sémiotique d’une économie mondiale ». (Notre
traduction)
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de vue linguistique. Paulo Ronai relevait lui-méme cet aspect, en définissant la
traduction comme ’action de passer d'une langue a une autre langue (1976, p. 3-4).
Il continue cette définition en précisant que, du point de vue étymologique (en
latin) :

tranducere c’est prendre quelqu’un par la main vers I'autre coté, vers un autre endroit.
Le sujet de ce verbe est le traducteur, 'objet direct, 'auteur de 'original [...] Mais
I'image peut étre aussi comprise d'une autre maniere : le traducteur prend la main du
lecteur pour I'emmener vers un support linguistique autre que le sien. (Ronai, 1976,
p. 3-4)

Deuxiémement, le role de la médiation sera d’encourager le partage
d’expérience sur les pratiques professionnelles car le traducteur doit comprendre
non seulement le texte source, mais aussi les attentes et les besoins du client, voire
du public cible.

Troisiemement, grace a l'emploi de la médiation dans le processus de
traduction, la bonne assimilation des savoir-faire et savoir-étre utiles dans le cadre
professionnel sera facilitée afin de permettre une véritable compréhension et une
appropriation du message par le client et/ou le public cible. Parmi ces compétences,
on mentionne la créativité, l'intelligence émotionnelle, la pensée analytique
(critique), le jugement et la prise de décision, les compétences de communication
interpersonnelle, la diversité et l'intelligence culturelle (Marr, 2019).

En bref, la traduction comme processus demande a la fois 'utilisation de la
médiation linguistique et culturelle afin d’assurer la transmission d'un message ; de
plus, celle-ci fait appel a I'expérience professionnelle et aux compétences clés du
traducteur (le médiateur). En ce qui concerne les compétences les plus importantes
d’un traducteur, le réseau des programmes de master européen en traduction
(European Master’s in Translation, EMT) a publié un référentiel ou sont présentées
les « compétences », les « aptitudes », les « savoirs » et les « acquis de I'éducation et
de la formation » nécessaires dans le secteur de la traduction. Le document définit
cinq domaines de compétence majeurs : langue et culture, traduction, technologies,
personnel et interpersonnel, prestation de services (EMT, 2022, p. 4). Le premier
domaine, langue et culture, englobe «tous les savoirs et aptitudes linguistiques,
sociolinguistiques, culturels et interculturels, de nature générale ou propre a une
langue, qui constituent la base d'une compétence de traduction élevée. » (EMT,
2022, p. 6). Le deuxieme domaine, traduction, inclut « toutes les compétences
stratégiques, méthodologiques et thématiques qui entrent en jeu avant, pendant et
apres la phase de transfert proprement dite [...] » (EMT, 2022, p. 7). Le troisieme
domaine, technologies, compte « tous les savoirs et aptitudes utilisés pour mettre en
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ceuvre les technologies de traduction actuelles et futures » (EMT, 2022, p. 9). Le
quatrieme domaine, personnel et interpersonnel, réunit «toutes les aptitudes
générales, souvent désignées par l'expression «soft skills », qui augmentent
I’adaptabilité et I'employabilité des diplomés » (des futurs traducteurs) (EMT, 2022,
p- 10). Le dernier domaine, prestation de services, recouvre « toutes les aptitudes liées
ala mise en ceuvre de la traduction et, plus généralement, aux services linguistiques
dans un cadre professionnel » (EMT, 2022, p. 11).

Dans cet article, nous présenterons le role de la médiation linguistique et/ou
culturelle dans un processus de traduction juridique, mené par les étudiants de 2¢
année LMA (Faculté des Lettres, UBB Cluj-Napoca), en insistant sur la médiation
appliquée avant, pendant et apres 'activité de traduction.

MEDIATION ET TRADUCTION. DES REMARQUES PRELIMINAIRES

Afin d’analyser la traduction, c’est-a-dire son rdle essentiel de faire passer,
dans une langue cible, un texte rédigé dans une langue source, nous devons tenir
compte de deux acceptions principales: la traductologie pure et la traduction
appliquée (Holmes, 2000). D’une part, la traductologie pure signifie décrire les
phénomenes de traduction et établir les théories de la traduction (Holmes, 2000)
pour pouvoir examiner 1'objet (le texte), la fonction et le processus de traduction.
D’autre part, la traduction appliquée est orientée vers le processus de traduction, le
traducteur (humain), les aides a la traduction (des dictionnaires, des grammaires,
des mémoires de traduction et des ressources en ligne) et 'évaluation/la révision de
la traduction (Nwachukwu, 2023), plus exactement vers les aspects les plus
importants qui constituent la traduction et qui deviennent essentiels dans
I'établissement des étapes d’une traduction: AVANT — PENDANT - APRES
(Sarmasiu, 2024). Donc, la question qui se pose dans ce contexte particulier est : quel
est le role de la médiation linguistique/culturelle dans 1’acte de traduction ?

MEDIATION ET TRADUCTION : AVANT ? (I)

Pendant le mois de mai 2024, les étudiants de 2¢ année LMA ont recu comme
tache un exercice de traduction dans le cadre d'un cours pratique de traduction
spécialisée. L’objet de I'activité de traduction était un contrat de franchise (francais-
roumain), dans le domaine des cosmétiques, en respectant quelques objectifs
primordiaux et quelques demandes particulieres. En ce qui concerne les objectifs,
les étudiants ont dii (1) livrer une traduction professionnelle, c’est-a-dire respecter
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le principe de la fonctionnalité en traduction (Sarmasiu, 2024) ; (2) suivre le format
du texte source, autrement dit respecter le principe de la conventionalité en
traduction (Sarmasiu, 2024) ; et (3) traduire en utilisant des sources valides, des sites
web spécialisés, des dictionnaires et glossaires, des bases de données
terminologiques et des textes paralleles, a savoir suivre le principe de I"équivalence
en traduction (Sdrmasiu, 2024). Les étudiants ont travaillé en trois équipes, chaque
équipe étant formée d’un assistant, des traducteurs et des reviseurs. En méme
temps, le projet a été coordonné par un manager de projet, un responsable DTP et
deux reviseurs principaux.

AVANT d’entamer le processus de traduction, la médiation linguistique et/ou
culturelle a été appliquée sous la forme d'une négociation afin de garantir une
transmission fidele et adaptée du texte source a la langue cible. Toutes les équipes
ont suivi les mémes étapes pour mieux comprendre le texte source et organiser leur
travail. De plus, ces étapes peuvent étre considérées comme des activités de
médiation linguistique et/ou culturelle.

Tout d’abord, les équipes ont fait une analyse approfondie du texte source
pour pouvoir transmettre le message dans la langue cible. Cette analyse a inclus une
recherche complexe sur: (1) le contexte dans lequel le texte a été produit, (2)
I’objectif du texte, (3) le public auquel ce texte spécialisé s’adresse, (4) les éventuelles
spécificités culturelles, (5) les éléments terminologiques spécialisés.

La deuxieme étape a été définie par une recherche documentaire du point de
vue de la terminologie spécialisée utilisée afin d’anticiper et de surmonter les
difficultés linguistiques et culturelles. Les équipes ont réalisé des listes d’ouvrages,
d’articles, de bases de données terminologiques, de contacts d’experts dans le
domaine juridique.

La troisieme étape a été représentée par la constitution d’un glossaire de
termes spécifiques pour le domaine juridique afin de faciliter la cohérence du texte
traduit et pour s’assurer que les termes spécialisés sont traduits de maniere
homogene et structurée tout au long du processus de traduction, pour simplifier
considérablement la communication professionnelle.
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Glossaire

GLOSAR

Image 1. Des captures d’écran du glossaire réalisé par les étudiants de 2¢ année LMA
Source : L’archive de I’auteur

Pendant la quatrieme étape, les étudiants ont identifié les problemes de
traduction, en suivant une classification théorique : des problemes pragmatiques,
des problemes linguistiques/terminologiques, des problemes culturels et des
problemes spécifiques au texte a traduire (Nord, 1991). Cette identification a été tres
importante parce que la réflexion approfondie sur les équivalences fonctionnelles
entre les deux langages et cultures juridiques aide les étudiants a choisir les
stratégies adaptées au contexte de leur traduction.

Souhaitant offrir une traduction de qualité, la derniere étape a été la
clarification des consignes et des attentes du client. En ce qui concerne la
compréhension et l'appropriation des consignes, une bonne organisation est
essentielle avant de commencer la traduction. Les étudiants ont planifié les étapes
de leur travail : décomposition du texte en sections traduisibles, gestion du temps,
révision, validation ou relecture par des experts. Pour répondre aux attentes du
client, les étudiants ont maintenu un contact permanent avec celui-ci et ils ont validé
ensemble le but de la traduction et le contexte d’utilisation de cette traduction, le
registre de langue, le format du texte cible afin de pouvoir s’orienter dans leurs
choix de traduction et d’éviter les incompréhensions.

Ce que nous pouvons remarquer c’'est la présence de la médiation sous
plusieurs formes dans les étapes préparatoires du projet de traduction. Tout
d’abord, la médiation utilisée comme activité linguistique et/ou culturelle pour
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préparer et anticiper les étapes a suivre pendant le processus de traduction. Ensuite,
la médiation utilisée comme moyen de négociation entre les membres des équipes,
mais aussi entre les équipes et les coordonnateurs du projet. En outre, la médiation
utilisée comme lien entre les étudiants et le client.

MEDIATION ET TRADUCTION : PENDANT ? (II)

Apres avoir parcouru les étapes préparatoires de la traduction, les étudiants
ont démarré le processus de transposition du texte juridique de la langue frangaise
a la langue roumaine, grace a leurs compétences linguistiques, culturelles et
analytiques approfondies. Cette fois-la, PENDANT la traduction, la médiation
linguistique et/ou culturelle s’est retrouvée sous la forme d'une conversation
constante ; et cela parce que les étudiants ont suivi les étapes d’un processus de
traduction juridique.

Premierement, apres la décomposition du texte en sections traduisibles,
chaque membre des équipes a repris, de maniere individuelle, la lecture
approfondie du texte source pour comprendre l'idée principale, les nuances, ainsi
que les intentions de I'auteur. A ce stade, les étudiants ont également dii repérer les
passages complexes ou ambigus.

Deuxiémement, chaque traducteur a dii transposer le sens des mots.
S’agissant d"un texte juridique, ils ont eu la tache de rendre le message original dans
la langue roumaine en s’assurant que lintention, le ton et les nuances
terminologiques sont préservés. A la fin, les étudiants ont déclaré que cette étape-la
a demandé la reformulation des phrases, de la syntaxe, des expressions pour que
celles-ci soient compréhensibles et naturelles dans la langue cible.

Troisiemement, lorsque le texte comportait des termes juridiques, les
étudiants ont vérifié de maniere minutieuse les sens des concepts pour conserver la
précision juridique/terminologique tout en rendant le texte accessible au public
cible. Un terme qui leur a posé problémes a été le mot enseigne. Alors, les étudiants
ont utilisé la médiation comme négociation et la médiation linguistique comme
activité terminologique ; ils ont trouvé plusieurs solutions (semn ? simbol ? sigli ?
logo ? insemn ? insignd ?); apres une activité de documentation et de recherche
terminologique, ils ont choisi la meilleure solution : emblemdi. De plus, ils ont
rencontré d’autres termes/structures problématiques en ayant besoin de réfléchir et
de trouver les meilleures stratégies pour offrir les solutions correctes. Par exemple,
boutique traduit par magazin ou butic ; redevance traduit par taxd ou redeventi ; le chiffre

d’affaires hors taxes traduit par cifra de afaceri ou cifra de afaceri (fird taxe) ; précisées a
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I’ Article traduit par mentionate in art. ou mentionate la art. ; prévue a traduit par conform
art. ou in temeiul art.

s £
LInseigne I
6.4. Protejarea Mﬁrci_i,_ si a altor semne distinctive asociate Retelei

De indati ce ia cunostintd de acestea, Francizatul trebuie sd informeze Francizorul cu privire
la orice faptd sau act de contrafacere sau de concurentd neloiald si/sau parazilard privind
Marca, ﬁ si/sau semnele distinctive asociate Retelei, sau, mai general, despre orice
fapta sau act susceptibil de a prejudicia drepturile si interesele Francizorului asupra Mircii,
h si/sau semnelor distinctive asociate Retelei.

Image 2. Des termes problématiques identifiées PENDANT le processus de traduction juridique.
Source : L’archive de I’auteur

Ce processus de traduction juridique a eu une dimension culturelle et
terminologique. Les étudiants ont d{i constamment s’adapter aux particularités
linguistiques et culturelles de la langue roumaine, mais aussi du droit roumain. Ils
ont également été obligés a respecter les normes juridiques roumaines, les
sensibilités culturelles et le registre linguistique afin que le texte soit pertinent et
compréhensible dans le contexte professionnel demandé.

Tout au long du processus de traduction juridique, les étudiants qui jouaient
le role des traducteurs ont procédé a des relectures régulieres pour identifier les
éventuelles erreurs et s’assurer que les phrases sont bien formulées, que le texte est
fluide, et que les idées sont transmises de maniere claire.

En outre, les étudiants ont dii respecter des contraintes spécifiques liées au
format du texte recu. Un exemple concluant sera l'utilisation des majuscules ou des
minuscules pour marquer des termes stipulés dans le contrat ou définis dans le
vocabulaire réalisé a la fin du contrat.

En conclusion, PENDANT le processus de traduction juridique, la médiation
a joué un role tres important, défini par la conversation constante entre les
traducteurs, le choix attentif des notions, I’adaptation culturelle et normative, la
cohérence. Le but principal de cette médiation a été la préparation du texte traduit
pour la derniére étape : APRES la traduction.
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MEDIATION ET TRADUCTION : APRES ? (IIT)

APRES le processus de traduction, d’autres décisions essentielles sont
nécessaires pour s’assurer que la forme finale du texte est fidele au texte source et
adaptée a la culture et a la langue cible. Ces étapes post-traduction garantissent la
qualité et la cohérence du travail.

Tout d’abord, il y a eu la révision linguistique et stylistique. Les étudiants qui
ont eu le role des reviseurs ont fait la relecture du texte traduit pour corriger les
erreurs linguistiques (grammaire, orthographe, ponctuation) et pour améliorer le
style (uniformité terminologique et syntaxique : les phrases sont bien formulées, la
syntaxe est correcte, le texte est agréable a lire dans la langue roumaine).

Cette révision linguistique et stylistique a été accompagnée par une médiation
linguistique et culturelle menée par l'équipe des reviseurs et les équipes des
traducteurs, mais aussi par le manager du projet et son assistante et 'équipe des

reviseurs.

- —~ L
SOMMAIRE CUPRINS

LES PARTIBS i i s i it s s sv e i i PARTILE CONTRACTANTE
PREAMBULE > - PREAMBUL
Présentation de SAVONNERIE ARTISANALE DE PROVENCE....  Prezentarea intreprinderii artizanale SAVONNERIE ARTISAN. ,\L
Présentation et déclarations du Franchisé - Prezentarea si declaratiile Francizatului ..
PREMIERE PARTIE — CONDITIONS GENERALES .. PARTEA INTAI - CONDITII GENERALE.
Article 1 = DEfINItIONS .oooovvooroonnnnnn Articolul 1 — Definitii.................cu..e.
Article 2 - Objet s - Articolul 2 — Obiectul contractului...
Article 3 — EXCIUSIVité territoriale ... Articolul 3 — Exclusivitate teritoriala...
Article 4 — Durée......... Articolul 4 — Durata contractului.........
Article 5 - Indépendance du Franchisé Articolul 5 — Independenta Francizorulu
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6.2. Enscigne 6.2. Emblema......
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8.1. Gama de Produse..........
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Articolul 9 - Asistenta acordata Francizorului.
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8.2. Approvisionnement ...........ccccovciiunne

Image 3. La révision linguistique et stylistique
Source : L’archive de I’auteur

APRES cette étape de révision linguistique et stylistique, le manager du projet
et son assistante ont eu la tache de vérifier la fidélité de la traduction, en comparant
a nouveau le texte traduit avec le texte source. Cette étape de vérification de la
fidélité de la traduction permet de s’assurer que tous les éléments du texte source
ont été traduits correctement et que rien n’a été omis ou modifié de maniere
inappropriée. Parfois, une réinterprétation ou une reformulation peut entrainer des
erreurs subtiles dans la transmission du sens.
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ARTISANALE DE PROVENCE si dobindeasch un know-how, fajelegind procedunle, normele = ) _ X
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Image 4. La comparaison du texte traduit avec le texte source
Source : L’archive de I’auteur

Comme le texte recu était un texte juridique, il était important de s’assurer
que la terminologie utilisée était homogene et structurée tout au long du texte.
Donc, la responsable DTP (I'assistante du manager du projet) a dii revoir le glossaire
utilisé et confirmer que tous les termes juridiques sont bien adaptés au contexte
particulier de la langue et de la culture roumaine. De plus, le texte comportait des
normes spécifiques, alors l’étudiante a di s’assurer que celles-ci ont été
correctement adaptées. En outre, la vérification de la mise en forme a été tres
importante : la disposition du texte, des paragraphes, des titres. Une mise en forme
incorrecte ou négligée aurait pu donner une impression de travail non
professionnel, méme si la traduction était de bonne qualité.

La derniére partie APRES la traduction a été dédiée a la consultation d’un expert.
Dans le cas des textes spécialisés, notamment juridiques, il est tres utile d’analyser la
traduction avec un expert. Cet expert, qui pourrait étre un spécialiste, un professionnel,
mais aussi un autre traducteur ou reviseur, pourrait identifier des erreurs mineures ou
suggérer des améliorations a I'égard de la terminologie ou du style.

Pour intégrer la médiation linguistique et/ou culturelle, nous avons organisé
un atelier de traduction spécialisé ou nous avons invité des juristes et d’autres
intervenants. Grace a cet atelier, les étudiants ont eu la possibilité de négocier
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(d’expliquer et de soutenir par des arguments valides leurs choix), tout en recevant
des conseils de la part des experts dans le domaine.

h“—" o)
“  ATELIER DE TRADUCERI SPECIALIZATE

TRADUCERILE JURIDICE
(FRANCEZA-ROMANA)

Tr N

P

Ce se cere pe piaia nuncii:
cunostinfe, experienfd, competente?

15 MAI 2024
ORA 16:00
SALA POPOVICI
(FACULTATER DE LITERE, 3TR. HOREA. HR. 3]

Image 5. Le poster de I'atelier de traduction spécialisée organisé
Source : L’archive de I’auteur

En conclusion, APRES la traduction, la médiation linguistique et/ou culturelle
est indispensable pour garantir une traduction de qualité. Elle permet non
seulement de vérifier la fluidité et la fidélité du texte traduit, mais aussi de s’assurer
que la version finale est professionnelle et adaptée aux besoins du client.

CONCLUSIONS

Dans cet article, nous avons pu constater que la médiation, qu’elle soit
linguistique ou culturelle, générale ou spécifique, joue un role fondamental dans la
traduction appliquée ou dans le processus de traduction spécialisée. Le rdle de cette
médiation est visible, tout d’abord, dans I’activité du traducteur qui ne se contente
pas de transposer des mots d'une langue a une autre, mais il devient un véritable
intermédiaire entre deux mondes culturels et linguistiques.

Premierement, la médiation est liée au processus de traduction grace aux
étapes préparatoires. Comme les traducteurs doivent surmonter les barrieres
linguistiques et culturelles qui peuvent entraver la communication, ils veillent a ce
que le texte traduit soit non seulement compréhensible, mais également cohérent et
adapté au public cible, a travers quelques activités spécifiques: 1’analyse
approfondie du texte source ; la recherche documentaire du point de vue de la
terminologie spécialisée; la constitution d'un glossaire; lidentification des
problemes de traduction ; la clarification des consignes et des attentes du client.
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Deuxiéemement, la médiation apparait PENDANT le processus de traduction
parce qu’a travers la médiation, les traducteurs peuvent reformuler, ajuster et
parfois réinterpréter certains éléments du texte source pour en garantir
I'intelligibilité dans la langue cible. On y cite la décomposition du texte en sections
traduisibles ; la transposition du sens des mots ; la préservation de l'uniformité
terminologique et de la précision juridique/terminologique ; 1’adaptation aux
particularités linguistiques et culturelles de la langue cible, tout en tenant compte
des normes, des coutumes, des traditions ; le respect des contraintes spécifiques
liées au format du texte.

Troisiemement, le rapport entre la médiation et la traduction est visible
également APRES le processus de traduction, grace a la révision linguistique et
stylistique, et notamment grace a I'opportunité de travailler avec des experts. Toute
cette collaboration permet donc de garantir une communication efficace et
professionnelle entre les différents acteurs du secteur traductologique et d’établir
des ponts entre les langues et les cultures, de promouvoir la compréhension globale
et d’encourager le dialogue permanent entre le milieu éducationnel et le milieu
business.

En conclusion, la médiation, étroitement liée a la traduction, joue un rdle
primordial dans les échanges des connaissances linguistiques, des expériences
professionnelles et des compétences clés AVANT-PENDANT-APRES le processus
de traduction, étant un levier essentiel qui encourage une communication efficace
et permanente entre les étudiants en traduction et leurs (possibles) futurs
employeurs.
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Medierea si logica documentarii
in didactica limbilor-culturi

GROSU MARIA!

Rezumat: Studiul propune ca teza ideea conform careia logica documentarii, caracteristica
aborddrii actionale in didactica limbilor-culturi, spre deosebire de logica suportului,
caracteristicd abordarii comunicative, ofera contextul favorabil pentru mediere. Spre deosebire
de logica suportului, care propune un text suport pentru toti cursantii din grupul de lucru,
logica documentarii propune o serie de surse de documentare, dintre care fiecare cursant alege
un document, in functie de interesele personale si de preferinte, astfel ca In etapa de
interactiune si mediere, fiecare cursant aduce propriile informatii diferite de ale celorlalti
cursanti. Scenariile didactice pe care le vom descrie au la baza logica documentarii si propun
ca surse de documentare buletine informative difuzate la radio. Prin acest studiu se va
demonstra importanta logicii documentarii pentru medierea intralingvistica si interculturald,
precum si beneficiile majore pe care le aduc abordarea actionald, logica documentdrii si
medierea, in didactica limbilor-culturi — cresterea gradului de implicare a studentilor,
schimburi lingvistice si culturale autentice care conduc la procese transformative, mai mult
decét formative, ipostaza de mediatori a cursantilor. Astfel, studiul va evidentia necesitatea
desprinderii de logica suportului, in favoarea logicii documentarii, mai bine pliata pe nevoile
de invatare ale cursantilor din secolul al XXI-lea.

Cuvinte-cheie: mediere, politici linguvistice, logica documentdrii, abordare actionald, didactica
proiectului

INTRODUCERE

Studiul propune ca teza ideea conform cdreia logica documentarii,

caracteristicd aborddrii actionale in didactica limbilor-culturi, spre deosebire de

logica suportului, caracteristica abordarii comunicative, ofera contextul favorabil

pentru mediere. Spre deosebire de logica suportului, care propune un text suport

pentru toti cursantii din grupul de lucru, logica documentarii propune o intreaga

serie de surse de documentare, de unde cursantii aleg un document, in functie de

interesele personale si de preferinte, astfel ca in etapa de interactiune si mediere,

fiecare cursant aduce propriile informatii, diferite de cele ale celorlalti cursanti.

1 Sef de lucrdri dr., Universitatea de Medicina si Farmacie ,, Iuliu Hatieganu” Cluj-Napoca.
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Dupa prezentarea premiselor teoretice din jurul conceptelor din titlu, vom descrie
scenarii didactice in care studentii sunt implicati In activitati de receptare (scrisa si
orald), producere (scrisa si orala), dar mai ales de mediere si de interactiune.
Scenariile didactice pe care le vom descrie si care au la baza logica documentarii,
propun ca surse de documentare buletine informative difuzate la radio, in limba
romana. Cursantii sunt reprezentati de studenti internationali de la Universitatea
de Medicina si Farmacie , Iuliu Hatieganu”, care studiaza limba romana ca limba
strdind, In primii doi sau trei ani de studiu, cate doua sau trei ore pe saptdmand, in
functie de facultatea la care sunt inscrisi. Nivelul de referinta de la care s-a inceput
dezvoltarea activitatilor de mediere, pornind de la actualitatile difuzate la radio,
este A2+. La Inceput, nivelul de dificultate a fost foarte mare pentru studenti, fiind
necesara apelarea la forma transcrisa a stirilor difuzate si la eliminarea unor aspecte
ale continutului, prin mediere intralingvisticd (studentilor cerandu-li-se sa
identifice subiectul abordat si cateva date contextuale — cand, unde, de ce). Pe
parcurs Insd, prin repetarea sdptamanala a acestei activitdti, studentii au progresat
foarte mult in receptarea mesajului oral, astfel ca la finalul anului universitar, in
fisele de autoevaluare, remarcabil de multi studenti au mentionat activitatile legate
de stirile difuzate la radio ca fiind cele mai utile in progresul lor in limba romana.

Prin acest studiu se va demonstra importanta logicii documentarii pentru
medierea intralingvistica si interculturald, precum si beneficiile majore pe care le
aduc abordarea actionald, logica documentarii si medierea, in didactica limbilor-
culturi — cresterea gradului de implicare a studentilor, schimburi lingvistice si
culturale autentice care conduc la procese transformative, mai mult decat formative;
ipostaza de mediatori a cursantilor. Astfel, studiul va evidentia necesitatea
desprinderii de logica suportului, in favoarea logicii documentdrii, mai bine pliata
pe nevoile de invatare ale cursantilor din secolul al XXI-lea.

MEDIEREA SI POLITICILE LINGVISTICE EUROPENE

Vom ardta in acest studiu cd activitatea de mediere, mai precis de transmitere
si co-contructie a informatiei, reprezinta una dintre cele mai prolifice modalitati si
strategii de comunicare in experientele de invatare-utilizare a unei limbi-culturi, din
punctul de vedere al beneficiilor, atat in planul competentelor lingvistice, cat si in
planul competentelor generale (savoir, savoir-faire, savoir-étre, savoir-apprendre). De
asemenea, vom argumenta faptul cd logica documentarii, spre deosebire de logica
suportului, permite activitdti de mediere intralingvistica, interpersonald si
interculturala. Totodatd, vom ilustra faptul cd medierea intralingvistica, interpersonala
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si interculturala se poate realiza iIn mod foarte productiv, prin adoptarea viziunii
actionale in didactica limbilor-culturi si implicit prin implementarea logicii
documentarii, in experientele de predare-invatare-utilizare a unei limbi-culturi.

Cadrul European Comun de Referintid pentru Limbi (CECRL), publicat in 2001 si
aprofundat prin Volumele Complementare, in 2012 si in 2018, vine cu un model
holistic, integrationist si social de invatare si de utilizare a limbilor si cu conceptul
de plurilingvism. Inainte de publicarea CECRL (2001), abordarea comuni de
invdtare a limbilor era bazata pe viziunea carteaziand, lineara, ilustrata prin disectia
utilizarii limbilor, dupd modelul lui Lado (Lado, 1961), in patru competente (citire,
vorbire, scriere, ascultare), trei elemente (gramatica, vocabular, pronuntie), toate
integrate in cunostinte culturale statice. In acest model, cursantul e considerat
locutor / auditor care se angajeaza sa produca si sa primeascd un cod. Codul primit
trebuie sa fie cat mai precis posibil si similar cu codul standardizat utilizat de
vorbitorul nativ idealizat. Progresul, In aceasta paradigmd, Inseamnd atingerea
nivelului lingvistic al vorbitorul nativ, in modul de interpretare si de producere a
codului. Premisele teoretice ale CECRL se opun viziunii traditionale si lineare care
a dominat lingvistica structurald in anii 1960, ilustrata, in didactica limbilor strdine
de modelului lui Lodo. Astfel, CECRL propune, in locul celor patru competente de
comunicare (receptare scris si orald, producere scrisd si orald), patru moduri de
comunicare (receptare, producere, interactiune si mediere), subliniind faptul ca
actorul social mobilizeaza toate competente sale (generale si lingvistice in realizarea
unei sarcini) si amelioreazd aceste competente si strategii in timpul experientei de
invatare-utilizare a limbii.

Figure 1 - Structure du schéma descriptif du CECR?®

Compétence lan-
gagiere générale

< Compétences S — == = T
iy langagiéres 5 ey = e
générales T e communicatives communicatives

|

Savoir Linguistique Réception

|
Savoir-faire

|
Savoir-étre Pragmatique Interaction Interaction

Savoir apprendre

Figura 1. Schema descripitvd a CECLR
Sursa: CECRL, 2021, 33
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Pe pagina oficiala a Consiliului Europei (https://www.coe.int/fr/web/common-
european-framework-reference-languages/mediation), unde se expliciteaza cadrul
teoretic al CECRL, cursantii sunt definiti in ipostaza de actori sociali, fiind implicati
in activitdti de comunicare, receptare, producere, interactiune si mediere, activitati
ce au loc alternativ. Daca interactiunea pune accentul pe utilizarea sociala a limbii,
medierea inglobeaza si depdseste aceasta utilizare, concentrandu-se pe crearea de
sens si / sau permitand comunicarea dincolo de barierele lingvistice si culturale.
Cand cursantii / actorii sociali se angajeaza in activitati de mediere, creeaza spatiul
si conditiile pentru a comunica, a invdta, a co-construi un sens nou, a colabora
pentru a da sens unui text sau pentru a transmite idei si informatii altcuiva.
Medierea se poate realiza intre mai multe limbi dar si in interiorul aceleiasi limbi,
de unde si beneficiile medierii in experienta de predare-invatare-utilizare a unui
limbi-culturi.

Pe pagina oficiala a CECLR (https://rm.coe.int/les-concepts-cles-mediation/
1680a86969), se prezintd conceptele extrem de novatoare in epoca chiar si pentru
specialistii din domeniul didacticii limbilor strdine. Dintre conceptele pe care le vom
enumera mai jos, primele au fost implementate si de abordarea comunicativa, deja
cu traditie In didactica limbilor straine, in 2001. In schimb, ultimele au avut nevoie
de timp pentru teoretizare si dezvoltare in practica. Conceptele promovate de
CECLR in 2001 si aprofundate ulterior in Volumele Complementare din 2018 si din
2021, sunt:

- Definirea nevoilor de invdtare din punctul de vedere al utilizatorului;

- Abordarea axatd pe capacitatea de a face, mai mult decat pe erorile pe care le
face cursantul, in definirea nivelului de referinta a cursantului;

- Definirea nevoilor cu ajutorul descriptorilor ,eu pot”, de la care se definesc
obiectivele, activitatile si continuturile cursurilor;

- Autoevaluarea si autonomia cursantului;

- Trecerea de la patru competente, la patru moduri de comunicare (receptare,
producere, interactiune si mediere);

- Conceptul de actor social, pentru utilizator / cursant;

- Conceptul de mediere;

- Abordarea actionala;

- Plurilingvismul.

Documentul video postat pe site-ul oficial al Consiliului Europei, La
médiation et 'apprenant comme acteur social plurilingue, prezentat in 2022 de
Enrica Piccardo, contine ideea conform careia medierea necesita o noua abordare,
abordarea actionald. Exemple de mediere in abordare actionala sunt:
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- cautarea de informatii si intelegerea sensului (mediere pentru sine);
- explicarea unui text sau a conceptelor dintr-un text;

- construirea sensului;

- crearea de obiecte (artefacte).

Didacticiana canadiand subliniazd relatia dintre mediere si plurilingvism,
lucru care rdstoarna mitul puritdtii limbilor si a culturilor. De asemenea, se
subliniaza faptul cd In activitatile de mediere, diferenta aduce plusvaloare.
Demersurile didactice la care ne vom referi, care au la baza actualitati difuzate la
radio, se inscriu in viziunea actionala a didacticii limbilor-culturi, promoveaza
plurilingvismul si dezvolta autonomia cursantului, precum si competentele de
autoevaluare. Asadar, experientele didactice in care cursantii au ascultat buletine
informative difuzate la radio, structurate in etapa de documentare, de interactiune
si de mediere, precum si de autoevaluare, sunt forme de implementare ale ultimelor
sase notiuni novatoare propuse de CECRL in 2001 si pentru care s-au propus, in
urmadtoarele decenii, teoretizari necesare implementarii.

Scenariile didactice pe care le vom descrie detaliat in ultima parte a studiului,
subscriu pedagogiei proiectului, viziune pedagogica aflatd In congruenta cu
abordarea actionald. Proiectul major este informarea despre actualitatile la nivel
local, national si international, precum si ilustrarea filtrelor socio-culturale ale
cursantilor, prin care aceste informatii sunt interpretate. In felul acesta, informarea
propriu-zisa este mult depdsita de actiuni de intercunoastere, precum si de actiuni
de schimbare a unor puncte de vedere / valori / atitudini, In raport cu problematicile
abordate in buletinele informative. Totodata, cursantii sunt actori sociali care se
intereseaza despre actualitatea din lume, selecteaza informatiile relevante pentru ei
la nivel personal, le sintetizeaza si le transmit in mod responsabil, nsa nu In mod
neutru, ci In mod mediat, filtrul de mediere fiind contextul socio-cultural si personal
in care cursantul care mediaza s-a format. Activitatile de mediere au rolul de a face
mai vizibile aceste filtre de mediere, atat ca procese de autocunoastere, cat si ca
procese de intrecunoastere. Interactiunea autentica dintre cursanti, pornind de la
buletinele informative ascultate, 1i conduce la valorificarea diferentelor personale,
culturale, dar si lingvistice. Plurilingvismul este un concept implementat in aceste
scenarii didactice, In mai multe feluri: in intelegerea documentelor autentice in
limba romana, cursantii fac apel la intregul lor repertoriu lingvistic, cdutand sa lege
informatiile noi de cele familiare; dupa sintetizarea informatiilor ascultate, cursantii
cautd informatii similare in propriile spatii culturale, fie utilizand Chat GPT (in
limba romana sau in alta limba), fie cautand pe internet informatii despre spatiile
lor culturale, in oricare dintre limbile pe care le utilizeaza. Astfel, scenariile
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didactice pe care le vom descrie mai jos au ca principal beneficiu medierea
intralingvistica, intrelingvisticd, interculturald, interpersoanld si uneori
intrapersonald (procesele transformative — schimbarea valorilor / atitudinilor /
opiniilor referitoare la o problematicd abordatd), insa pilonii pe care se poate
implementa medierea sunt abordarea actionala si plurilingvismul. Studiul nostru
va arata cd medierea se poate implementa cu maximum de beneficii, in logica
documentdrii, corespunzdtoare aborddrii actionale.

Plurilingvismul e prezentat in CECRL ca mijloc de a lupta impotriva
manifestarilor intolerantei (Aden, 2012, p. 271). Aden ilustreazd faptul cd medierea
este fructul relatiei stranse intre filosofia umanistd, imaginarul democratic si etica
neoliberald a pietelor, iar emergenta conceptului de mediere vine mana in mana cu
promovarea politicilor actuale europene. Medierea este conceptul promitator
pentru amenintarea stabilitdtii europeane si a bunei functionari a democratiei.
Reuniunile sefilor de stat din Europa au definit xenofobia si ultranationalismul ca
amenintdri la stabilitatea europeana, in 1993, urmand ca la ulterioara reuniune a
sefilor de stat, cetdtenia democratica sa devind obiectiv educativ prioritar, prin
promovarea modelelelor de predare a limbilor straine care intaresc independenta
gandirii, a judecdrii si a actiunii, combinate cu responsabilitate (CECLR, 2021, p. 10)
(Aden, 2012, p. 271).

Asadar, politica si cultura se combina pe scena Invatarii limbilor, iar notiunea
de mediere lingvistica si culturala este plasata la intersectia domeniilor sociale —
economie, politicd, cultura, domeniul informational si e asociata plurilingvismului,
mai mult decat didacticii limbilor (Aden, 2012, p. 271).

MEDIEREA - DEFINIREA CONCEPTULUI

O definitie cuprinzatoare a medierii este datd de Daniel Coste si Marisa
Cavalli: prin mediere se desemneaza toate dispozitivele, interventiile care,
actionand intr-un context social, reduc distanta dintre doi (sau mai multi) poli
diferiti, aflati in tensiune.

Polii pot fi:

- actori sociali — unul are forme si tipuri de alteritate necunoscute de celalalt:
cunostinte noi, culturi diferite, valori straine;

- actori sociali, grupuri de actori sociali, institutii — in tensiune sau in cdutarea
unui contact. Contactele de mediere se pot stabili astfel: actor — actor, actor —
grup, actor — institutie, grup — grup, grup - institutie, institutie — institutie
(Coste & Cavalli, 2015, p. 28).
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Conceptul de mediere, In didactica limbilor-culturi, implicd schema

urmatoare:

Text A Text B

Persoana A Mediere Persoana B

Medierea este procesul care aduce fatd in fata doi poli, intre care mediatorul
face o legatura prin procesul de mediere si transforma polul A intr-o varianta
accesibild pentru polul B. Acesti poli pot fi reprezentati de doud texte, doua
persoane, doua culturi. La modul sintetic, activitati si strategii de mediere pot fi:

- rezumarea textului A prin producerea textului B;
- reformularea mesajului spus de persoana A, pentru ca acesta sa fie inteles de

persoana B;

- prezentarea unui aspect de catre un insider al culturii A, pentru un outsider,

respectiv pentru un insider al altei culturi, B.

Pentru a ilustra relatia inseparabila intre mediere si abordarea actionald, vom
enumera cateva puncte comune intre cele doud concepte. Procesul de mediere
contine in nuce toate activitdtile lingvistice de comunicare corespunzatoare
competentei lingvistice generale, evidentiate mai sus, In Figura 1: receptare
(receptarea mesajului din polul A), producere (reformularea mesajului, pentru
destinatarul din polul B) si interactiune (orald, scrisd, directa sau virtuald) intre cei
doi poli. Se stie ca abordarea comunicativda promova separarea activitatilor de
comunicare In patru sectiuni (receptarea mesajului oral, receptarea mesajului scris,
producerea mesajului oral, producerea mesajului scris) (Piccardo, 2012, p. 287). in
schimb, viziunea integratoare este definitorie pentru abordarea actionald: spre
deosebire de abordarea comunicativa care are o logica separatista a activitatilor de
comunicare, abordarea actionala are o logica integrativa: comunicarea e in serviciul
actiunii, iar activitdtile lingvistice sunt integrate pentru a realiza o sarcina
(Bourguignon, 2012, p. 58). Aceastd abordare integratoare conduce la un grad mai
mare de autenticitate a interactiunii in cadrul scenariilor didactice, autenticitatea
fiind unul dintre principiile de baza ale abordarii actionale (Bourguignon, 2012, p.
61). Principiile actionale in procesul de predare, invatare si evaluare presupun o
similaritate crescutd intre actiunile specifice procesului de invdtare si actiunile
specifice vietii din afara cadrului educational. In abordarea actionald, cursantul este
definit ca actor social, utilizator al limbii in situatii autentice, care depdsesc
componenta lingvistica a actiunii sociale, integrand competentele generale ale
cursantului-utilizator — savoir, savoir-faire, savoir-étre, savoir apprendre. Obiectivul
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invatarii si al evaludrii nu mai este doar cunoasterea limbii si competenta
lingvisticd, ci actiunea sociald, prin performarea competentei comunicative, dar si a
competentei generale (Bourguignon, 2012, p. 61). Plurilingvismul si
pluriculturalitatea sunt obiective majore ale politicilor europene, iar deschiderile pe
care le oferd paradigma actionald si implicit medierea, sustin principiile
democratice, intr-o societate europeana multilingva, formatda din indivizi cu
competente plurilingve si pluriculturale.

Daca in varianta din 1998 a CECLR, medierea era definitd in termeni de
interpretare (traducere a discursului oral) si traducere (traducere a textului scris)
(Piccardo, 2012, p. 288), in varianta din 2001, medierea e asociatd cu traducerea si cu
interpretariatul, dar primeste noi valente, prin includerea ei in situatii nonformale
(traducere si interpretare pentru prieteni, familie, clienti, vizitatori straini, in situatii
cotidiene, care implicd negocieri). Volumele complementare din 2018 si din 2021
ofera noi deschideri spre oportunitatile pe care le aduce medierea. Aceasta nu mai
este definitd doar ca o traducere de la o limba la alta, ci si in interiorul aceleiasi limbi
(Piccardo, 2012, p. 290).

In acceptiunea actuald, cea promovata de Volumul complementar al CECLR,
publicat in 2021, medierea e clasificatd in trei categorii:

- Medierea intre texte: transmiterea informatiilor specifice dintr-un text,
explicarea informatiilor dintr-un text, traducerea unui text scris, luarea de
notite la conferinte, seminarii, reuniuni, exprimarea unei reactii personale in
raport cu un text creativ, analiza criticd a unui text etc.;

- Medierea intre concepte: facilitarea cooperdrii intre interlocutori, cooperarea
pentru construirea sensului, gestionarea interactiunilor, suscitarea unui
discurs conceptual etc.;

- Medierea comunicdrii: stabilirea unui spatiu pluricultural, facilitarea
comunicarii 1n situatii delicate si de dezacord, asumarea rolului de
intermediar in situatii informale (intre prieteni, intre colegi) etc. (CECLR, 2021,
p- 97-122).

Enrica Piccardo propune o redefinire a categoriilor medierii, argumentand
cristalizarea a trei tipuri de mediere, a trei dimensiuni ale medierii, care sunt legate
intre ele, In mod inseparabil (Piccardo, 2012, p. 290-291):

- Medierea lingvisticd
o dimensiunea interlingvistica — traducere si interpretariat;

o dimensiunea intralingvistica — rezumarea unui text in interiorul aceleiasi

limbi, respectiv transformarea textelor sub diferite forme;
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- Medierea culturali — trecerea de la o cultura la alta, punerea in contact a
diferitelor culturi umane, sociale si profesionale, dar si legatura intre diferite
stiluri, genuri textuale in interiorul aceleiasi limbi;

- Medierea sociald — locutorul adopta ipostaza de intermediar intre diferiti
interlocutori, situatie des Intalnita in activitatile cotidiene; aceasta activitate
implica facilitarea comunicarii, reformularea unui text (scris sau oral),
reconstruirea sensului dintr-un mesaj si implicit adaptarea la destinatarul
mesajului.

Asadar, actiunea definitorie pentru mediere este reformularea diferitelor texte
(In acceptiunea larga, incluzand concepte, interventii in interactiuni comunicative
etc) cu scopul de a facilita comunicarea. Insi medierea implics, in mod
indispensabil, reconstruirea sensului, ceea ce imbogdteste acest concept cu
oportunitati mari de dezvoltare in didactica limbilor-culturi (Piccardo, 2012, p. 291).

Daniel Coste propune o alta clasificare a medierii:

a. Medierea cognitivi — faciliteaza accesul la informatii si la cunostinte;

b. Medierea relationali — contribuie la interactiune, la calitatea schimburilor si

la rezolvarea conflictelor (Coste, 2018, p. 9).

Toate aceste clasificdri ale conceptului de mediere pun fata in fata doi poli
distanti si in tensiune (Coste, 2018, p. 9), pe care procesul de mediere 1i apropie si i
detensioneaza sau {i ajuta sa inteleaga diferentele dintre ei (Coste & Cavalli, 2015,
p- 66).

LOGICA DOCUMENTARII

Vom prezenta cele cinci logici documentare din istoria didacticii limbilor-
culturi, pe care le Christian Puren le pune in relatie cu diferite paradigme
metodologice care s-au dezvoltat, de-a lungul timpului, In domeniul didacticii
limbilor straine. Ne orientam atentia asupra ultimelor doud mari paradigme din
istoria didacticii limbilor-culturi, paradigma comunicativa si paradigma actionald,
prezentate mai pe larg in lucrari anterioare (Grosu, 2019, 2020). Christian Puren
identificd cinci modele de documentare, conturate de-a lungul timpului,
corespunzatoare diferitelor viziuni metodologice din didactica limbilor straine:

1. Logica literara in didactica limbolor straine se impune in perioada in care
textele literare sunt utilizate prioritar, in activitatile de predare. Operele
literare sunt alese si studiate ca fiind reprezentative pentru un autor, o opers,
o perioadd, o miscare literara. Documentul literar a avut un rol preponderant
in predarea limbilor strdine in Franta, intre 1920 si 1960 (Puren, 2020, p. 4).
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2. Logica documentului e caracteristica aceleiasi perioade in Franta, in predarea
limbilor straine, combinand metodele directa, activa si orald, in acest caz, pe
langa textele literare, se utilizeaza documentul autentic. Dosarele temetice de
civilizatie contin documente autentice care au ca obiectiv mobilizarea
cunostintelor lingvistice si culturale ale elevilor, precum si imbogatirea acestor
cunostinte (Puren, 2020, p. 5-6).

3. Logica suport e proprie aborddrii comunicative, textul fiind pus, prioritar, in
serviciul unei activitati lingvistice. Cand sunt autentice, documentele sunt, in
general, nonlinterare, utilizate In manierd partiala, pentru a repera, punctual,
elemente de gramatic3, de lexic sau pentru intelegerea textului scris. In marea
majoritate a manualelor comunicative, unitatile didactice, finalizate cu
propuneri de simuldri de situatii de comunicare, se prelungesc cu un
ansamblu de documente culturale, uneori scurte extrase literare, care
reprezintd pretexte pentru schimburi imediate intre elevi, in clasa, ca
declansatoare ale interactiunilor comunicative (Puren, 2020, p. 10).

4. Logica documentdrii e modelul in care textele pe care le acceseaza studentii
fac parte dintr-un dosar documentar propus cursantilor si eventual, completat
de ei, documente pe care cursantii le consulta in scopul realizarii unei sarcini
finale, a unui mini-proiect. Logica documentdrii nu mai face apel la
competenta comunicativd, ci la competenta informationald. Informatiile nu
trebuie doar reperate; cursantul trebuie sa le evalueze, sa le ierarhizeze si sd le
reutilizeze (Puren, 2020, p. 11). Logica documentdrii e una dintre cele doua
logici specifice perspectivei actionale, unde textele informative sunt puse in
serviciul actiunii sociale (Puren, 2020, p. 12).

5. Logica sociala e a doua logica specifica perspectivei actionale si pune actiunea
sociald in serviciul textelor literare. Cursantul nu mai e doar lector, actor,
autor, ci devine agent literar intr-un camp social al literaturii. Aceasta logica
integreaza proiectul literar In unitatea de invatare — prezentarea unei opere
intr-o revistd, interviuri cu autorii, dezbateri publice, organizarea unei
sdrbatori a literaturii / poeziei etc. (Puren, 2020, p. 12).

Evolutia diacronicd a modelelor in logica documentara ilustreaza o crestere
constanta a contributiei cursantului in explorarea documentului sursd, ceea ce
favorizeaza dezvoltarea creativitatii sale. Daca in logica literara si in logica
documentului, operele de arta si documentele autentice sunt surse a caror valoare
incontestabild trebuie transmisad cursantului, in logica suport, documentul devine
pretext pentru interactiunile comunicative dintre cursanti. Cursantul are acces la o
multitudine de documente, nu mai este limitat la un singur document sau la
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fragmente selectate de specialisti. Acestuia se da statutul de actor social pragmatic
care, folosind competenta informationald, poate selecta documentele relevante
pentru intentiile sale. Obiectivul expunerii cursantului la documente in limba tinta
nu mai este numai absorbirea informatiilor, ci utilizarea creativa si strategica a
acestora in scopul realizarii unei sarcini exterioare textului, a unei sarcini de tip
actional, cu un rezultat concret in realitatea sociala imediata. Libertatea,
creativitatea, competenta informationald, strategiile de sintetizare ale cursantului
sunt elemente care vor pune in prim-plan mai mult cursantul, cu credintele si
valorile lui, decat textul citit sau informatia transmisa. Dacd in logica literard, cea a
documentului si cea a suportului, cursantul e inferior textului sursd, in logica
documentdrii si in cea sociald, cursantul devine agent creator: el recreeaza,
reorganizeaza si pune in valoare documentele utilizate ca sursa de documentare, in
functie de obiectivele sale sociale, de intentiile si de valorile sale.

In demersurile didactice de informare colectivd in raport cu actualititile
difuzate la radio, cursantii au parcurs trei etape: documentarea individuald,
interpretarea informatiilor si completarea acestora cu informatii din spatiul cultural
propriu, interactiunea si medierea si, In final, autoevaluarea. Documentarea
individuald s-a realizat conform logicii documentarii, cursantii putand alege un
buletin informativ recent, dintre cele puse la dispozitie de cétre cadrul didactic, pe
platforma de invitare utilizats in universitate. Intrucat ascultarea documentelelor
audio este dublatd de etapa de mediere personald a informatiilor (completarea cu
informatii similare din spatiul cultural familiar lor, identificarea aspectelor comune
sau diferite intre informatiile ascultate si propria experientd de viatd), implicarea
personald in alegerea buletinului informativ care va fi mediat, In mod personal, a
fost mai mare. Cursantii au avut libertatea de a alege subiectele care 1i intereseaza.

Logica documentarii, spre deosebire de logica suportului, ofera posibilitatea
de mediere intralingvistica (extragerea informatiilor esentiale din documentul
ascultat, extragerea informatiilor esentiale din raspunsurile oferite de Chat GPT la
intrebdrile cursantului legate de problematica abordatd), interpersonala (ilustrarea
relatiei dintre experienta personald si informatiile extrase), interculturald
(completarea informatiilor cu altele similare din spatiul cultural al cursantului),
interlingvisticd (cautarea informatiilor similare, corespunzatoare altor spatii
culturale, in alte limbi). In logica documentarii, informatiile mediate sunt noi pentru
toti cursantii, mai putin pentru cel care le mediaza; in logica suportului, informatiile
continute de text sunt accesibile tuturor, astfel ca medierea intralingvistica nu este
impetuos necesard, toti cursantii avand acces la informatiile esentiale din textul dat.
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MODELE DE IMPLEMENTARE A MEDIERII, IN iNVATAREA
LIMBILOR-CULTURI

Vom descrie in continuare experiente didactice in care am implementat
medierea, la grupele de studenti internationali de la Universitatea de Medicina si
Farmacie , Iuliu Hatieganu” Cluj-Napoca. Demersurile didactice la care ne referim
au la baza proiectul colectiv de informare despre actualitatile locale, nationale si
internationale, pornind de la buletine informative difuzate la un post de radio local.
In urma unui acord de colaborare intre postul de radio local si Universitatea de
Medicina si Farmacie , Iuliu Hatieganu” Cluj-Napoca, studentii din anul al II-lea,
pentru care nivelul de referinta este A2, au avut acces, pe platforma de invatare a
universitatii, la buletinele informative difuzate pe postul de radio local. Pornind de
la aceste documentele audio, in proiectul colectiv de informare, pe subiecte de
actualitate, li s-a propus studentilor urmatoarele douda modele de activitati :

Modelul 1
A. Documentarea individuala - fiecare cursant a ales un buletin informativ recent

si l-a ascultat, in scopul completdrii unei fise de activitate:

1. Alegeti un buletin informativ, ascultati-1 si notati cateva idei principale.

2. Cautati stiri similare din locul vostru de origine si aduceti informatii

suplimentare pentru buletinul informativ ascultat.

3. Precizati care sunt aspectele comune dintre experienta voastra personala si

subiectele abordate in buletinul informativ.

B.  Mediere siinteractiune — studentii au lucrat in echipe si au schimbat informatii
notate pe fise. Fie au schimbat fisele, fie au prezentat idei notate pe fise. Dupa
prima etapa de mediere si interactiune, a urmat a doua etapd, in care s-au
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schimbat binomurile, iar fiecare student a formulat, pentru noul partener de
echipd cea mai interesanta idee vehiculata in etapa anterioard de mediere si
interactiune. Apoi, in a treia etapa de mediere si interactiune, studentii au
formulat frontal cele mai interesante idei auzite in etapele anterioare, idei
referitoare fie la actualitati, fie la colegii care au prezentat actualitatile. De
asemenea, o alta varianta de raportare frontald este notarea pe bilete a unor
informatii vehiculate in etapele anterioare, informatii referitoare fie la colegi
(Nuam stiuciel/ ea ... .), fie la mediile socio-culturale din care acestia provin.
C.  Autoevaluare — studentii au completat urmatoarea fisa de autoevaluare:

Autoevaluare — procesul de realizarea a proiectului

1. Estimez cd am fost motivat/motivatd pentru | Da. Da? De ce?
realizarea proiectului de informare. Asa si asa.
Nu prea. Nu? Ce pot face pentru a
Nu, deloc. ameliora situatia?
2. Estimez ca sunt mai constinent/constienta de | Da. Da? De ce?
strategiile mele de invatare. Asa si asa.
Nu prea. Nu? Ce pot face pentru a
Nu, deloc. ameliora situatia?
3. Estimez cd am mai multd autonomie in | Da. Da? De ce?
invatare. Asa si asa.
Nu prea. Nu? Ce pot face pentru a
Nu, deloc. ameliora situatia?
4. Estimez ca am progresat in privita | Da. Da? De ce?
cunostintelor multiculturale. Asa si asa.
Nu prea. Nu? Ce pot face pentru a
Nu, deloc. ameliora situatia?
5. Estimez ca am progresat in utilizarea limbii | Da. Da? De ce?
romane. Asa si asa.
Nu prea. Nu? Ce pot face pentru a
Nu, deloc. ameliora situatia?
6. Estimez ca am adus o contributie personala si | Da. Da? De ce?
eficientd In activitatile de invatare in grup. Asa si asa.
Nu prea. Nu? Ce pot face pentru a
Nu, deloc. ameliora situatia?
7. Estimez ca activitdtile colective m-au ajutat in | Da. Da? De ce?
schimbarea unor opinii personale. Asasi asa.
Nu prea. Nu? Ce pot face pentru a
Nu, deloc. ameliora situatia?

171




Limbajele specializate intre mediere, traducere, tehnologii educationale si impactul IA

A.

172

Modelul 2

Documentare colectiva — cursantii aleg prin vot una dintre cele doud-trei
actualitati selectate de catre cadrul didactic, apoi asculta toti acelasi buletin
informativ, cu scopul de a rdspunde la intrebarile cine?, cind?, unde?, ce s-a
intdmplat?, de ce?. Avand posibilitatea sa aleaga dintre doud sau trei titluri de
buletine informative, aspect foarte important in demararea activitatii,
studentii 1si manifesta interesul pentru un anumit subiect si in acelasi timp
rolul de actori sociali, afectati sau motivati intr-o mai mai mare sau mai mica
masurd de subiecte de actualitate din societatea in care trdim. Daca subiectul
votat pentru activitatea de documentare colectiva este altul decat cel preferat
de anumiti studenti, subiectul preferat poate fi aprofundat in mod individual,
ulterior, in mdsura in care interesul se mentine. Cu alte cuvinte, posibilitatea
ca studentii sa aleagd un subiect de actualitate care va reprezenta punctul de
plecare pentru activitatea didactica, conduce, pe de o parte, la asumarea
rolului de actor social, iar pe de alta partd, suscita interesul pentru
documentari individuale, ulterioare activitatilor de invatare in clasa.

Mediere si interactiune — dupa prima ascultare sau dupd a doua ascultare,
cursantii lucreaza in perechi pentru a-si completa reciproc notitele. Medierea
se realizeazd, In acest caz, prin reformularea, explicitarea, simplificarea
informatiilor intelese de un cursant, astfel incat acestea sa fie transmise
partenerului de echipd, urmand ca mai apoi sa fie reformulate de cel care le
ascultd, pentru a fi notate sintetic. Se asculta buletinul informativ inca o data
pentru verificarea informatiilor notate si pentru completarea acestora, apoi,
frontal, fiecare cursant sau fiecare binom formuleaza o idee interesanta si
noud. Astfel, infomatiile formulate frontal si notate pe tabla vor depasi
cantitativ infomatiile notate in mod individual, iar fiecare cursant va putea sa
iti completeze notitele. in prezentarea frontald a infomatiilor, li se cere
cursantilor o mediere a informatiilor prin filtrul personal, in functie de gradul
de noutate a datelor notate. Studentii formuleaza enunturi de tipul ,Nu am
stiutca..”, ,E interesat cd ...”, ,,E bine cd ...”, , E revoltitor cd ...” etc.
Documentare individuala dupa logica documentarii, mediere si interactiune
— studentii sunt rugati sa caute informatii ce reiau subiectul abordat in
buletinul infomativ ascultat, corespunzatoare spatiului cultural propriu.
Sursele de informare sunt la alegere, pe de o parte, documente accesibile
online in limba romana sau in alta limba la care au acces cursantii, pe de alta
parte, Chat GPT in limba romana. Cursantii se documeneaza in mod
individual, dupa logica documentarii, urmand sa sintetizeze, in limba
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romand, informatiile esentiale pe care vor si le transmiti colegilor. In plus,
cursantii aduc informatii suplimentare legate de experienta lor personald in
raport cu subiectul de documentare. Studentii devin, astfel, in primul rand
mediatori intre alt spatiu cultural si subiectul abordat de buletinul informativ,
dar si intre propriile experiente de viatd si subiectul abordat. Medierea si
interactiunea devin, pentru cursanti, un cAmp foarte propice intercunoasterii.

Dincolo de progresul in limba romana, care este doar unul dintre dintre cele
sapte criterii de autoevaluare (alaturi de motivatie, constientizarea strategiilor de
invdtare, autonomie, progresul in cunostintele multiculturale, progresul in
utilizarea limbii, contributia personald la activitatile de invatare in grup, utilitatea
activitatilor de grup pentru realizarea proiectului), se urmdreste medierea tuturor
resurselor utilizate, prin filtrul personal al fiecdrui cursant, precum si interactiunea

dintre acestia, in construirea sensului.

CONCLUZII

Studiul nostru evidentiaza relatia indestructibila dintre logica documentarii
si mediere, precum si alinierea la politicile lingvistice europene, prin implementarea
acestor concepte (logica documentarii si medierea) in didactica limbilor-culturi.
Proiectul de informare despre actualitatile locale, nationale si mondiale, care are la
bazd logica documentdrii si in care fiecare student alege un buletin informativ dintre
sursele de informare puse la dispozitie favorizeaza medierea intralingvistica,
interculturald si interpersonald. Medierea, indestructibil legata de interactiune,
impreund cu receptarea orala si scrisa, precum si cu producerea orala si scrisa,
activitati care se regasesc si In demersurile didactice descrise mai sus, conduc la
adoptarea, de cdtre student, a ipostazei de actor social, dar si la progresul in limba
tinta. Acest progres se desfdsoard dupd un model experiential, in care actorul social
mobilizeaza toate competente sale (generale si lingvistice in realizarea unei sarcini)
si pe care le amelioreaza in timpul procesului de invatare-utilizare a limbii.

Libertatea de a alege, valorificarea individualitatii fiecdrui cursant,
valorificarea contextului socio-cultural responsabil de filtrarea informatiilor,
experientiald a unei limbi strdine, sunt valori aliniate politicilor lingvsitice europene
actuale. Logica documentdrii este, conform demersului argumentativ de mai sus,
cheia In implementarea medierii si a abordarii actionale in didactica limbilor-
culturi.
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Using Drawing and Scenario Writing Apps
to Create ESP Content

CARMEN-NARCISA ALBERT!, MIHAELA MIHAI?

Abstract: One of the most challenging aspects to teach in an effective manner within the
framework of ESP (English for Specific Purposes) classes is represented by technical vocabulary
as it poses the issue of assimilating a quantitatively increased range of specialised clusters of
words, collocations and idioms. Taking into account the pervasive manifestation of technology
in education nowadays, a logically rendered response of its ubiquity in students’ daily life, the
current paper focuses on methodologically detailing the productive use of several applications
in the case of students specializing in Horticulture and Landscaping, as well as in Management
and Engineering in Tourism. The educational activities are designed around using both
drawing apps, for Horticulture and Landscaping students and scenario writing apps, for
Management and Engineering in Tourism students. In both contexts, these are meant to help
the students benefit from the ESP interaction sessions by acquiring the targeted vocabulary
unit, while mostly employing visual learning skills (in the former case) and by engaging them
in communicative sequences that aim to develop speaking skills in professional situations,
therefore inherently making use of specialized vocabulary. In addition, we mention that the
selected apps, Sketchbook and Story Plotter, were created for mobile phones and other similar
devices, thus facilitating immediate applied access. The ESP activities described in this paper
put emphasis on the students’ constant engagement in creating valuable educational content,
transforming the learning process into an integral part of Foreign Language Enjoyment (FLE).

Keywords: technical vocabulary, drawing apps, scenario writing apps, visual learning skills,
communicative skills

INTRODUCTION

GENERAL CONSIDERATIONS

Teaching English for Specific Purposes (ESP) at Higher Education level has
become a comprehensive venture, converging the attention given to students’

! Lecturer, University of Agricultural Sciences and Veterinary Medicine of Cluj-Napoca, Department
of Transversal Competencies

2 Associate professor, University of Agricultural Sciences and Veterinary Medicine of Cluj-Napoca,
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individual learning needs towards correlated insertions of learning traits and
external reality characteristics within the educational process. Taking into account
the theoretical aspects to be enlarged upon in the following sub-section, the current
paper focuses on analytically describing several activities to be implemented during
the ESP classes for students specialising in Horticulture, Landscaping and
Management and Engineering in Tourism, as well as their advantages from a
methodological standpoint and from the learners” perspective. As such, the paper
is meant to underline the educational interactions for ESP subjects, targeting the
effective acquisition of technical vocabulary and the improvement of
communicative skills. In order to facilitate an efficient, contextualised aim
achievement, two mobile phone applications will be further detailed, namely
Sketchbook and Story Plotter, the former being employed for devising specialised
vocabulary teaching-learning sequences, while the latter, for ensuring practical
support when writing specialisation-related scenarios leading to professional mock-
situations used for developing speaking skills. As a result, several possible output
activities are minutely rendered, backed by students” ESP knowledge and mostly

enlisting their creativity and jocularity, in a performative manner.

THEORETICAL CONSIDERATIONS

The English for Specific Purposes (ESP) educational process has been
predominantly associated, via effective and long-term teaching practice, with two
major aspects arising from applied regular interactions, namely technical
vocabulary assimilation and speaking/communicative skills improvement.

In answering the question of what exactly the ESP vocabulary comprises,
some researchers have identified three main categories, as follows: the technical or
specialised vocabulary, with terms used and comprehended within a certain
domain; the semi-technical or sub-technical one, consisting of meaningful items
inside and outside a specific field (with the same or different comprehensive target);
and a general vocabulary serving as basis for various communicative contexts, be
them professional or not (Woodrow, 2018, p. 43). By keeping the threefold division,
as well as a similar content correlation, other researchers use the phrases Tier One
(basic vocabulary), Tier Two (cross-curricular, frequently-used vocabulary) and Tier
Three (area-restricted vocabulary with a subsequent low use frequency) (Beck et al.,
2013, Coxhead, 2017).

One of the main issues posing significant challenges in the course of teaching
specialised vocabulary refers to the efficient assimilation of large units,
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incorporating different lexical patterning structures such as vocabulary clusters,
collocations and formulaic language (Woodrow, 2018, p. 43-44), Botany and
Medicine being given as relevant examples from this point of view (Nation, 2013;
Coxhead, 2017). Since vocabulary knowledge is also tightly connected to the content
of specialisation-related knowledge (Woodward-Kron, 2008; Coxhead, 2017), this
task becomes even more demanding for both the ESP provider and the higher
education learners. And the difficulty level is even more enhanced when English is
actually the latter’s secondary language. The main reason for this resides in the fact
that, although the amount of practical information to be acquired is the same, its
corresponding renderings are doubled form a lexical standpoint - the learners need
to retain the lexical items in both their native language and in the targeted foreign
language. However, the predicament of such a learning task is surpassed by the fact
that, once gained and reinforced, the respective technical vocabulary will
strengthen the students’” chances of better integrating into their professional
communities, allowing them a common comprehensive communicative support
(Ivang, 1998; Wray, 2002; Woodrow, 2018).

Communicative skills, whether the communication takes place in an oral or
written format, significantly contribute, along with technical vocabulary corpora, to
the foundation of the ESP educational endeavours with Higher Education students.
Furthermore, the communicative competence conceptualised by Hymes in 1966
(Woodrow, 2018, p.33) is further segmented into four sub-competences, namely
grammatical, sociolinguistic, discoursal and strategic, the third one revolving
around coherence and cohesion of spoken interactions and written practice (Canale
& Swain, 1980; Woodrow, 2018). Nevertheless, within the specific ESP context, the
ability to produce written messages is, quite often, subsumed to the ability to
produce oral messages. Thus, it is largely used as a prompt for organizing ideas
while using technical and semi-technical vocabulary, as well as a pre-speaking
sequence meant to ensure fluency to a professionally situated spoken activity
(dialogue, presentation). Moreover, the specificity of these activities also relies on
providing enough authentic input (Woodrow, 2018, p.152-160) which should
transform them into contexts similar to real-life situations, therefore offering the
students the opportunity to engage in meaningful, genuine exchanges.

Intertwining the two aspects mentioned above and within the greater
framework of employing as many technological advancements into the educational
field, the concept of M-learning (using mobile phones during classes for learning
purposes) turns out to be one of the most efficient and versatile teaching-learning
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media, from several perspectives (Rangel-de Lazaro & Duart, 2023), among which
the following are worth mentioning;:

e accessibility - both the devices and the corresponding learning applications
are, nowadays, commodities for the majority of students (Mata et al., 2021), if
not for all;

e readiness - the students are always ready and enthusiastic when it comes to
using their mobile phones and/or tablets for different activities, especially in
an environment that is mostly associated with a higher degree of cognitive
effort, and not with the comfort of carefree activities;

e mobility - learning can happen anywhere, anytime (Naveed et al., 2023);

e collaboration - students may learn in a collaborative manner (Goksu, 2021)
and, thus, benefit from improved information retention rate;

e visuality - when employing M-learning devices and their corresponding apps,
the information provider (the ESP provider, in this case) does not only bank
on the digital traits of the selected educational tools, but also on the highly
visual nature of both knowledge assimilation, in the case of 60% of the learners

(Gitnux, 2024) and the students’” preference for visual input during classes
(55%) (Gitnux, 2024).

EDUCATIONAL INTERACTIONS FOR ESP SUBJECTS

The particular English for Specific Purposes (ESP) activities targeted by the
present paper address the 1% year undergraduates specialising in Horticulture,
Landscaping and Management and Engineering in Tourism, the main reason
residing in the fact that, according to their respective subject outline, the syllabus is
designed in such a manner as to offer ample, comprehensive topics related to the
specific, curriculum-based courses to be attended by students (the teaching
language for these courses is Romanian).

There are two major directions for the educational interactions, namely one
focusing on effectively and enjoyably teaching technical vocabulary (supported by
semi-technical and general vocabulary insertions) and another one aiming at
simulating real-life communicative situations, thus being prompted by previously
prepared written scenarios (Woodrow, 2018). In the case of the former, due to the
subject outline topics for Horticulture and Landscaping, the ESP interactions to be
analytically rendered centre on using Sketchbook, a drawing mobile phone
application that is free to install and easy to use. Out of the topics mentioned in the

Horticulture and Landscaping ESP subject outlines at the University of Agricultural
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Sciences and Veterinary Medicine of Cluj-Napoca (first and second semesters), the
most relevant to be tackled with the help of Sketchbook-based ESP exercises refer
to herbs and medicinal plants (picture dictation), fruit and vegetable growing (idioms
and word puns), types of trees (guess the tree) and irrigation systems (create your ideal
garden). Because of the large amount of technical vocabulary items to be acquired
in English, selecting this drawing app for teaching-learning purposes is one solution
that appeals to a different set of skills, an aspect which is pedagogically and
methodologically meant to divert the students’ attention away from the high
difficulty level of the task (from a quantitative standpoint) while associating
positive emotions, and thus transforming the learning process into an engaging
activity (Mihai et al., 2022).

The second direction mentioned above revolves around students specialising
in Management and Engineering in Tourism, in an attempt to ensure a dynamic
transfer of knowledge (Rajapakse, 2020, p. 196), at the level of area-related concepts
grasped in both the students’ native language (Romanian) and in their first foreign
language (English). The end-result communicative activities aim to improve
speaking skills in professional mock-situations, but the analytical interest lies with
the written exercises designed as props, ensuring a smooth ongoing of the targeted
speaking contexts. As such, the mobile phone application to be employed is Story
Plotter which functions as a scenario writing digital tool, boosting the students’
engagement in and motivation for an otherwise disfavoured activity (i.e. writing).
Out of the topics in the ESP subject outline (first and second semesters), banking
(dialogue writing and performing) and marketing (ad writing and presenting/
performing) were selected for simulating professional communicative
circumstances, the corresponding technical and semi-technical vocabulary being,
this time, the aid meant to lead to improved presentation skills in a foreign

language.

AFFORDANCES OF SKETCHBOOK AND STORY PLOTTER

Sketchbook is an accommodating mobile phone application, occupying 78,19
MB storage space. The functions listed in the upper part of the screen are displayed
in a single bar and, once accessed there are several options one can choose from; the
bar is also complemented by an almost invisible button situated at the bottom of the
screen which, when pressed, quickly shows the most practical of functions. Besides
the regular functionalities of saving the sketch, sharing it, importing other sketches
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and undoing previous actions, the most important traits comprise, on one hand, the
extremely wide range of pen tips that one can employ in order to render different
types of drawing or even painting - there are 17 categories (primary/basic, markers,
legacy, traditional, fine art, designer, smudge, glow, etc.), each of them displaying
between 6 and 18 variations -, and, on the other hand, a varied array of colours and

hues, all with the possibility of fine tuning and special adjustments (Figure 1).
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Figure 1. Sketchbook features
Source: My personal archive

In addition, there is a set of yet another 12 complementary drawing actions
that could improve the final result - selection, transform, fill, quides, symmetry, draw
styles, predictive stroke, import image, perspective guides, text, time-lapse and auto-hide.
However, when used as a tool for ESP technical vocabulary retention, with
Horticulture and Landscaping students, the 15 options each for basic pencil and,
respectively marker categories suffice the educational objectives of the designed
activities. Obviously, any of the complementary actions can be added, according to
the students” individual choices (text, auto-hide and symmetry efc.).

With a size of 92,76 MB and basically meant for writing narratives, Story
Plotter is also suitable for ESP scenario writing exercises in the case of Management

and Engineering in Tourism students, as it allows collaborative pair or group work,
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while also offering a readily available instrument for visually organising ideas and
mock-dialogue progressions to be further exposed in oral interventions. The app is
designed as to replicate a notebook, with a bottom bar allowing access to idea and
plot notes, as well as a quick “add idea” button, and four main features projected in
the upper part of the screen: Create Time series, Create Correlation diagram, Create
Character and Write Story (Figure 2), each of them leading to different structures to
help with the writing task, also displaying plot-, environment-, character- and
theme-related elements.

Idea Note Q = ® <  Inputidea P @

( \ Idea Color

Advice No.1

Start creating part of your story! Write Idea
What's your favorite movie, manga, or novel scene?

Add an Idea using the button on the bottom right 3 Add image
[

Other features

‘ Tag Settings
Create Time series Create Correlation diagram

haracter name, etc

Create Character Write Story

B Folder Settings

Folder name : None

G Time limitation Settings

e.g Character’s birthday, preparing for the event

none -

!l

Idea Note

Figure 2. Story Plotter features
Source: My personal archive

Two major traits from the ESP point of view refer to the possibility of choosing
the type of story to write, among them being micro stories and free mode writing
and to the procedure of inserting images into the writing proper, selected form
personal devices.
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SKETCHBOOK - TECHNICAL VOCABULARY - HORTICULTURE
AND LANDSCAPING STUDENTS

Among the many achievable designs of ESP activities targeting technical
vocabulary in the case of students specialising in Horticulture and Landscaping, the
current research analytically details four that can be practically and engagingly
delivered by using the mobile phone app Sketchbook.

The first exercise refers to a classical picture dictation that could be easily
inserted within the pedagogical activity layout corresponding to the herbs and
medicinal plants topic in the students” ESP subject outline, as the items of technical
vocabulary to be assimilated are numerous. In order to actively involve the learners
in a drawing activity that actually targets listening comprehension skills in a
specialisation-related context, the selection criteria should revolve around colourful
plants and/or herbs and difficult terms to remember, so that the individual
chromatically-varied results could add to the construction of positive emotions
further leading to a better and long-term retention. As such, some target-vocabulary
suggestions may refer to the following set of plants: seabuckthorn, the great yellow
gentian, the great burdock, echinacea, lavender, marigold and aloe vera
(nurserylive.com). These are relatively simple to draw and do not require a high
degree of artistry. However, this exercise should be introduced in the practice
sequence of the meeting so that the students may first get at least visually
acquainted with the topic, as this will reduce their anxiety in dealing with such a
task. In addition, the descriptive content of the dictation proper should be a blend
between technical, semi-technical and general vocabulary, with Encyclopedia
Britannica being a reliable source from this point of view (britannica.com). The ESP
provider should be the one to generate at least the first picture dictation; according
to students’ response and, if willing, the dictation task could be transferred to one
of them so as to transform the activity into a peer-learning experience.

The second exercise covers a set of idioms and word puns from the topic of
fruit and vegetable growing and it is based on lexical jocularity meant to enhance
students” engagement by resorting to their natural curiosity and sense of humour.
Some examples of the potentially addressed elements are the following: carrot and
stick, as cool as a cucumber, hot potato, to be the apple of one’s eyes, apple-pie
order, to polish the apple, rotten apple, to be a hard nut to crack, to be full of beans,
to spill the beans, in a nut shell, as nutty as a fruit cake (The Free Dictionary by
Farlex), or any of the word puns shown in Figure 3 (Kuehn, 2024).
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Figure 3. Word puns
Source: https:/[www.rd.com/article/vegetable-puns/

An effective and interactive manner of organising this activity would be to

require the students to work in pairs; each pair should get distinctive sets of idioms

and/or word puns. After searching for their meaning and/or understanding the pun,

they will need to use the Sketchbook app and individually draw the given selection;

the drawings will be shared with the rest of the class and the other students will be

asked to guess the idiom, thus ensuring a raised level of engagement, motivation

and collaborative work.

The third and the fourth exercises are more creative in nature, without the

ESP provider’s controlled guidance, both of them, though, benefiting from the fact

that they can be put into practice by using Sketchbook. The former implies pair

work and can be considered a consolidation activity, following previously
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introduced technical vocabulary items on types of trees, some of these being terms
such as fir, spruce, weeping willow, birch, ash tree, elm, oak, yew, poplar, acacia, carob tree,
chestnut tree, walnut tree, cocoa tree, rubber tree, ebony and mahogany (britannica.com);
each of the two students in the created pairs will select two or three items,
graphically render them and then ask their colleague to guess the tree, by also
providing supplementary clues, if needed. The latter is individually conducted and
it fully relies on each student’s artistic nature, as well as on their designing skills, as
it requires them to create a sketch of their ideal garden by also implementing an
irrigation system; the activity could be conceived as a follow-up of a listening
comprehension sequence resulting from watching a topic-related clip (Garden
Answer, 2020). It is also intended to be further presented as a shortened, on-the-
spot conceptualised version of PBL (project-based learning) in which the students
are invited to share their ideal garden with the rest of their colleagues, by presenting

and explaining the sketch schematically drawn in the Sketchbook format.

STORY PLOTTER - COMMUNICATIVE SKILLS - MANAGEMENT
AND ENGINEERING IN TOURISM STUDENTS

Story Plotter is one of the mobile phone applications that can be used in an
adaptive manner to fulfill different writing tasks, either per se or as preparatory
exercises. Although there are many topics in the ESP subject outlines for students
specialising in Management and Engineering in Tourism that this app could be
employed as a support of, the current paper tackles only two of them, namely
banking, for dialogue writing, and marketing, for ad writing. Both contexts are meant
for the students to make use of technical and semi-technical vocabulary when
solving the respective tasks, and for willing further performance of the respective
written products (the dialogues and the ads). Placed in the larger frame of teaching
banking vocabulary and ensuing a correlated listening activity (Master Everyday
English, 2023), as well as the analytical discussion of a sample dialogue
(GrammarBank), the students are tasked with writing a dialogue, while working in
groups, using Story Plotter and choosing one of the following scenarios: opening a
bank account, withdrawing money from the bank, taking back one’s bank account
password, borrowing money from the bank and depositing money in an account.
The targeted vocabulary structures to be used are those appearing in the clip, the
dialogue, as well as any other discussed in previous ESP meetings (Albert, 2023, p.

79-89). Some representative examples could be credit policy, payment terms, account,
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debts, to write off, current assets, intangible assets, to charge, balance, principal, interest,
borrower, lender, capital loan, overdraft facility, to go into the red, joint account, interest
rate, to go overdrawn, plastic, mortgage, to apply for a personal loan, etc. The second major
unit refers to marketing and, the interrelated ESP activity revolves around
generating ad scripts by students working in groups and using the Story Plotter to
jut down their plot ideas, characters and dialogue lines. Moreover, they can use
images to help design their end-product, as well as sketches individually achieved
through Sketchbook. This activity is less guided from the perspective of the
technical vocabulary input, as it allows the students creative flexibility and applied
opportunities for materializing different marketing concepts such as the 4 Ps
(product, price, place, promotion), selling, target market, digital strategies, customer needs

etc (Kotler, 2000, Northern Arizona University website).

CONCLUSIONS

One of the major characteristics of the educational process nowadays refers to
the challenge of transforming the learning environment into a highly interactive
medium, usually by incorporating two main aspects, namely the insertion of
technology and the design of engaging, even performative tasks, while, at the same
time, maintaining a raised level of teaching-learning efficiency. This also,
inherently, applies to ESP classes for Higher Education students. The particular case
of students specialising in Horticulture, Landscaping and Management and
Engineering in Tourism at the University of Agricultural Sciences and Veterinary
Medicine of Cluj-Napoca has been tackled by the current paper, being even further
narrowed down to the sequences of enriching technical vocabulary and improving
productive skills, especially as the former facilitates specialised information
acquisition and corresponding updated content (Afzal, 2019). The two mobile
phone apps chosen as suitable tools for rendering these specific teaching aims were
Sketchbook and Story Plotter, mostly due to their ease of use and fast access, thus
answering the students’ preference for introducing technology, as an element of
their daily reality, into the learning practice. The ESP methodological activities
suggested were focused on several specific topics - technical vocabulary related to
medicinal plants and herbs, fruit and vegetable growing, types of trees and
irrigation systems, for Horticulture and Landscaping students, and productive
skills associated tasks on the themes of banking and marketing for Management

and Engineering in Tourism students. The main advantages of the exercises
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described in the previous section impinge on enabling students to proficiently
assimilate the targeted information cluster by employing the principles of visuality
(picture dictation and drawing renderings in the Sketchbook format), lexical
jocularity (reinterpretation of lexical units - idioms), as well as on creativity
(presenting an individually designed garden sketch, writing contextualised
scenarios as props to be further used for fulfilling performative tasks). However, a
future research direction would refer to conducting a controlled progression of
applying these activities, while quantitatively measuring the students’ degree of

satisfaction and effective information retention.
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Using Student-Delivered Oral Presentations
as Instructional and Assessment Tools
in an ICLHE Context

MEZEI VLAD-GEORGIAN!

Abstract: The term ICLHE (Integrating Content and Language in Higher Education) names a
pedagogical approach that applies the CLIL (Content and Language Integrated Learning)
principles to tertiary education. In other words, courses conceived and delivered according to
ICLHE are taught in a foreign language and have a dual objective: content knowledge
acquisition and improvement of language proficiency. One such course is Techniques and
Methods of Negotiation and Communication (Tehnici si metode de negociere si comunicare)
taught in English to non-native English-speaking MA students at the Faculty of Physical
Education and Sport of Babes-Bolyai University. The present paper explores various uses of
student-delivered oral presentations as instructional and assessment tools in higher education.
The article contains five sections of which the first three are based on literature review and the
fourth draws on the author’s personal experience as a course tutor. Firstly, a rationale for using
oral presentations in tertiary education settings is provided. Secondly, benefits and challenges
of using student-delivered oral presentations for teaching, learning and assessment purposes
are detailed. Thirdly, pedagogical recommendations for integrating student-delivered oral
presentations into courses are delineated. Fourthly, the author’s personal pedagogical
approach to incorporating oral presentations into Techniques and Methods of Negotiation and
Communication is laid out. The concluding section emphasizes the importance of factors such
as the course tutors’ familiarisation with the existing literature on the topic, their teaching
experience and the emotional and instructional needs of the students in the development of a
strategy for integrating oral presentations into a university course.

Keywords: Integrating Content and Language in Higher Education (ICLHE), oral presentation,
teaching, learning, assessment

INTRODUCTION

The term ICLHE (Integrating Content and Language in Higher Education)
names a pedagogical approach applied to a university course in which subject
content is taught in a foreign language and which has a double goal: content

! Lecturer, Babes-Bolyai University.
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acquisition and language skills development. Within this frame of reference, each
lesson includes explicit instruction in content as well as language use (Schmidt-
Unterberger, 2018, p. 534). In fact, ICLHE is the tertiary education counterpart of
the more well-known term Content and Language Integrated Learning (CLIL)
(Costa and Coleman, 2013, p. 5), which is defined as “as a pedagogical approach
with a dual focus, involving the integration of (second/foreign/target) language
study with the study of a subject domain instructed in that language” (LANQUA).

The language policy of Babes-Bolyai University specifies that at least two
courses taught in an international language in conformity with the CLIL approach
must be comprised in the curriculum plan of each master’s programme provided
by the university. “Tehnici si metode de negociere si comunicare” —referred to in
this article as “Techniques and Methods of Negotiation and Communication”
(TMNC)— is one such English-taught course offered by the Faculty of Physical
Education and Sport of Babes-Bolyai University as part of the curriculum plan of
the master’'s programme called Management of Sports Organizations and
Activities. With a duration of 14 weeks, the course comprises a lecture (2 hours long)
and a seminar (1 hour long) per week and it is addressed to non-native speakers of
English specialising in sports management.

Starting from the author’s experience as the tutor of TMNC, the present article
explores various implications of integrating student-delivered oral presentations
into tertiary education courses for instructional and assessment purposes. The first
part of the paper highlights the special importance placed on students” delivery of
oral presentations and mastery of public speaking skills by higher education
institutions and European educational policy makers. The second section presents
the opportunities and challenges of using oral presentations in the classroom. The
third part focuses on recommendations for integrating student-delivered oral
presentations into courses. While the first three sections are based on a review of
the literature on the topic, the fourth delineates the author’s personal approach to
incorporating student-delivered oral presentations into TMNC. The author hopes
that the synthetic presentation of the major aspects dealt with in the literature and
the description of his personal pedagogical approach might be helpful to course
tutors who intend to use student-delivered presentations as part of their
instructional and assessment strategy.
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A RATIONALE FOR USING ORAL PRESENTATIONS
IN TERTIARY EDUCATION

The author’s decision to incorporate oral presentations into TMNC is
motivated primarily by the relevance of developing oral presentations skills to
students” academic and professional communicative needs. Firstly, as most
university students worldwide, the course attendees need to be acquainted with the
conventions of English-language academic discourses in order to comprehend
subject matter knowledge, develop careers and become successful learners (Hyland,
2006, p. 24). The student-delivered oral presentation is considered a spoken
academic genre (Hyland, 2006, p. 50) or a situation in which speaking for academic
purposes occurs (Jordan, 1997, p. 193), which makes it a suitable learning and
assessment activity in tertiary education settings.

Secondly, as students in management, the course attendees need to become
proficient in delivering oral presentations since good public speaking skills are vital
to fulfilling managerial functions. Giving briefings, presenting reports, increasing
staff morale, directing and coordinating effort, participating in decision-making
processes are some of the most common uses of presentations in a manager’s daily
routine. Furthermore, success in domains such as market research and advertising
depends on high quality presentations (Hargie et al., 2004, p. 148).

The literature on the topic supports the use of oral presentations as learning
and assessment tools in higher education settings. Tasking students with presenting
content related to a particular discipline is a widespread practice in universities
around the world. Omnipresent at tertiary level, oral presentations enjoy special
popularity as learning and assessing modes (Tsang, 2020a, 2020b). Given that
developing students’ foreign language communication skills is a priority in the
context of the globalization and internalization of higher education (Gallardo del
Puerto & Martinez Adridn, 2015), and that presentations skills are one of the facets
of communication skills (Tsang, 2020b), oral presentations should be used as
learning tools not only in courses delivered in students” L1 but also in English-
taught courses (Gallardo del Puerto & Martinez Adridn, 2015).

Moreover, the importance of oral presentation skills has been widely
acknowledged and the necessity of their development has been emphasized in
higher education curricula (De Grez et al., 2009). Regardless of the field of activity,
being able to present information publicly in a clear and eloquent manner in
academic and professional settings is seen as one of the fundamental
competences/soft skills of graduates of tertiary education (Van Ginkel et al., 2015;
Van Ginkel et al., 2017; Murillo-Zamorano & Montanero, 2017). Moreover,
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mastering the ability to present is crucial to achieving efficiency in the workplace,
building career success and effectively participating in a democratic society (Van
Ginkel et al., 2017).

The European educational policy makers, too, recognized the ability to
present as a major component of tertiary education including it among the key
learning outcomes to be achieved by higher education graduates. Thus, according
to the framework for qualifications of the European Higher Education Area, in
terms of communication, students must be able to “communicate information,
ideas, problems and solutions to both specialist and non-specialist audiences”
(BWGQF, 2005, p. 195) in order to complete the first cycle of tertiary education.
Furthermore, completion of the second cycle involves students being able to
“communicate their conclusions, and the knowledge and rationale underpinning
these, to specialist and non-specialist audiences clearly and unambiguously”
(BWGQF, 2005, p. 196).

The Common European Framework of Reference for Languages (CEFR) —an
essential policy instrument concerning language education developed by the
Council of Europe— mentions oral presentations among the productive activities
playing a significant role in academic and professional fields (Council of Europe,
2020, p. 60). They are referred to as “addressing audiences.” The scale describing
the ability to give presentations at public events, in meetings, seminars or classes
includes the following aspects: type of address (the complexity of the presentation),
considering the audience (adapting the presentation to the needs of the audience),
and ability to handle questions (Council of Europe, 2020, p. 65). In addition to the
productive elements of presentations, CEFR offers details on the receptive ability
necessary to understand the speaker as a member of a live audience while
participating in meetings, seminars, conferences, lectures, guided tours or various
celebrations. The scale describing this type of oral comprehension is founded on key
concepts such as following a talk accompanying real artefacts and visual aids, the
degree of accommodation to the audience, familiarity of the situation and subject
matter, and following a line of argument and distinguishing main points (Council
of Europe, 2020, p. 50).

Taking into account that making oral presentations is relevant to students’
academic and professional instruction and that developing oral presentation skills
is highly valued by universities and European educational policy makers, it can be
maintained that student-delivered presentations can legitimately be used for
instructional and assessment purposes in TMNC.
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BENEFITS AND CHALLENGES OF USING STUDENT-DELIVERED
ORAL PRESENTATIONS AS LEARNING AND ASSESSMENT TOOLS

The student-delivered oral presentation is a versatile pedagogical tool that
accomplishes a multitude of functions. A primary advantage is that it works both
as a learning activity and a form of evaluation (Ramos-Alvarez & Luque, 2010, p.
336). In both cases, it infuses variety into the teaching-learning process. In terms of
teaching, oral presentations are among the activities that can be utilized as
alternatives to traditional forms of instruction such as large group lectures. With
regard to assessment, oral presentations can be used as complements to traditional
methods of evaluation such as pen-and-paper tests (Ramos-Alvarez & Luque, 2010,
p. 336).

Students can benefit from preparing and delivering oral presentations by
becoming competent communicators. Oral presentations involve students in a
process during which communication happens both at the delivery stage and in the
preparation phase when students negotiate meanings with each other in order to
choose methods of presenting their ideas to the audience (Brooks & Wilson, 2015,
p. 203). Accomplishing a task as a group involves interacting by means of
meaningful language use (Chou, 2011, p. 273). In this context, target language can
be practiced through exchange of ideas (Chou, 2011, p. 272).

In addition to developing interpersonal communication skills, the preparation
stage encourages students to engage in cooperative learning. This method of study
is considered beneficial in the language classroom for several reasons among which
increasing the efficiency of the teaching-learning process, boosting learner
motivation, and fostering inter-learner communication and collaboration (Chou,
2011, p. 272).

Furthermore, for a successful presentation delivery and a satisfactory
performance during the Q and A session, students need to develop a complex set of
communication skills. Various rubrics designed to evaluate the quality of oral
presentations are informative in this respect. One such rubric focuses on the
following aspects: keeping the attention of the audience, maintaining eye contact
with the audience, adopting an open posture, employing illustrative gestures, using
voice in an appropriate manner (in terms of pace, volume, and articulation),
adjusting to the audience’s verbal and non-verbal signals, clarifying the goal of the
presentation, starting and closing with an appropriate introduction and conclusion,
connecting the relevant parts of the subject in a creative way, increasing the
audience’s level of knowledge, and producing attractive and readable slides that
are supportive of presentation (Van Ginkel et al., 2017, p. 486). Another rubric takes
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into account elements such as pronunciation, clarity, accuracy, fluency, and the
ability to express ideas in such a way that understanding is ensured. Being able to
listen, ponder, give answers, express viewpoints, and defend the information
presented is also considered desirable in a successful presenter (Ramos-Alvarez &
Luque, 2010, p. 342-344). According to a third rubric, an additional aspect worth
paying attention to in the evaluation of a presentation is the ability to manage time
effectively (Otoshi & Heffernen, 2008, p. 78).

Moreover, delivering an oral presentation is a useful pedagogical tool in that it
fosters the development of a wide array of study skills such as introducing and
concluding, describing, defining, exemplifying, classifying, assuming, hypothesising,
comparing, advising, expressing caution, summarising, paraphrasing, formulating
questions, agreeing, disagreeing, interrupting, and apologising. Many of these are
used in other forms of academic communication as well (i.e. writing essays, reports,
dissertations, theses, and exams) (Jordan, 1997, p. 9).

What is more, producing and using visual aids to support speech has
particular instructional merits in terms of developing students” multimodal
communication skills. Turning the text of the presentation into slides is one of the
tasks that students in higher education are expected to perform. This is done
according to a set of good practices. One of these says that only the main points of
the speech should be included in the slides in a form which is more concise than the
full text of the presentation. Additional normative recommendations with respect
to slide design include instructions on text and slide colour, font size and pictures,
animations, or diagrams (Gillett et al., 2009, p. 246-247).

Foreign language proficiency improvement is another major benefit of
student-delivered oral presentations. They promote the development of oral
competence in L1 as well as in L2 (Gallardo del Puerto & Martinez Adrian, 2015, p.
77). One instructional merit of oral presentations in this respect is that they give
students the opportunity to practise a foreign language in an authentic way by
involving them in realistic language tasks. Students do not use the foreign language
solely to comprehend the subjects of their presentations but also to convey their
knowledge to the audience. Furthermore, all four language skills are used in the
various activities carried out before, during and after the presentation in an
integrated way. Firstly, during the preparation phase students use reading and
writing to conduct research and design visual aids. Then, at the delivery stage
students speak to communicate their ideas to the audience. Finally, to understand
the information provided by the presenters and to interact with them, the members
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of the audience employ their listening comprehension skills (Brooks & Wilson, 2015,
p. 203-204).

A further benefit of oral presentations is that they involve students in a wide
range of learning processes. Thus, they can learn from the instruction they are
provided, the observation of other presenters and from practising themselves.
Feedback reception and provision as well as self-reflection are also learning
opportunities. Furthermore, creative thinking, classroom discussion and goal
setting are additional learning sources associated with oral presentations (Van
Ginkel et al., 2015, p. 67).

Student centeredness is another positive feature of oral presentations. During
the delivery of presentations direct control over content and flow of the classroom
is held by students who function as both teachers and learners (Brooks & Wilson,
2015, p. 203). Allowing students to assume the role of the teacher has benefits such
as presenting the material from a different point of view, avoiding ineffective
communication practices noticed in teachers’ performance, and working hard to
avoid making mistakes so as not to be embarrassed in front of the colleagues
(Sander et al., 2002, p. 78). As a result, the quality of seminar discussions and
participation improves (Sander et al., 2002, p. 79).

What is more, involving students in the teaching process increases their sense
of responsibility (Ramos—Alvarez & Luque, 2010, p. 336), which, in turn favours
deeper engagement with the material presented (Sander et al., 2002, p. 87). The
knowledge retention achieved by students’ direct involvement in the organization
and presentation of notions, topics and contents is superior to that derived from
instruction delivered by somebody else (Ramos-Alvarez & Luque, 2010, p. 336).
Furthermore, in search of appropriate content to include in presentations students
are likely to expand their exploration beyond textbooks by consulting original
sources (Sander et al., 2002, p. 79), thereby gaining further knowledge.

Moreover, responsible students are necessarily independent and autonomous
learners. Indeed, one benefit of oral presentations is that they stimulate autonomy
and independent learning (Sander et al., 2002, p. 78). Some aspects of autonomous
learning that are crucial to preparing oral presentations include investigating,
searching, coding, summarising, interpreting information from various sources,
deducing information from cues and evidence, drawing conclusions, judging,
arguing, and analysing critically (Ramos-Alvarez & Luque, 2010, p. 334).

Another way in which students can benefit from making oral presentations is
employability enhancement. The ability to deliver oral presentations and public
speaking skills represent generic or personal transferable skills that may enhance
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students’ chances of finding jobs after graduation (Grieve et al., 2021, p. 1282; Sander
et al.,, 2002, p. 79). The communication skills that students acquire in a presentation
class are highly valued by many prospective employers. What is more, being able
to present in a foreign language may be an additional asset since, on the present-
day globalized labour market, there is a high possibility that future professionals
will be required to deliver presentations in English (Brooks & Wilson, 2015, p. 204).

In addition to the above-mentioned instructional benefits, the student-
delivered oral presentation offers advantages as a form of assessment too. Similar
to more traditional forms of evaluation (i.e. paper-and-pen), oral presentations
allow teachers to assess students” overall understanding of the course contents (Kao
& Craigie, 2018, p. 74). Additionally, by means of oral presentations students” ability
to expand upon formerly acquired knowledge and apply it to their own work can
be evaluated (Sander et al., 2002, p. 79). More comprehensive than traditional
practices, the oral presentation assessment may offer the opportunity to evaluate,
besides the acquisition of new content, certain essential skills that are commonly
neglected in examination, such as group behaviour and organizational skills, the
ability to learn and adapt to new situations, interpersonal and social abilities,
emotional intelligence, and ability for leadership (Ramos-Alvarez & Luque, 2010, p.
341-344).

Practical as oral presentations are, they pose certain challenges that should be
taken into account when integrating them into courses. According to researchers,
students express reservation about the merits of oral presentations as instructional
and assessment tools. A study comparing students” experience with presentations
in CLIL and EFL contexts, revealed the fact that neither of the two groups liked
delivering presentations (Gallardo del Puerto & Martinez Adridn, 2015, p. 89).
Anxiety and doubt about the quality of the information received from presentations
delivered by peers have been mentioned as reasons for concern (Sander et al., 2002,
p. 77). Worryingly, it has been shown that fear of public speaking has a negative
overall effect on some students’ educational experience (Grieve et al., 2021, p. 1286).

Concerning the presentation-related anxiety experienced by students in
academic settings, a number of causes have been mentioned, including peer
response, familiarity with the audience, pronunciation accuracy, self-perceived oral
ability and personality, complexity of presentation, performance expectancy,
previous success or failure, and time pressure (Kao & Craigie, 2018, p. 75). Other
sources of anxiety revealed by research are physical symptoms (i.e. shaking/sweaty
hands, blushing, dry throat, etc.) and uncertainty about the topic (i.e. fear of making
mistakes and inappropriate understanding of the topic) (Grieve et al., 2021, p. 1285-
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1286). It was also discovered that social anxiety associated with instructional
activities involving public speaking may lead to cognitive disorders such as
thought-blocking. Furthermore, task performance was reported to be negatively
influenced by excessive self-preoccupation and self-consciousness. Moreover, the
coping strategies used by students had equally negative effects on their learning
experience (i.e. avoiding presentations if possible, hiding at the back of the class so
as not to be noticed and swapping modules to avoid making presentations) (Russell
& Topham, 2012, p. 381).

In addition, using foreign languages as a medium of communication poses its
own problems. When presentations are not delivered in students” L1, second or
foreign language speaking anxiety is a further source of stress due to lesser
familiarity with the language of communication (Kao & Craigie, 2018, p. 73). What
is more, studies have shown that lecturing in L2 requires more time to convey
information than in L1. The rate of delivery has been proven to slow down by 25%-
45% when L2 is used in presentations. This “slow-down effect” results in loss of
pieces of information if lecture time is not extended (Hincks, 2010, p. 16).

RECOMMENDATIONS FOR INTEGRATING STUDENT-DELIVERED
ORAL PRESENTATIONS INTO COURSES

As shown in the previous section, student-delivered presentations have
multiple and diverse benefits. However, devising strategies for integrating these
activities into courses involves giving due consideration to certain problematic
factors to circumvent possible pitfalls. In what follows several good practices
recommended by the research on the topic are presented.

Certain recommendations are formulated as methodological instructions on
assimilating oral presentations in courses. For example, Brooks & Wilson (2015) put
forward a practical guide for the implementation of oral presentations in L2 lessons.
According to their framework, students should be instructed in various aspects of
giving oral presentations prior to engaging them into devising and planning their
own speeches. They should be familiarized with the structure of the presentation
by means of gradual scaffolding, which implies exposing them to examples of
presentations and asking them to identify the various stages. Thus, presentations
can be divided into meaningful sections and taught separately, which contributes
to reducing the cognitive load on students (Brooks & Wilson, 2015, p. 207).

Genre specific language items —vocabulary and grammar characteristic to
presentation— should also be explicitly taught and practiced during the course. In
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addition, students should become familiar with the use of gestures and phrases
needed for signposting which are essential to the organization of the speech.
Conversation strategies (word stressing, repetition, chunking, and paraphrasing)
should be included in students” instruction as well (Brooks & Wilson, 2015, p. 208).

The use of visual aids is also encouraged. They are useful in that they function
as a concrete support for the message delivered and thus contribute to the
understanding of the information conveyed. Visual aids also act as stress relievers
by helping speakers deliver their presentation. What is more, designing visual aids
offers the opportunity to engage in a collaborative task and gives students with
different learning styles the chance to contribute to the presentation success (Brooks
& Wilson, 2015, p. 208-209).

Finally, self-reflection after the presentation is recommended. As homework,
researchers asked students to watch a video recording of their presentation and to
reflect on certain aspects. This activity was beneficial in that it allowed students to
identify issues they had not been aware of during the delivery such as not
maintaining eye contact with the audience, not speaking loud or clearly enough,
and assuming unsuitable postures (Brooks & Wilson, 2015, p. 209).

Another valuable guiding framework for the integration of oral presentations
into courses is the one developed by Van Ginkel et al. (2015). Drawing on
information gleaned from fifty-two publications on the topic, the authors
formulated seven design principles for developing the oral presentation
competence. The principles are organized into the following three categories:
instruction, learning activities and assessment strategy. According to the first
principle, students must be provided with clear instructions on the learning
objectives which must be formulated in accordance with oral presentation
standards. As stated by the second principle, the presentation assignment must be
related to the content of the discipline studied and it must be perceived as authentic
by the students. Furthermore, the complexity of the task must be developed
gradually during the course. The third and fourth principles say that students must
be exposed to models of peers or experts as well as given the opportunity to practise
delivering oral presentations. The fifth, sixth and seventh principles refer to the
assessment strategy and emphasize the importance of aspects such as providing
students with explicit, relevant and timely feedback, stimulating peer feedback as
formative assessment, and fostering self-assessment by means of videotaping and
portfolios (Van Ginkel et al., 2015, p. 68).

A particular set of recommendations are conceived as methods of helping
students to cope with fear of public speaking or social anxiety. Some relevant
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suggestions —collected from the students themselves— include organizing
physical workshops on oral presentations, affording occasions for public speaking
exercises in a comfortable environment, organizing practise sessions in small
groups, including instruction in presentation skills as part of courses etc. (Grieve et
al., 2021, p. 1287). These suggestions are consistent with the above-mentioned
recommendations formulated by Brooks & Wilson (2015) and Van Ginkel et al.
(2015). Other methods of anxiety management comprise adopting pedagogical
approaches aimed at decreasing performance anxiety and embarrassment in the
classroom, refraining from directing questions to individual students in large
groups, gradually familiarising students with public speaking activities, and
encouraging peer-support (Russell & Topham, 2012, p. 383-384).

A last recommendation worth mentioning regards the temporal constraints
imposed by delivering presentations in a foreign language. As shown in the
previous section, it takes longer to convey a certain amount of information in L2
than in L1. Furthermore, information loss occurs due to this slow-down effect. As a
result, it is advisable to adjust the time allotted to presentations at conferences and
other meetings when speakers use a lingua franca as a medium of communication
(Hincks, 2010, p. 16).

INCORPORATING ORAL PRESENTATIONS INTO TMNC:
A PERSONAL PEDAGOGICAL APPROACH

Student-delivered oral presentations are central to TMNC as the seminars of
this course are structured entirely around them. While lectures are designed,
delivered and coordinated by the teacher, seminars are conceived as opportunities
to encourage students to take responsibility for learning by actively engaging them
in the pedagogical process. During presentations it is incumbent on speakers to use
English to provide relevant and correct information to their peers in a clear,
coherent and engaging manner in order to facilitate subject content acquisition and
language proficiency improvement. The major learning objectives set by the tutor
of the course in relation to student-delivered presentations are as follows:
developing students’ academic study skills, improving PowerPoint/Canva
slideshow designing skills, ensuring acquisition of content knowledge and
enhancing students’ oral, and written ability to communicate in English in
management contexts. The last two objectives integrate the study of content with
language instruction, which is the central tenet of ICLHE.

203



Limbajele specializate intre mediere, traducere, tehnologii educationale si impactul IA

In addition to playing an essential role in the instructional process, oral
presentations are a significant element of TMNC’s assessment system counting as
40% of the final grade. The remaining 60% is divided as follows: 10% is awarded for
class participation (during lectures and seminars) and 50% for the end-of-semester
written examination.

Placing students at the centre of the educational process by tasking them with
delivering instruction via oral presentations must be accompanied by substantial
and consistent support from the teacher. Fear of public speaking, foreign language
communication anxiety, the slowdown in the delivery rate, and avoidance coping
strategies that impact the learning experience in a negative manner are some of the
difficulties inherent to making oral presentations. They have to be taken into
account when devising a strategy for integrating presentations into seminars. In
what follows, three pedagogical principles underlying the incorporation of student-
delivered oral presentations into TMNC are laid out. The principles were
formulated by the author as a guide to good practices that combines his hands-on
experience acquired as a course tutor and information provided by the literature on
the topic.

The first principle stipulates that self-confident and uninhibited students
stand a better chance to deal successfully with oral presentations. Helping students
develop a positive self-image improves anxiety management and stimulates
creativity. Providing a student-friendly environment in and out of the classroom
and building a sense of belonging to a supportive community contribute to ensuring
students” emotional well-being. In the case of TMNC, this goal is achieved by means
of several practical methods such as stimulating student-teacher and student-
student interaction, encouraging freedom of expression during lectures and
seminars, providing constructive feedback, offering remedial language instruction
whenever required, and keeping communication lines open via Microsoft Teams
(the Learning Management System of the course) during working hours.

The second principle specifies that communicating a clear organizational
procedure to students early in the course is essential to the good management of
seminars. This allows students to become aware of the goals to be met both as
presenters and members of audience, the topic to be approached in the presentation
and the support offered by the teacher. The first organizational aspect presented to
students is the four-stage structure of the seminar session: brief introduction of the
presentation by the teacher, presentation delivery by the students, Q and A session
and feedback offered by the teacher based on an assessment rubric designed for
TMNC. Students are also informed that the score assigned by the teacher is open to
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debate and that it can be modified if valid objections are presented and supported
by concrete reasons and examples.

A further important organizational task to complete is the distribution of
presentation topics among students. At the beginning of the semester, a
collaborative Word document containing a table with the complete list of topics —
including the dates they are scheduled for— is posted on Microsoft Teams by the
teacher. Students are invited to form teams of two or three members (depending on
the size of the group) and to choose a presentation topic during the first two weeks
of the semester. No topic can be claimed by several teams, the table being filled in
on a first come, first served basis.

The organizational procedure also includes the obligation of the students to
send the PowerPoint/Canva slideshows to the teacher by email at least 24 hours
before delivery. After a thorough examination of the slideshow, the teacher
provides detailed constructive feedback to help students make improvements.
Thus, the version delivered during the seminar is generally better than the initial
draft. Moreover, presenters become more confident and are able to overcome
nervousness when they are aware of the teacher’s opinion on the slideshow.

The third principle says that instructing students adequately in preparing and
delivering oral presentations is essential to their success. A significant instructional
role in this respect is played by students’ familiarization with the rubric designed
for the assessment of the presentations. The rubric detailed in what follows is
presented, explained and illustrated with concrete positive and negative examples
as part of the introductory course which is aimed at informing students of the
learning goals they are expected to achieve by the end of the semester. The
assessment rubric takes into account two main aspects: the quality of the content
knowledge presented and the presentation itself. Each of the two components is
evaluated separately on a 0-4 scale and the final grade is obtained by calculating the
arithmetic mean of the two scores obtained.

The evaluation of the content quality involves checking whether concepts,
theories, processes, and elements essential to the topic have been included and
properly explained in the presentation and verifying the reliability of the sources
consulted. In this respect, including information extracted from the seminar’s
compulsory bibliography is mandatory and sufficient. However, should students
feel the need to use supplementary bibliographical information, they are
encouraged to do so as long as it is obtained from reliable sources such as scientific
books or journals. When Internet sources like blogs, podcasts or video sharing
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platforms are used, they must be acknowledged as credible by the teacher prior to
the presentation.

As shown in Table 1, the assessment of the presentation contains 4 sections:
structure, visual aids, delivery and language. Each one counts as 1 point. In terms
of structure the presentation must contain an introduction, a main body and
conclusions. These elements must be clearly distinguishable in the slideshow as
well as in the delivery. The section dedicated to the introduction evaluates students’
ability to introduce themselves, to state the title and the purpose of the presentation
and to map the structure. The main body segment of the rubric examines to what
extent the presentations’ subtopics have been coherently organized and properly
connected. The part dedicated to conclusions assesses students” capacity to review
and summarise the main points of the presentation and to make suggestions. A list
of all the sources consulted during the preparation of the presentation must also be
included in the slideshow.

The section of the rubric dedicated to visual aids evaluates students’ ability to
design slideshows by means of presentation software such as Microsoft PowerPoint
or Canva. In this respect, the four criteria considered are quantity of information
per slide, visibility, relevance of pictures, videos, diagrams or graphs utilized and
use of visual aids in the presentation. The appropriate amount of information to be
displayed can be obtained by including only the main points in the slide in a
paraphrased and summarised version. Visibility can be achieved by using font sizes
and colours that make text easily perceived against the background from all around
the classroom. The videos, pictures and graphs or diagrams are evaluated for audio-
visual clarity, comprehensibility, relevance to the topic and illustrative qualities.
The final criterion in this section —use of visual aids in the presentation— focuses
on presenters’ ability to embed references to the audio-visual elements in their
speech in such a way as to enhance understanding and encourage deep audience
engagement.

The delivery component of the rubric takes into account factors such as clarity
(in terms of pronunciation and sentence construction), pace of delivery, fluency and,
relationship with audience. The students who read their presentation entirely from
notes lose most of the points allocated to this section since the abilities to
spontaneously construct correct sentences, to speak at a reasonable pace and to
maintain a constant speech flow cannot be evaluated in the absence of free spoken
production. Special attention is given to the evaluation of the relationship with the
audience developed throughout the presentation. Three aspects are assessed in this
regard: maintaining eye contact with the audience, answering questions during the
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Q and A session following the speech and creating opportunities for the audience
to engage deeply and meaningfully with the content of the presentation. Such
engagement can be achieved by designing quizzes or other kind of exercises for the
attendees to solve. These tasks can be imbedded in the slides or produced on
Internet platforms such as Wordwall, Mentimeter or Kahoot! They present the
advantage of being easily accessible via mobile phones, tablets or laptops.

The fourth sector of the rubric is designed to evaluate the presentation from a
linguistic perspective. The aspects considered in this section are spelling,
punctuation, grammar, vocabulary and the use of language structures necessary to
performing various communicative functions such as introducing the topic,
mapping the presentation, listing, linking, sequencing, describing visual aids
(charts, diagrams, and pictures), summarising, concluding, inviting and handling
questions during the Q and A session, etc.

Table 1. Presentation assessment rubric
Source: Author’s creation

‘STRUCTURE (1 POINT) Introduction (0.25 points)
Main body (0.5 points)
Conclusions (0.25 points)
VISUAL AIDS (1 POINT) Quantity of information per slide (0.25 points)

Visibility (0.25 points)
Quality and relevance of videos, pictures, and graphs (0.25 points)

Use of visual aids in the delivery (0.25 points)
DELIVERY (1 POINT) Clarity (0.25 points)
Pace of delivery and verbal fluency (0.25 points)

Relationship with audience (0.5 points)

LANGUAGE (1 POINT) Language correctness (spelling, punctuation, grammar, vocabulary)
(0.5 points)
Communicative language functions (0.5 points)

This rubric works both as an instructional and assessment tool at various
moments. First, when it is presented and explained to the students early in the
course it functions as a teaching instrument since it serves to instruct students in
making presentations. Then, it becomes a learning aid when students use it as a
guiding framework for designing their own presentations. During the presentation,
the teacher utilises it as an assessment grid. Finally, following the presentation and
the Q and A session, the rubric turns into a learning-teaching instrument again
when students receive feedback on their presentation’s strengths and weaknesses.
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CONCLUSIONS

This article has revealed multiple and diverse implications of using student-
delivered presentations in tertiary education as instructional and assessment tools.
The literature review has shown that oral presentations are commonly used in
university settings and that developing oral presentation skills is considered
particularly important by the European educational policy makers.

Furthermore, student-delivered presentations have been validated as
versatile pedagogical instruments providing various benefits such as improving
communication skills, fostering cooperative learning, developing study skills,
cultivating multimodal communicative abilities, improving foreign language
proficiency, favouring content knowledge retention, and stimulating autonomy and
independent learning. However, the literature consulted revealed some challenges
posed by oral presentations among which fear of public speaking, foreign language
speaking anxiety and slower rate of information delivery in L2.

In addition, certain recommendations for integrating student-delivered oral
presentations into courses have been identified. Providing students with adequate
instruction in making presentations, giving them opportunities to practice,
implementing an appropriate assessment strategy and encouraging self-reflection
after the presentation are some examples of good practices suggested in the
literature.

The principles underpinning the author’s personal approach to incorporating
oral presentations into TMNC are in keeping with the above mentioned
suggestions. This student-centred pedagogical strategy relies on three principles:
helping students to boost self-confidence and manage public speaking anxiety,
communicating clear organizational procedures early in the course and instructing
students adequately in preparing and delivering oral presentations. The rubric
developed for the assessment of presentations plays an essential role by naturally
bridging the gap between learning activities and evaluation procedures.

All in all, developing a strategy for integrating oral presentations into a
university course is a complex undertaking that involves several aspects. Firstly,
course tutors should become aware of the benefits, challenges and pedagogical
recommendations provided by the literature on the topic. Secondly, teachers should
devise their own strategies by adapting the findings of the existing research to their
professional experience and the emotional and instructional needs of the course
attendees. Thirdly, they should formulate their strategies as pedagogical principles
that can be translated into clearly defined learning goals. Finally, they should
identify practical methods of implementing the strategy which must be supported
by appropriate instructional and assessment tools.
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Estrategias y recursos metodologicos
en la ensefanza y aprendizaje del quichua
en las escuelas rurales de Ecuador

SILVIA-MARIA CHIREAC!

Resumen: La presente investigaciéon es un estudio etnografico dirigido a describir y
comprender las practicas educativas de 60 maestros y maestras indigenas de la escuela rural
Mushuk Rimak, sobre cdmo se ensefia y se aprende el quichua en el contexto rural de San Lucas
(Ecuador). Nuestro estudio presenta las narrativas de los maestros y maestras sobre la
preservacion del idioma quichua en la escuela, el hogar y la comunidad, detallando cdmo estas
descripciones se desarrollan a través de la interaccidén social (Stroud y Jegels, 2014). Esta
capacidad de actuar en el mundo del aula esta estrechamente relacionada con la construccion
de la identidad y subjetividad de los nifios que resulta de la socializacion (Zeng, 2018). En este
caso, destacamos el papel de la identidad en el cambio del contexto de aprendizaje,
especialmente en un ambito indigena, donde la revitalizaciéon del idioma involucra la
capacidad de los maestros y las maestras para identificar las contradicciones y tensiones en su
entorno de ensenanza y aprendizaje. La construccion de la identidad quichua en el medio
educativo es también el efecto del reconocimiento del idioma quichua. Los resultados de esta
fase cualitativa tienen grandes implicaciones para el disefio de nuevas pedagogias en contextos
educativos indigenas con el proposito de implementar el idioma quichua en la escuela y
preservar la educacion bilingtie en Ecuador.

Palabras clave: quichua, ensefianza-aprendizaje, identidad cultural, San Lucas (Ecuador), docentes
indigenas

INTRODUCCION

La ensenanza del quichua en la escuela rural se aborda desde una perspectiva

tedrica que enfatiza la interaccion social como un mecanismo clave para la

construccion de significados dentro de un contexto educativo (Stroud y Jegels,

2014). En este sentido, las practicas pedagogicas no son solo el resultado de

decisiones individuales, sino que estan profundamente ligadas a las estructuras

sociales y culturales que configuran la vida cotidiana de los estudiantes y maestros
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y la Literatura, Universitat de Valencia, Espana.
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y maestras. El presente estudio analiza y compara las diferentes narrativas de los
maestros y maestras sobre cémo utilizan y ensefian el quichua en el aula,
subrayando la importancia de la agencia docente en la preservacion y revitalizacion
de este idioma. Esta capacidad de los maestros y maestras para tomar decisiones en
torno al uso del quichua esta estrechamente relacionada con la construccion de la
identidad y subjetividad de los estudiantes, procesos que, segin Zeng (2018), se
desarrollan a través de la socializacion y son fundamentales para la formacion de
una identidad cultural solida.

Asimismo, este trabajo pone especial énfasis en el papel que desempena la
identidad en la transformacion del contexto de aprendizaje, particularmente en
entornos indigenas donde la revitalizacion del idioma quichua implica la capacidad
de los docentes para identificar y enfrentar las tensiones y contradicciones
inherentes a su entorno de ensefianza. En este contexto, la construccion de la
identidad quichua dentro del ambito educativo se concibe como un efecto directo
del reconocimiento del idioma, no solo como un medio de comunicacion, sino como
un simbolo cultural de resistencia y pertenencia. La preservacion del quichua en la
escuela, por tanto, no se limita a la mera ensefianza de la lengua, sino que estd
intrinsecamente vinculada con la formacién de una conciencia identitaria que
refuerza los lazos entre el individuo, su comunidad y su cultura.

Los hallazgos de este estudio tienen profundas implicaciones para el disefio
de nuevas pedagogias en contextos educativos indigenas. A medida que se avanza
hacia una mayor implementacion del quichua en las escuelas rurales, resulta
fundamental desarrollar enfoques educativos que no solo respondan a las
necesidades lingiiisticas de los estudiantes, sino que también promuevan la
educaciéon bilingiie como un medio para preservar y revitalizar el patrimonio
cultural indigena en Ecuador. En este sentido, los resultados obtenidos en esta
investigacion cualitativa ofrecen valiosas perspectivas sobre cémo las practicas
educativas pueden ser adaptadas para fortalecer tanto la ensefianza del quichua
como la identidad cultural de las comunidades indigenas, contribuyendo asi a la
sostenibilidad de la educacion bilingiie en el pais.

CONTEXTO DE INVESTIGACION: SAN LUCAS (ECUADOR)

Este estudio se origind en la provincia del sur de Ecuador con una primera
fase de descripcion etnografica y la creacion de instrumentos de evaluacion. Los
maestros y las maestras indigenas que participaron pertenecen a la etnia Saraguro,
localizada en la comunidad de San Lucas, un cantdn en la Sierra ecuatoriana, a unos
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55 km de la ciudad de Loja. En esta escuela, todos los estudiantes de San Lucas son
hablantes nativos de espafiol, sin excepcion.

El centro educativo atiende a 388 alumnos y ofrece tres niveles de ensefianza:
educacion inicial, basica y bachillerato. La institucion se encuentra en una zona
donde el 95% de los estudiantes son de origen indigena. Aunque el pueblo de San
Lucas es quichua, la mayoria de sus habitantes ha dejado de hablar su lengua
materna, que ha sido desplazada por el espanol. Sin embargo, a pesar de esta
pérdida lingiiistica, la comunidad ha logrado preservar su vestimenta tradicional
quichua, por lo que no es sorprendente que todos los habitantes se distingan
visualmente de otros ecuatorianos. Los saraguros son el tinico grupo étnico en la
provincia de Loja que ha sobrevivido al proceso de colonizacion espanola.

En cuanto a los hombres, visten pantalones negros que llegan hasta la rodilla,
usan sombreros negros y llevan el cabello largo, una tradicion que jamas rompen.
Esta practica es observable también entre los nifios, cuyo cabello largo es un simbolo
de fortaleza espiritual, sabiduria y liderazgo, segin la cosmovision indigena. Esta
tradicion del cabello largo también se conserva en las comunidades amazodnicas.
Para la cosmovision andina, el cabello esta vinculado con la relacién que una
persona establece con su entorno, comparandose a los rayos del sol y al agua.
También se considera un elemento de proteccion y un simbolo de masculinidad. El
cuidado del cabello es fundamental y se utiliza una planta llamada wituk, que
proviene de la selva, para mantener su color negro. El cabello se asemeja al agua de
una cascada, y, ademads de usarse para el cabello, el wituk también se emplea como
maquillaje. Por su parte, las mujeres visten faldas largas de color negro, sombreros
negros y una prenda de lana de oveja, tefiida de negro, conocida como bayeta, que
sirve como abrigo.

Otro aspecto relevante de la cultura en San Lucas, Ecuador, es la medicina
ancestral, que ha perdurado a pesar de los numerosos intentos de ser relegada por
la medicina occidental. En la actualidad, su practica es reconocida como un derecho
de los pueblos indigenas. En esta comunidad, hay un considerable nimero de
sabios que contribuyen al bienestar tanto fisico como mental y social de la
poblacién.

LA ENSENANZA DEL QUICHUA EN SAN LUCAS

El aprendizaje de la lengua quichua en las escuelas rurales indigenas de
Ecuador, en especial en el pueblo de San Lucas, tiene una profunda importancia
tanto cultural como educativa. Esta lengua ancestral no es solo un medio de

213



Limbajele specializate intre mediere, traducere, tehnologii educationale si impactul IA

comunicacion, sino un elemento esencial de la identidad y cosmovisién de los
pueblos indigenas. Para el pueblo de San Lucas, el idioma es un pilar fundamental
de su identidad. En San Lucas, el quichua es una lengua que conecta a las nuevas
generaciones con su herencia cultural, sus costumbres y sus formas tradicionales de
ver el mundo. Aprender el quichua permite a los jovenes saraguros mantener un
vinculo con sus ancestros y preservar su cultura frente a la creciente influencia del
espanol y la modernizacion.

En San Lucas, como en muchas comunidades indigenas de Ecuador, el
quichua ha sido desplazado por el espafiol, especialmente entre las generaciones
mas jovenes. La ensefianza del quichua en las escuelas es una estrategia esencial
para revitalizar el idioma, evitando su extincion y fomentando su uso cotidiano.
Esto también fortalece el bilingiiismo y la diversidad lingiiistica en el pais. El
aprendizaje del quichua como segunda lengua no solo tiene un impacto lingiiistico,
sino también emocional y psicoldgico. Los estudiantes que aprenden su lengua
ancestral desarrollan un mayor sentido de orgullo y pertenencia a su comunidad.
Esto refuerza su autoestima, al tiempo que promueve un respeto por su propia
cultura en un entorno muchas veces dominado por una lengua y cultura
hegemonica. La ensefianza del quichua en las escuelas rurales indigenas es una
forma de resistencia ante la homogeneizacion cultural que puede resultar de la
globalizacion y la influencia del sistema educativo tradicional, que histéricamente
ha priorizado el espafiol. Mantener viva la lengua quichua fortalece la diversidad
cultural y lingiiistica de Ecuador, protegiendo el patrimonio inmaterial de los
pueblos indigenas.

En el caso de San Lucas, la implementacion del quichua en las escuelas rurales
refuerza los modelos de educacién intercultural bilingiie, aspecto que permitiria a
los estudiantes dominar tanto el espafiol como el quichua. Este enfoque no solo
facilitard el aprendizaje académico, sino que también promovera un entendimiento
mas profundo de ambas culturas y contextos, dotando a los estudiantes de
herramientas para desenvolverse en diferentes &mbitos sociales.

Cabe sefialar que el quichua no es solo un idioma, sino también un medio para
transmitir la cosmovision indigena andina. A través de su aprendizaje, los
estudiantes pueden acceder a conocimientos ancestrales, formas de relacion con la
naturaleza y valores comunitarios que estan profundamente enraizados en su
cultura. Esto es especialmente relevante en San Lucas, donde la comunidad
Saraguro sigue manteniendo tradiciones que refuerzan su conexion espiritual con
el entorno.
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Con el objetivo de preservar sus lenguas ancestrales y proteger sus territorios,
las comunidades indigenas han impulsado la creacion de escuelas rurales dedicadas
a la educacion intercultural bilingiie. En respuesta, el Estado ecuatoriano ha
implementado programas educativos que respetan el derecho de los pueblos
indigenas a recibir formacion en sus propios idiomas. Actualmente, el sistema
educativo de Ecuador reconoce y respeta los derechos colectivos de las naciones y
comunidades indigenas, permitiendo que los estudiantes accedan a una
escolarizacion intercultural en los idiomas oficiales del pais (Ministerio de
Educacion, 2013). En linea con este enfoque, el Ministerio de Educacion ecuatoriano
ha establecido el Modelo del Sistema de Educacion Intercultural Bilingiie
(MOSEIB), basado en la necesidad de que las poblaciones indigenas reciban
ensefnanza tanto en sus lenguas maternas como en castellano. Este modelo busca no
solo asegurar la supervivencia de las lenguas originarias, sino también otorgarles el
prestigio actualmente asociado al espanol, la lengua dominante.

El MOSEIB constituye un componente clave de la educacion en Ecuador,
proporcionando a los docentes la oportunidad de impartir clases en lenguas
indigenas a lo largo de diversas etapas de la educacién obligatoria. El objetivo
principal de este programa es reducir los indices de analfabetismo, que alcanzan
un 42 % de desercion escolar, especialmente en la educacion general basica, y
fortalecer el sistema educativo en su conjunto (Chireac et al., 2017). A pesar de
estos esfuerzos, el castellano contintia siendo visto como una via de acceso a
mejores oportunidades sociales y politicas, lo que ha provocado el desplazamiento
progresivo de las lenguas originarias (Pomboza-Tamaquiza et al., 2024). Este
proceso de aculturacion ha llevado al abandono de los idiomas maternos por parte
de muchas comunidades indigenas, como consecuencia de la marginalizacion y
discriminacion que han sufrido en diversos paises de América Latina. El
bilingiliismo asimétrico ha facilitado la renuncia a las lenguas nativas y la adopcion
generalizada del espanol en casi todos los dmbitos de la vida social, especialmente
en la comunicacion.

Uno de los objetivos prioritarios de la educacion intercultural bilingiie en
Ecuador es garantizar el derecho de los pueblos indigenas a recibir educacion en
sus propias lenguas, con el fin de asegurar su supervivencia y su reconocimiento
oficial junto al espafiol. En este contexto pedagdgico, resulta crucial promover la
ensefianza tanto del quichua como del espafiol, asi como desarrollar materiales
didécticos adecuados que respondan a las necesidades de los estudiantes indigenas
ecuatorianos. Este enfoque metodologico pone de relieve el valor del quichua, una
de las lenguas indigenas mas significativas de América, como un elemento esencial
de una cultura ancestral que debe ser preservada y fortalecida.
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EL PAPEL DE LA LENGUA Y LA IDENTIDAD EN EL CONTEXTO
INDIGENA DE SAN LUCAS

Para comentar el tema de la identidad, hacemos referencia al estudio
sociolingiiistico de King (2001) centrado en la comunidad indigena de San Lucas,
en la provincia de Loja, Ecuador, en el cual se analiza el estado de las lenguas en
esta region, en particular el quichua y el espafol, en el contexto de la educacion y la
vida cotidiana de los habitantes. La investigacion se enfoca en el uso y la
transmision del quichua, lengua ancestral de la etnia Saraguro, y su progresivo
desplazamiento por el espanol, la lengua dominante en el pais.

Uno de los hallazgos clave del estudio es que, en San Lucas, todos los
estudiantes de las escuelas, sin excepcion, son hablantes nativos de espafol. Esto
significa que, a pesar de pertenecer a una comunidad quichua, el idioma que los
ninos aprenden desde la infancia es el espafiol, no el quichua. El estudio subraya
que el espafiol ha reemplazado al quichua como lengua materna de las nuevas
generaciones, lo que refleja un proceso de desplazamiento lingiiistico acelerado en
esta comunidad. Este fendmeno no solo se observa en el ambito educativo, sino
también en la vida cotidiana, donde el uso del quichua ha disminuido
significativamente, limitdndose a ocasiones formales o rituales. King (2001) también
destaca varios factores que contribuyen a esta situacion. Uno de los mas
importantes es la fuerte influencia de la lengua espanola en la educacion formal. El
sistema educativo de San Lucas, como en muchas otras comunidades indigenas de
Ecuador, ha priorizado el uso del espafiol como lengua de instruccion, dejando al
quichua relegado a un segundo plano o a asignaturas especificas. Esto ha llevado a
que los nifios y nifias asocien el espafiol con el éxito académico y el avance social,
mientras que el quichua es percibido como menos ttil o prestigioso.

Otro factor relevante es la presion social y econdmica. El espafiol se ha
consolidado como la lengua de la movilidad social, el acceso a oportunidades
laborales y el poder politico, tanto en San Lucas como en otras regiones del pais.
Esta percepcion ha llevado a que muchas familias indigenas, incluso aquellas que
son hablantes de quichua, opten por hablar solo espanol con sus hijos para facilitar
su integracion en la sociedad mayoritaria y mejorar sus perspectivas econdémicas y
educativas. El estudio también subraya el impacto de la marginalizaciéon y la
discriminaciéon historica hacia las lenguas indigenas, lo que ha fomentado la
adopcién del espanol. A lo largo de los afios, los hablantes de quichua han sido

objeto de prejuicios sociales, lo que ha acelerado el abandono de su lengua materna
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en favor del espafiol, un fendmeno comin en muchas comunidades indigenas de
América Latina.

Con la finalidad de preservar la identidad y la lengua quichua, la Universidad
Técnica Particular de Loja (UTPL), en colaboracion con la Fundacidon General de la
Universidad de Valencia, construy¢ el Laboratorio Interactivo de Lenguas Vivas
quichua-espafol en la parroquia San Lucas, Loja. Este proyecto tuvo la finalidad de
apoyar el proceso educativo y reforzar la identidad quichua de los nifias y nifios de
las comunidades locales a través de la ensefianza de los idiomas quichua y espafiol.

Gracias a esta iniciativa se introdujo la innovacion en el &mbito educativo para
recuperar y valorizar el quichua mediante la creacion de un laboratorio interactivo
(Chireac y Arbona, 2019). Este espacio estd equipado con mas de 20 portatiles y
diversos dispositivos tecnoldgicos, como una pizarra digital, proyector, televisor,
impresora, equipo de sonido, ademas de una biblioteca con libros fisicos y audibles,
y varios programas informaticos. Todos estos recursos estan disefiados con
tecnologia avanzada para garantizar la calidad y modernidad de las clases
impartidas. Actualmente, este proyecto beneficia a 1600 estudiantes de 22
instituciones que forman parte del Circuito Educativo Intercultural "San Lucas", y
cuenta con el apoyo de 73 docentes altamente calificados en la ensefianza del
idioma, quienes pertenecen al Sistema de Educacion Intercultural Bilingiie del
Ministerio de Educacion de Ecuador.

METODOLOGIA

La presente investigacion tiene como objetivo explorar y comprender las
practicas educativas de maestros y maestras indigenas en el contexto rural de San
Lucas, Ecuador, con un enfoque especifico en la ensefianza y el aprendizaje del
quichua. A través de un estudio etnografico realizado con 60 docentes de la escuela
rural Mushuk Rimak, se indagan las narrativas y experiencias de estos maestros en
torno a la preservacion del idioma quichua en diversos espacios: la escuela, el hogar
y la comunidad.

Las principales preguntas de investigacion de este estudio fueron:

1. ;Qué hacen los profesores indigenas para promover un sentido de
identidad comtn para sus estudiantes a través del idioma quichua?

2. ;Coémo abordan los profesores las diferencias lingtiisticas en las practicas
educativas cotidianas?

Para nuestro estudio analizamos el papel de la identidad en el cambio del
contexto de aprendizaje indigena, donde la revitalizacion de la lengua involucra la
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capacidad de los docentes para identificar las contradicciones y tensiones en su
entorno de ensefianza y aprendizaje.

Para este estudio, se realizaron entrevistas semiabiertas en la propia escuela
Mushuk Rimak. Se utilizo un enfoque cualitativo, con entrevistas de una duracion
aproximada de 25 minutos. En algunos casos, se optd por entrevistas en
profundidad siguiendo el enfoque propuesto por Flick (2012), las cuales
consistieron en conversaciones flexibles y espontdneas para profundizar en temas
de especial interés para la investigacion. La familiaridad con la cultura indigena, su
lengua, las rutinas diarias de los docentes y de la comunidad en general, asi como
con el contenido del estudio, fueron fundamentales para llevar a cabo las entrevistas

de manera efectiva.

RESULTADOS

Los maestros y las maestras indigenas destacan varios aspectos criticos sobre
la situacion del quichua y la identidad cultural en el contexto educativo. En primer
lugar, expresan un deseo profundo de valorar y preservar su lengua a través de la
educacién, lo que refleja un sentido de orgullo y pertenencia a su cultura. Sin
embargo, también sefialan un desafio significativo: la falta de practica del quichua
en el entorno familiar. Este punto es crucial, ya que la transmision de una lengua a
las nuevas generaciones a menudo depende de su uso cotidiano en el hogar. Sin el
apoyo de las familias, el esfuerzo por revitalizar el quichua en la escuela puede verse
limitado.

Los maestros y las maestras mencionan que la educacion bilingiie estd
contribuyendo a revalorizar el quichua, lo cual es un paso positivo hacia la
recuperacion de la lengua y la cultura asociada. Este tipo de educacion no solo
proporciona a los estudiantes habilidades lingiiisticas en ambas lenguas, sino que
también fomenta un sentido de identidad y pertenencia, permitiendo que los
jovenes se reconozcan en su cultura indigena mientras interactiian con el mundo
hispanohablante.

Cabe senialar que los participantes hacen referencias a los "profesores
entusiastas" que practican el idioma y resaltan la importancia de contar con
educadores comprometidos en el proceso de ensefianza del quichua. Consideran
que la capacitacion de los docentes en ambas lenguas es fundamental para
garantizar la calidad de la educacion bilingiie. La exigencia de ser bilingiie para
trabajar en la educacion bilingiie no solo asegura que los profesores tengan la
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capacidad de ensefiar eficazmente, sino que también refuerza la legitimidad y la
importancia del quichua en el sistema educativo.

En la opinidn de los maestros y las maestras indigenas existe una profunda
conexion entre la lengua quichua y la identidad cultural de la comunidad. Como
docentes intentan revitalizar una lengua que ha estado en peligro de extincidn,
especialmente en un contexto donde las nuevas generaciones pueden no estar
familiarizadas con ella. En este esfuerzo por recuperar el idioma no solo trata de la
ensefnanza de vocabulario y gramatica, sino de transmitir una herencia cultural rica
en valores, tradiciones y cosmovisiones.

Los maestros y las maestras mencionan que el quichua es "parte de nuestro
vivir", lo que subraya su importancia no solo como un medio de comunicacion, sino
como un elemento esencial de la identidad y la existencia diaria de la comunidad.
Al describir el quichua como "parte de nuestros ancestros, de nuestra lengua", los
maestros y maestras indigenas establecen un vinculo intergeneracional en el cual
destacan que la lengua es un vehiculo para la cultura, la historia y la conexion con
las raices originarias de su civilizacion. Este vinculo es vital para la formacion de
una identidad fuerte y coherente en las nuevas generaciones, quienes deben
entender y apreciar su herencia cultural.

Al mismo tiempo, consideran que la revitalizacion del quichua requiere un
esfuerzo sostenido. No se trata de un proyecto temporal, sino de un compromiso a
largo plazo por parte de la comunidad y del sistema educativo para integrar el
quichua en la vida cotidiana y en el curriculo escolar. Los maestros y las maestras
comentan que se necesita un rescate de “las medidas de la educacion intercultural
bilingtie", lo que significa que se pone de relieve la importancia de implementar
politicas y practicas educativas que reconozcan y promuevan la diversidad
lingiiistica y cultural. La educacién intercultural bilingiie no solo busca ensefiar dos
lenguas, sino también fomentar un didlogo entre culturas, donde el quichua no sea
visto como un idioma secundario, sino como una lengua de igual valor que el
espanol.

Los maestros y las maestras indigenas ponen de manifiesto también la
compleja relacion entre la lengua quichua, la educacién y los efectos de la
globalizacion en la identidad cultural y sefialan una realidad fundamental: la
transmision del idioma ha sido histéricamente un proceso familiar y comunitario.
En su opinion, la familia es el primer agente de socializacion y educacion lingiiistica.

Otro tema que destacan es la globalizacién, un fenémeno que puede
contribuir a la predominancia del espafiol, a menudo visto como una lengua con
mas "prestigio” o valor econdémico. Esto puede generar una percepcién de que el
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quichua es menos relevante, lo que, a su vez, afecta la motivacion de las familias y
la comunidad para aprender y usar la lengua indigena.

Para finalizar, sefialamos que, segtn el estudio de Chireac y Guerrero-Jiménez
(2021), los docentes destacan la necesidad de crear politicas publicas que no solo
reconozcan la diversidad lingiiistica del pais, sino que también promuevan
activamente el uso y la ensefianza del quichua en todos los dmbitos, incluido el
educativo ya que sin un apoyo institucional solido, los esfuerzos individuales y
comunitarios de los docentes y familias indigenas por preservar y revitalizar el
quichua pueden resultar insuficientes.

CONCLUSIONES

Las conclusiones del estudio subrayan una problematica profunda y
multifacética relacionada con la lengua quichua y su lugar en la identidad cultural
de los pueblos indigenas. La afirmacién de uno de los maestros entrevistados de
que existe una falta de interés por la lengua quichua como “resultado de afios de
opresion, discriminacion y marginacion" destaca un contexto histdrico que ha
llevado a la desvalorizacion de las lenguas indigenas en Ecuador y en muchos otros
paises de América Latina. Este proceso de opresiéon ha resultado en una
internalizacion de la idea de que el quichua es inferior al espafiol, creando un ciclo
de desconfianza y desinterés hacia el idioma.

La percepcion de que el quichua no presenta para los hijos de los indigenas
una via para ascender y obtener cierto prestigio en la sociedad refleja una realidad
socioecondmica en la que el dominio del espafiol se ha asociado con mayores
oportunidades laborales, educativas y sociales. Esta creencia ha llevado a las
familias a priorizar la ensefianza del espariol sobre la del quichua, considerando que
la lengua indigena no les proporcionara las mismas ventajas que el idioma
dominante. La idea de que el espanol es el tnico vehiculo para el ascenso social
refuerza la discriminacion y la marginalizacion, perpetuando la desigualdad entre
las comunidades indigenas y el resto de la sociedad (Canuto, 2017).

En el dmbito escolar se llevaron a cabo estudios como el de Chireac y Francis
(2018) quienes analizaron la situacién de la alfabetizacion en la comunidad rural de
San Lucas, un aspecto clave para entender el tema de la identidad hacia las lenguas
en contacto. Los resultados indican que se ha alcanzado la paridad de género en el
desempefio de alfabetizacion. Esto sugiere que no solo se ha logrado una
representacion equitativa en las aulas, sino que las nifias y los nifios estan
alcanzando niveles similares de habilidad en lectura y escritura. Esta conclusion es
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alentadora, ya que implica que las politicas educativas estan teniendo un impacto
positivo en la igualdad de género en la educacion. Si se confirma la hipdtesis de que
existe paridad en la alfabetizacion entre géneros en otras comunidades rurales, esto
podria influir en futuras politicas educativas, enfatizando la necesidad de continuar
invirtiendo en recursos y programas que fomenten la igualdad de oportunidades.
Ademas, podria servir como un modelo a seguir para otras regiones en América
Latina, promoviendo practicas educativas que aseguren la igualdad en la
educacion.

Por otro lado, el hecho de que las familias valoran la lengua inicamente a
partir de la herencia de sus antepasados indica una apreciacion de la cultura
quichua que, sin embargo, se limita a una vision nostalgica o simbolica. Este
enfoque puede implicar un reconocimiento de la importancia historica del quichua,
pero no se traduce en una acciéon concreta para mantener y transmitir la lengua a
las nuevas generaciones. La decision de no perpetuar la lengua y la cultura puede
estar influenciada por la falta de modelos positivos que validen el uso del quichua
en la vida cotidiana y en las instituciones.

Ademas, estas conclusiones sugieren una crisis de identidad entre los jovenes
de estas comunidades, quienes pueden sentirse atrapados entre la cultura
dominante y su propia herencia cultural. Sin una educacion que valore y promueva
activamente el quichua, es probable que los jévenes se distancien ain mas de su
lengua y cultura, lo que, a su vez, pone en riesgo la supervivencia del idioma.

Para abordar esta situacidon, es crucial que se implementen politicas
educativas que no solo reconozcan la importancia del quichua, sino que también
fomenten un cambio de percepcion sobre su valor en la sociedad. Esto podria incluir
programas de educacion intercultural bilingiie que demuestren el prestigio y la
relevancia del quichua en un contexto moderno, integrando la lengua en la vida
cotidiana de manera significativa y practica.
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Building Transversal Skills with Art English

ANDA-ELENA CRETIU!

Abstract: The unprecedented speed at which changes happen in our lives, specifically in our
professional lives, has made it apparent that we all need to adjust and adapt to the realities
around us continuously. In every occupational field, ever-growing professional
communication demands challenge recruiters, possible employees, and the already employed.
Linguistic and nonlinguistic skills must converge to manage and face competitiveness. E.S.P.
teaching has to encompass the complexity of the labor market demands to help students deal
with all these challenges and efficiently function in this new and permanently changing world.
The present paper focuses on the significant task that the ESP teaching has in building
transversal/transferable skills. Several aspects are considered, such as content language
teaching, corpus studies for teaching purposes, operating with specialized lexis, devising the
most appropriate teaching materials, finding and using the most efficient online materials and
practices, effectively practicing reading and listening comprehension skills in specialized
contexts, that can be transferred whenever media and information literacy is involved (e.g.,
being able to locate and access information, to analyze and evaluate diverse media content),
teaching writing for specialized purposes skills that can be adapted whenever the purposes
change, developing effective and adaptable rhetorical means, facilitating critical and innovative
thinking, building genre literacy (especially in the online context including multimodal
literacy), building intercultural understanding and managing global citizenship, etc. The paper
analyzes several methodologies, practices, and results of teaching English for Art Purposes
along with the above coordinates and considers some revisions. The whole E.S.P. endeavor
needs to be targeted at the students’ needs to function not just in the current academic
environment but also in their possible future jobs and to build successful professional careers.

Keywords: E.S.P., language skills, transversal/transferable skills, adjust and adapt

INTRODUCTION
According to the UNESCO IBE Glossary of Curriculum-related Terminology

(2013), transversal skills? are those skills that, without being subscribed to a specific

area of knowledge (academic discipline, job, task), are fundamental for functioning

in various situations and work settings. In other words, these are skills without

1 Associate professor, University of Art and Design, Cluj-Napoca
2 Other terms used for these skills are 21st-century skills, soft skills, higher-order skills, non-academic skills,
non-cognitive skills, generic skills, ‘basic,” "oblique,” ’socio-emotional or "core’ skills.
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which we cannot function in the contemporary world because they offer the
instruments to adapt to changes and "lead meaningful, productive lives."
(UNESCO_UNEVOC, 2013). They include critical and innovative thinking, inter-
and intra-personal skills, global citizenship, and media and information literacy

Any person should be able to think critically and build informed opinions
based on which to act further; this is a prerequisite to functioning in increasingly
demanding social, academic, and work contexts. After gathering and synthesizing
enough information from trustworthy sources and analyzing, evaluating, and
interpreting it, one can build a correct and complex understanding of the world and
its complicated social, economic, and power relations. Critical thinking opens our
minds in the face of stereotypes and manipulation attempts. A critical thinker
cannot be easily misled into accepting ideas and facts contrary to their informed
opinions. (Great Schools Partnership, 2013 & Council of Europe, 2020)

Building and managing interpersonal skills presuppose an excellent
command of verbal and nonverbal strategies of effective communication and
organizational skills involving goal setting, teamwork, strategic and analytic
thinking (attention to detail, decision making, planning), and time management
(meeting deadlines). Intrapersonal skills support and add value to the former: self-
discipline, self-motivation (even when working under pressure), enthusiasm, and
perseverance in performing tasks.

In a world where advanced communication technologies allow people to
reach one another no matter how far they might be geographically, yet in a world
troubled by so many conflicts of all types, by wars, global citizenship education
proves a necessity. UNESCO places it at a high rank in a 2030 perspective on global
education, numbered as S.D.G. target 4.7. of the United Nations Organization
(U.N.O.) 2030 agenda of sustainable development goals (17 in all, of which number
4 refers to access to inclusive and equitable quality education as well as to lifelong
learning opportunities for all) (U.N.O., 2015). A global citizen should possess such
attributes as tolerance, openness to and understanding of other cultures, respect for
diversity, and such skills and competences that should enable them to act
collaboratively to find global solutions to global challenges and strive for the
collective good (including human rights, gender equality), promote a culture of
peace and non-violence. (U.N.O. 2015, Sustainable Development Goals, 4.7.%)

Another essential set of transversal skills any person should possess is related
to media and information literacy: "the ability to locate and access information, as
well as to analyze and evaluate media content" (UNESCO, 2014, p.2). Specifically,

3 Goal 4, paragraph 7
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one should be able to collect data, process it using computer technologies, analyze
and interpret it by deploying critical thinking mechanisms, and use it efficiently and
ethically. The ability to learn and work online in a blended environment is closely
related to this set of skills.

ESCO (European Skills, Competences, and Occupations), as part of the
Europe 2020 strategy in education, also mentions the importance of providing
learners with a complete set of transversal skills and competences. These are core
skills, thinking skills and competences, self-management skills and competences,
physical and manual skills, and life skills and competences (CEDEFOP, 2021). The
three core (or essential) skills any European citizen should be endowed with,
therefore taught, are mastering languages, working with numbers and measures,
and working with digital devices and applications.

The core skills come close and sometimes overlap with the key competence
devised by the Council of the European Union in 2018 concerning the lifelong
learning strategy. The set of eight competences established for life-long learning for
European citizens consists of literacy competence, multilingual competence,
mathematical competence and competence in science, technology, and engineering,
digital competence, personal, social, and learning-to-learn competence, citizenship
competence, entrepreneurship competence, and the cultural awareness and
expression competence. The school years (up to higher education) establish the
grounds for a life-long learning process of enriching and improving the above set.

Another term used concerning the ones above is transferable skills. They refer
to specific "knowledge, know-how, abilities and attitudes that an individual can use
across jobs and across his/her career and education or training path" (CEDEFOP,
2021) and include both transversal skills and specific job-related skills.

A white paper published by the education researcher Simon Whittemore in
2018 focuses on seven of the core transversal skills necessary to adapt to the
changing work contexts, especially in the digital era: collaborative problem-solving;
learning to learn, continuing to learn; digital competencies and mindset; initiative
and independent thinking; resilience; adaptability; cultural awareness and
expression (Whitemore, 2018, p. 5). Although this report (paper) addresses
organizations, leaders, and managers, teachers may find important clues for future
educational purposes. Surviving and thriving in these new, ever-changing
economies and workplaces is directly related to mastering the core transversal
skills. Education needs to do more in this respect. Therefore, individuals need to
somehow appropriate them. While transcending knowledge and skills, transversal
competences are characterized by such features as high transferability "across
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domains, geographies, work and life contexts" (Whitemore, 2018, p. 9) and
involvement of social and personal relations; they are cross-functional and cross-
curricular (therefore subject and object of blended learning); they necessarily
involve quality communication (avoiding vagueness): they are essential tools for
changing and adapting; they can be assessed and developed with some difficulty
and always interactively by implying self-awareness and self-knowledge
(Whitemore, 2018, p. 9). Education needs to change from transferring only
knowledge and cognitive and technical skills to becoming a lifelong learning
provider and endowing students with the best instruments (soft and transversal
skills) to use throughout their entire (professional) lives. Self-directed e-learning
may prove reliable in this respect. The World Economic Forum, New Vision for
Education (2016) recommends such learning strategies as "game-playing, fostering
and nurturing relationships, feeding curiosity and allowing discovery, breaking
learning into smaller, bite-sized pieces [...], providing challenges, developing a
growth mindset" (Whittemore, 2018, p. 41.)

TRANSVERSAL SKILLS IN AN ACADEMIC CONTEXT

Education, at all levels, is called upon to help students reach high standard
achievements in general knowledge, specialized knowledge, and a wide range of
skills facilitating learning and functioning in contemporary society. The necessity
of possessing such transversal skills comes from our world's realities. Globalization
is a phenomenon people need to adapt to. Global employers need employees who
can understand the global markets and adapt to the diverse practices and
regulations, can communicate across cultures using different languages, can
efficiently use the newest technologies, think critically and creatively, make the best
decisions, join interdisciplinary teams, people who can permanently adapt to any
new or changing contexts, demands, sets of values, etc.

Learning is nowadays understood as a lifelong human activity. It continues
once school years end. This year, the U.N.O. Special Event on Transforming
Education, convened by the U.N. Secretary-General in collaboration with the
President of the General Assembly and the President of the Economic and Social
Council, held on July 11, focuses on two crucial aspects: the financing of education
to secure more and better investment in this domain (as a long-term investment in
a country's future) and on embracing a new vision for the creation of learning
societies:
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[...] to ensure education better serves as a foundation for peace, human rights and
opportunity for all, and that societies are better equipped to navigate rapid economic
and societal shifts, spurred by new and emerging technologies, the triple planetary
crisis and a weakening of the social contract. Learning societies require governments
to move away from the traditional static, siloed vision of education and to
progressively build adaptable and effective lifelong learning systems. They also call
for a learning environment that pursues radical inclusion, a fresh national and global
consensus around the knowledge, skills, mindsets and capacities needed for the
world today, a repositioning of the role of teachers in the learning process and the
harnessing of digital tools and resources for better education access, experience and
outcomes. (U.N.O., 2024, p. 2)

Therefore, education, teachers, in general, are expected to play an essential
part in creating "learning societies."

As part of higher education curricula, E.S.P. has to assume an important role
in preparing students for their future careers and endowing them with the best
possible skills. If the professional ones are the responsibility of the respective
specializations, the transversal skills may be easily conceived as part of the E.S.P.
teacher's responsibility.

Different E.S.P. practices deal with transversal and transferable skills.
Csoupkova and Dlabolova (2022) teach E.S.P. at the Faculty of Science of Masaryk
University. Their course's approach is to propose to students some "concrete tasks
building up the employability skills, such as writing a CV, cover letter, conducting
job interview simulations and presenting a research project" (Csoupkova et al., 2022,
p- 183). Nonetheless, more general communication skills such as argumentation,
negotiation, and planning are considered. Specifically, they focus on peer-feedback
skills, as part of the academic experience as well as the students' future job
environments, on mediating meaning (explaining, using subject-specific
vocabulary, working with definitions, comparing, etc.), and on verbalizing own
skills and achievements (by using such documents/genres as CV, cover letter,
conducting mock job interviews). The two authors highlight the importance of these
skills for their students' employability.

Polyakova and Galstyan-Sargsyan (2020) extensively studied the role of
higher education in providing students with transversal skills that will help them
adapt to their future jobs and cope with whatever challenges they may face. In their
understanding "the transversal competence is the ability of a student to use
cognitive capacities and applied skills to address daily study and work routines
successfully” (p. 16). It ranges from hard (data and administrative skills) to soft
(behavioral) skills. (p. 16) Based on a needs and preferences survey they conducted
on their engineering students, they considered a change of their E.S.P. courses to
"agglutinate" communicative and transversal competences. For example, an activity
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focusing on vocabulary would include communicative B2 competencies such as
Reading (Travel and transport specific vocabulary), Writing (Exercises A and B),
Speaking, listening (Exercise C), as well as transversal competences such as
Application and practical thinking and Effective communication (Polyakova et al.,
2020, p. 22). They also devise some markers and descriptors for the transversal
competences to assess their students' achievements.

In their conference paper, Belchior Rocha et al. (2017) notice that, in the context
of the Bologna process of education, universities have been challenged to narrow the
gap between higher education and the labor market. Implementing a transversal
competences program, especially for first-cycle students, is an essential step. The
paper's authors mention a core study of a pilot project (called Tuning Educational
Structures in Europe, 2003) involving many academics, students, and entrepreneurs
from various European countries whose opinions on what transversal competences the
future employees should possess converged. They were as follows:

"ability to analyze and synthesize; ability to learn; ability to solve problems; ability to
apply knowledge; ability to adapt to new situations; concern about quality; ability to
work with information; ability to work independently and in groups" (Belchior et al.,
2017, p. 4157).

The authors of the report (Gonzédlez, & Wagenaar, 2003, cited in Belchior
Rocha et al, 2017) considered grouping the transversal and transferable
competences into three main types:

Instrumental skills: cognitive, methodological, technological and linguistic abilities;
Interpersonal skills: individual skills such as social skills (social interaction and
cooperation);

Systemic skills: skills and competences related to the whole system (a combination of
understanding, sensitivity, and knowledge that allow the individual to see how the
parts of a

whole relate and group together). (p. 4158)

Portuguese public universities have implemented the skills mentioned above
since 2009-2010 as a new structure called The Laboratory of Transversal Skills
(L.T.S.), later becoming the Laboratory of Languages and Transversal Skills (LLTS).
The new structure's purpose is to develop a curriculum and courses and provide
the necessary operating tools, logistics, and pedagogy across the different study
areas. The authors of the paper have researched how the academic staff was
involved in developing the transversal competences, over six academic years. They
devised a profile of such a person: the teacher should value diversity, be flexible
and practical, use the methodologies best suited for diverse study groups, be
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empathic with students' needs, and use suitable language. The research aimed to
see what differentiates a teacher of transversal competences when teaching,
learning (social, emotional, and academic), and evaluating the students. The
authors conclude that a transversal competence teacher must be a reflexive
professional, an agent of own formation and students' formation, and an inspired
mediator helping students construct knowledge through "playful, reflexive,
challenging, and creative activities." Such a teacher enables students to become
active, autonomous, and critical subjects of their own growth. (p. 4162)

Although it is unclear what training the transversal competence teacher has
(or should have), the language teacher is an integral part of the process. It is also
clear that such a teacher must be a good psychologist and educator and possess the
respective skills.

In their 2018 essay on the subject of transversal competences (Transversal
Competences: Their Importance and Learning Processes by Higher Education Students),
Maria José Sa and Sandro Serpa notice that following the 1999 Bologna Declaration,
European higher education institutions have worked to change and adapt their
curricula and programs to respond to the labor market. A significant preoccupation
became equipping their students with transferable competences, enabling them to
apply their knowledge in various professional areas. Employability has become a
central principle for what higher education needs to offer. Excessive theory is
constantly making room for more practice. However, there is still a gap between the
perceptions of employers and higher education institutions concerning the ratio of
scientific content and practical needs (José Sa et al., 2018, p. 2). The solution seems to be
building the necessary competences in the graduates, although the acceptations and
definitions of the term are pretty varied. The two authors distinguish two main types
of competences directly related to the labor market: a set of general or transversal
competences that are helpful in all fields and for all tasks and, therefore, transferable
(e.g., leadership, communication, problem-solving, teamwork, and creativity
competences, digital ones), and specific or technical competences, which cannot be
transferred to other contexts (José Sa et al., 2018, p. 3). Although such skills may be
taught and developed in practice along with scientific and technical ones, the present-
day education standards call for a life-long learning approach. Transversal
competences have become standards for the accreditation of higher education
institutions and programs by national and international agencies, and to meet the
standards, curricula, and syllabi had to change and adapt. Teachers had to adapt and
become experts, consultants, mediators, moderators, and enablers in developing
transversal student competences (José Sa et al., 2018, p. 5). The newer tendencies
ascribe students to a more active role and involve the use of new technologies and
forms of assessment.
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Discrepancies between the perception of the importance of some transversal
competences have been reported; that is, students consider some competences to be
valuable (e.g., decision-making, problem-solving) while employers value others
(communication skills, use of digital technologies), hence the necessity to bring
together all the actors involved in the matter: students, teachers, institutional
leaders and employers to clearly define and assess the value of the transversal
competences to be developed in the higher education context (José Sa et al., 2018, p.
6). Possible solutions may come from an adaptation of the pedagogical
methodologies to combine scientific and technical knowledge with the work
environments; for example, students may be asked to actively engage in simulated
work-based projects (which should include such transversal skills as teamwork,
problem-solving, acceptance of different perspectives and critical analysis) (José Sa
et al., 2018,p. 6). Digital technologies proved successful when students could obtain
content knowledge by actively and critically engaging in the virtual context,
considered an essential transversal skill of the 21+ century.

Assessing transversal competences may be challenging. However, it is
accepted that the utmost criteria should concern students' ability to integrate
diverse knowledge and use it in an applied manner; this way, the assessment may
become a formative factor in the development of those competences, and students
may be actively involved (José Sa et al., 2018, p. 8).

TRANSVERSAL COMPETENCES AND ART EDUCATION STANDARDS

In the Romanian context of higher education, an essential factor in
establishing the quality of higher education institutions and accrediting them is
ARACIS (Agentia Romani de Asigurare a Calititii in Invitimantul Superior/The
Romanian Agency for Quality Assurance in Higher Education). It establishes the
standards for all the branches and programs of Romanian higher education
institutions. Commission no. 8 is responsible for the arts, architecture and urbanism,
physical education, and sport. The standards imposed at a B.A. level for the visual
arts domain (ARACIS, 2023) concern the content of the curriculum, which should
include certain fundamental (core) subjects, domain-specific subjects (pertaining to
the different art branches: painting, photography, fashion, etc.), specialized subjects
(sacred art-painting, sacred art-conservation and restoration), and complementary
disciplines; the respective disciplines may be compulsory, elective (students can
choose between several subjects) and optional (students can choose them or not;
they are not mandatory).

The complementary subjects are considered indispensable for the formation
of visual arts graduates. They are meant to ensure the transversal competences
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(ARACIS, 2023, p.39). The complementary subjects consist of foreign languages,
whereas other subjects are physical education, computer technology, digital editing
and processing (of text, image, multimedia), sociology/axiology, art pedagogy, and
digital education. Unlike the previous set of standards, the new one places the
teaching-learning of foreign languages among the compulsory complementary
subjects (with physical education and computer technology) (ARACIS, 2023, p.40).

This is a signal that the Agency adapted the standards and requirements to
the present-day tendencies in higher education and to the necessity of gapping the
relation with the labour market. Quite interestingly, though, when considering the
research the teachers should perform, a particular link to the domain is required,
except for physical education and foreign language teachers (ARACIS, 2023, p. 47).
The respective commission may not be familiar with the specialized languages branch
and the existence of such specialized language/s departments in higher education.

The visual arts graduate students are supposed to own the knowledge,
competences, and abilities which should enable them to function in the labor
market, to get employed, or be freelancers, to develop a personal business, creative
projects (as individual artists or in groups), or to further their studies (and get an
M.A. or doctoral degree). The commission requires that all these competencies be
clearly defined and distinctly mentioned in each program's curriculum (ARACIS,
2023, p.42). Furthermore, each syllabus should also mention the exact competences
the respective discipline develops. They should appear on the diploma supplement
of each graduate student (thing which should facilitate the relation with the labor
market). These competences are also listed in the A.N.C. (Autoritatea Nationala
pentru Calificdri) (N.Q.A./National Qualifications Authority) framework
documents (RNCIS = Registrul national al calificdrilor din invatamantul superior /
National Qualifications Register), in accordance with the European Qualifications
Framework and allow graduates to profess according to the COR (Clasificarea
ocupatiilor din Romania / Classification of occupations in Romania and ESCO
(European Skills, Competences, and Occupations) nomenclatures.

ESCO aims to support job mobility across Europe and, therefore, a more integrated
and efficient labor market by offering a "common language" on occupations and skills
that can be used by different stakeholders on employment and education and training
topics. (https://esco.ec.europa.eu/en/about-esco/what-esco, accessed July 12, 2024)

According to the respective documents, a visual arts graduate is supposed to
possess specific knowledge, skills, and competences. Below are some examples of
the necessary skills and competences required by occupations in the art field; the
underlined ones may be appropriated by the ESP course:
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Painter - ESCO code 2651.1
- contextualize artistic work
- create artwork
- create original drawings
- create original paintings
- create sketches
- define artistic approach
- develop visual elements
-gather reference materials for the artwork
- maintain an artistic (!)
- monitor art scene developments
- select artistic materials to create artworks
- study artistic techniques
- use artistic materials for drawing
- use genre painting techniques
- use painting techniques
-autonomous management of professional
tasks involving creativity and innovation in
the field of visual arts.
- the ability to meet deadlines, work in teams,
as well as independently, demonstrating
creativity, flexibility, and adaptability in
completing tasks.
Conceptual artist - ESCO code 2651.5
-adapts the artistic concept to the location
- contextualise artistic work

The history and theory of art graduate:
- plans artistic education activities
- establishes educational networks
- develops training plans for promotion and
information activities
- lays the foundations for educational resources
- respects cultural differences in terms of
exhibitions
- works independently on the preparation and
organization of exhibitions
- records the museum collection
- offers advice on art objects for exhibitions
- evaluate historical documents
- contextualizes the collection of records
- writes scientific publications
- studies a collection
- carries out scientific research
- evaluates research activities
- disseminates the results among the scientific
community
- requests funding for research
- presents the results of the analyses
- promotes knowledge transfer

- create artwork
- define artistic approach
- develop artistic research framework
- discuss artwork
-gather reference materials for the artwork
- maintain an artistic portfolio
- make artistic process explicit
- monitor art scene developments
- select artistic materials to create artworks
- study artistic techniques
- capacity for ethnic and intercultural
understanding,  tolerance,  respect  for
diversity, as well as for national, European/
international values and laws.
"Art Exhibition Curator - ECSO code 2621.6
- works independently on the preparation and
organization of exhibitions
- provides information about the exhibition theme
- organizes an exhibition
- presents exhibitions
- interacts with the public
Cultural Center Visitor Services Manager -
ESCO code 2621.5
- promotes events organized by a cultural
institution

- manages open publications

-manages personal professional development
- gives lectures

- writes scientific, academic works and
technical documentation

- interacts professionally in research and
professional environments

- promotes public involvement in research

- prepares the exhibition program

- carries out research activities at an
interdisciplinary level

- develops professional networks with researchers
- monitors artistic activities

- interacts with the public

- presents exhibitions

- implements the management of the project

- advertises an art collection

- evaluates the quality of art objects

- creates new concepts

- organizes an exhibition

"Professional competences:

Figure 1. Skills and competences required by occupations in the art field.
Source: https:/fwww.anc.edu.ro/vizcalificare/ ?prog=25213
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TRANSVERSAL COMPETENCES AND THEIR PRACTICE (AT U.A.D.")

The implementation of such detailed standard requirements in the art higher
education called for a rethinking of the whole process, starting with adapting
curricula and syllabi to specifically include the respective knowledge, skills, and
competences. Each program revised the curriculum to comply. For example, the
History and Theory of Art program's curriculum mentions the following
professional competences: recognizing artworks (style, period, author), describing
artworks (distinguishing formal elements), critically analyzing artworks, creating
theoretical syntheses, interpreting artworks, judging (evaluating/appreciating)
artworks; understanding traditional and modern paradigms of creation; mediating
between artworks, artists, and the public. Transversal competencies include
working rigorously, efficiently, and responsibly; punctuality; assuming
responsibility; identifying a personal role in a multi-specialized team; using the best
opportunities and tools for permanent learning and development (lifelong
learning).

ART ENGLISH AND TRANSVERSAL COMPETENCES

The necessity of adapting the syllabus became obvious to comply with the
new tendencies and try to fill the gap between higher education practices and labor
market requirements. What skills can be improved, and which are the best
instruments to do that? What is students' perception of the knowledge and
transversal skills they are supposed to possess upon graduation? What are their
expectations?

The core transversal competence the language teacher can help students with
concerns the ability to communicate. This needs to be put in a certain perspective.
What (about) to communicate, in what context(s), to what end? Indeed, artists
communicate differently: they use the plastic discourse to express ideas, feelings,
attitudes, etc. However, the labor market places a strong emphasis on this
transversal competence. In order to function on such a complex market (on the art
market as well), an artist, an art professional needs to efficiently communicate.
International markets use English as a universal means of communication.

1 University of Art and Design, Cluj-Napoca
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International markets use digital communication in English, too. Art graduates will
likely use this language to function in those markets.

A closer view of the listed competences mentioned before made it possible to
select those involving communication. Among them, defining artistic approach,
discussing artwork, organizing, presenting exhibitions, interacting with the public,
disseminating research results, writing research papers and technical
documentation, giving lectures, advertising, and creating exhibition materials may
well be using English, especially internationally. Artistic creation, academic
research, and the art business can only be conceived considering the international
context.

The best approach to achieve these goals was to adapt genre analysis practices
to the art discourse, that is, to choose the genres best suited for achieving the
respective goals. For example, to "define artistic approach,” students were exposed
to the genre of the artist statement and designer concept statement. Several such
texts were studied so that they could recognize the structure (moves, steps) of the
genre and possible discourse strategies (rhetorical devices) and imagine what they
would say/write about themselves as creators of art. Then, several contexts were
considered for which they would use such a text. Simulating a life situation in which
they would use the text, they were asked to write or speak their statements. The best
way to do it was to use computer technology (which they are expected to). They
would use computer programs to write and edit their texts, use images, and create
videos using multimedia tools (images and sound) to speak about their approach
to art/design as creators.

To "discuss an artwork", the genre of the formal analysis seemed most
appropriate. Starting from particular texts analyzing artworks (classical and student
texts), a particular structure was distinguished, and specific strategies were
recognized. That is, a work of art is firstly "deconstructed" in relevant elements
which are described by using specific language tools (nouns and lots of adjectives,
mainly); then particular meanings are attributed to each element (using verbs of
suggestion); then the whole is re-created and given a meaning. Sometimes
evaluations are included (such as style attribution and value, e.g., a masterpiece).
After understanding the mechanism of analysing artworks, students are
encouraged to analyse works of their choice, even their colleagues'. The important
thing is to work with the communicative mechanism of the genre.

Exhibition materials need to be conceived in English as well. Labels, leaflets,
cards, and reviews are genres directly related to gallery and museum exhibitions.
They are also means to connect with the art public. The same steps were taken,
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starting from particular examples of such texts, discussing genre features and
communicative strategies, the students (especially those of the art history and
theory program) were asked to produce their own texts, in writing and speaking (as
videos or podcasts) and place them on their websites or blogs accompanied by
multimedia tools.

Disseminating research results by writing a research paper is something any
graduate student needs to do. They should write a B.A. paper, an M.A. dissertation,
or a doctoral thesis/dissertation (even the artists), which should result from the
(artistic) research they conducted during their academic study years. Writing a
research paper is usually a difficult task. It will likely not be written in English (so
far). However, the Art English course also includes this genre to help them
understand how it works and especially help them see the difference between a
research paper and an essay (which is quite confusing for them). Although the time
is too short to go into the details of writing such a paper, some examples of shorter
research papers are discussed, and the typical genre features are stressed. The
objectivity of the writing, assuming the voice of authority, structuring,
acknowledging the sources -notes, references, bibliography, quoting, paraphrasing,
and especially avoiding plagiarism. They need to understand the rigor of the genre
compared to other genres.

Besides offering the students the necessary knowledge of the genre, another
important transversal competence is involved: finding and selecting the necessary
information, that is, working with sources (usually from the Internet) and critically
thinking about the information they offer. Then, an informed selection of the best
data is the starting point of each research. The sources they will find are vast and in
English. Knowing how to find and use digital information is a transversal
competence without which no one can function today (digital literacy). Deciding
whether a source is good or not, appropriate to your goals, trustworthy or not
involves critical thinking. Experience helps, and it can be built. Comparing different
sources is the first step in deciding what to choose. During the academic year,
students are asked to access many texts on the Internet. Reading and listening
comprehension exercises are the first step to understanding what they accessed.
Understanding requires much practice but enables one to function consciously and
work with that information efficiently (and avoid remaining functionally illiterate).
English is, therefore, an instrument without which they will not be able to find the
right information and use it according to their purposes. This is why, during the
first year, the students will mainly work towards acquiring the best reading and
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listening competencies and building a specialized vocabulary they will need in their
academic and professional lives.

Another exercise meant to help students acquire and develop the ability to
find the best information is to ask them to find information on a specific subject or
gather reference materials (e.g., Romantic features of Turner's art). They are asked
to note down (like a kind of list) items of information from different sources
(including their suggested references and/or given bibliography). Then, the pieces
of information are compared, and decisions are made about what exact information
is correct and which is false or incorrect. Then, another list is made, converging all
the selected sources. The subjects may be chosen according to student's needs and
interests concerning other disciplines.

Monitoring the art scene obviously implies the use of a foreign language.
Since the vast majority of information is to be found written in English (sometimes
translated from other languages), students need to be able to use it to find what
happens in the art world. They may want to see what is new on the New York art
scene, what a museum decided to exhibit as a new exhibition, who the winners of
art contests are and why, etc. Surveying the Internet for this purpose is the most
handy tool to stay up-to-date as an art professional.

Another valued transversal competence, not directly related to a language
course but essential for the Art English course, is time management and respecting
deadlines. All the proposed tasks have well-established deadlines (although quite
generous). It appears that art students need to practice this skill. No student work
is accepted after the deadline, and they must suffer the consequences. Today's
world is also about timing, scheduling, and respecting deadlines; any workplace
will require such things (even freelancers need to adapt to survive).

Most importantly, since the Art English course is an online one, students are
invited to learn and work in a digital medium, to use digital tools to learn, to
manage tasks, complete assignments, all of these at their own pace but within
certain deadlines; this will certainly help them throughout their entire
(professional) active lives, setting the stage for what is now called lifelong learning.

The assessment of the transversal competences is necessarily combined with
the assessment of language competencies. The stress lies on the practical part. For
example, they are asked to build their blogs or websites, written in English, where
they are expected to post such materials as an artist statement, a video CV, an art
review, present a work-in-progress, share a personal experience with visiting a
museum or gallery, comment on some information of interest, or opinions

expressed by other art professionals, etc. Besides assessing the quality of the
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language they use, how they manage to communicate efficiently on subjects of
professional interest and how the communicative purposes are achieved are equally
important aspects. Creativity in achieving those goals is also valued, as is the use of
multimodality. Without necessarily acknowledging it, students become digital
content creators as well. Online collaboration is also encouraged. They are
encouraged to comment (in English) on their colleagues' or other artists' posts (in
English) on Instagram, Pinterest, Facebook, or X. By communicating with people all
over the world, they take steps towards becoming global citizens.

CONCLUSION

We are living in quite challenging times: everything changes at never-before-
imagined paces. We all need to adapt. Our students must function in this new world
and adapt to the demands of the new society and labor markets. Art professionals
also have to meet an extremely tough, still volatile, art market.

As The Committee on Employment and Social Policy of I.L.O. (International

Labour Organization) made it clear back in 2007,

Education and training policies must be better integrated into major policy
frameworks and development strategies; such strategies include integrating
transferable skills into curricula, developing effective training methods, promoting
investment in transferable skills, and designing forward-looking skills development
strategies (International Labour Office, 2007, p. 16).

These transversal skills need to be portable and recognized, and each National
Occupational Framework needs to specify them with clarity, an ongoing activity for
our labor ministry. Universities' role in this bigger picture is growing, and their
awareness is essential. The approach to higher education teaching itself needs to
change from pure theory and adapt to provide students with real opportunities to
develop transversal skills necessary for their future successful careers.

In this context, the challenges of the Art English course are numerous. They
start with detecting the transversal skills the students are expected to master upon
graduation and finding the best ways to integrate the respective transversal skills

as the usual practice for learning and assessment.
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Growth Mindset and Enhancing Motivation
in Students’ Spoken Interactions

DENISA-ALEXANDRA IONESCU!

Abstract: Roughly two decades ago, world-renowned psychologist Carol S. Dweck coined the
concept of mindset. The brilliant book published in the early 2000s was not by chance entitled
Mindset: The New Psychology of Success. The author’s lifelong research had resulted in a
groundbreaking theory that was going to influence the future generations in very different
areas of expertise, encompassing the educational environment, the business world, the sports
or the arts field etc. With regard to language learning, growth mindset is linked to the drive to
improve one’s language skills by choosing challenging tasks, employing adaptive strategies to
improve one’s abilities and last but not least, not being afraid to fail. These are exactly the
challenges that teachers of foreign languages are faced with especially when it comes to the
students’ verbal interactions. The current study aims to showcase how increasing growth
mindsets among students and employing various motivation strategies result in an
outstanding boost in their communication skills. This will strongly and positively impact their
future communicative acts as well as their self-confidence and their desire to engage in
conversation. In today’s fast-paced society, these are core features for future employees.

Keywords: growth mindset, motivation, intrinsic and extrinsic motivators, spoken communication

INTRODUCTION

We encountered the concept of a growth mindset several years ago, and what

immediately stood out to us was the significance of the word “yet”. For a student,

it can be immensely reassuring to understand that they have not failed an exam, but

rather that they have not passed yet. This distinction goes beyond mere rephrasing;

it embodies the essence of a growth mindset, i.e. they empower us to make positive

changes in our lives starting from the assumption that human qualities or

intelligence are not carved in stone, they can be cultivated through effort (Dweck,
2006, p. 11).

Our interest in mindsets was sparked when we first read Carol Dweck’s book,

the researcher who coined the concept several decades ago. It became the starting

1 Lecturer, PhD, National Academy of Music "Gh. Dima", Cluj-Napoca.
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point of a yearslong research about how we can improve our students” academic
achievements by fostering a growth mindset. The on-average claim was that
implementing the aforementioned concept could turn all students into high
achievers. As thoroughly analysed in the following pages, fostering a growth
mindset represents just one of the elements needed in order to become academically
successful. It also takes perseverance, resilience, tenacity and grit.

Do people with this [growth] mindset believe that anyone can be anything, that
anyone with proper motivation or education can become Einstein or Beethoven? No,
but they believe that a person’s true potential is unknown (and unknowable); that it’s
impossible to foresee what can be accomplished with years of passion, toil, and
training” (Dweck, 2006, p. 13).

In fact, there is a network of several other concepts that can’t be overlooked
and that converge into a broader framework that has the potential to enable teachers
to have more motivated, engaged and proficient students. Thus, a strong correlation
surfaced between mindset and motivation, self-efficacy and last but not least,
enjoyment. Consistent research had been conducted in the past decades in terms of
mindsets, but there were moderately few studies on language learning mindset in
applied linguistics and that became the underlying motivation of the current article.

THEORETICAL BACKGROUND ON THE CONCEPT OF MINDSET

Mindsets were born as a result of Dweck’s research into the concept of ability.
“We realized that there were two meanings to ability, not one: a fixed ability that
needs to be proven, and a changeable ability that can be developed through
learning” (Dweck, 2006, p. 17). Consequently, people with fixed mindsets feel the
need to prove themselves over and over again. Focusing on their permanent traits,
they become afraid of challenge and devalue effort. They constantly need validation
as they see themselves as superior and special human beings. Conversely, people
characterized by growth mindsets “don’t just seek challenge, they thrive on it”
(Dweck, 2006, p. 20). They are driven by the belief that they can change and grow
through application and experience. They have a passion for learning and they love
what they do even in the face of difficulties. The fixed mind setters are interested in
feedback only when it reflects on their ability, while growth mind setters are open
to be confronted with accurate information about their current abilities, even if it’s
not flattering but they know that these skills can be improved upon.

According to one’s own prevailing mindset, success is conceived differently.
In a fixed mindset, success means proving you are smart or talented and effort is
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not necessary. On the contrary, if one has to make an effort to complete a given task,
this shows precisely a lack of talent. This is why when failing, a fixed mind setter
will try to assign blame and make excuses. In a growth mindset, success is perceived
as “stretching yourself to learn something new” (Dweck, 2006, p. 17) while effort is
what makes you smart or talented. If “failure has been transformed from an action
(I failed) to an identity (I am a failure)” (Dweck, 2006, p. 26) in a fixed mindset
context, for growth mind setters’ failure can be a painful experience, but they don’t
feel defined by it. “It's a problem to be faced, dealt with and learned from” (Dweck,
2006, p. 27).

Even in terms of the actual process of learning, the two ways of thinking differ
substantially. Personal development is hindered if not even stifled in a fixed
mindset while it represents a goal in itself in a growth mindset. In one case, learning
occurs through memorizing, learning by heart. Understanding the concepts to be
learned is not a must. For a growth mind setter instead, the goal of studying is to
actually learn something new, it’s not just meant to pass a test. Learning means
going over and over again the things one didn’t understand until they do.

To sum things up, mindset applied to the specific field of language learning
refers to the beliefs about language learners’ attributes that are related to their
abilities or intelligence, of which students with fixed mindset believe that their
abilities or intelligence could not be changed while those with a growth mindset
have malleable abilities or intelligence (Blackwell et al., 2007, Dweck, 2006;
Bernecker & Job, 2019; Lou & Noels, 2019).

The fixed mindset limits achievement. It fills people’s minds with interfering
thoughts, it makes effort disagreeable, and it leads to inferior learning strategies. (...)
important achievements require a clear focus, all-out effort, and a bottomless trunk
full of strategies (Dweck, 2006, p. 44).

TEACHERS’ INVOLVEMENT AND STRATEGIES TO FOSTER
A GROWTH MINDSET

Mindsets play an important role in one’s personality but they can be changed.
Individuals are usually characterized by a mixture of the two types of mindsets, but
just by being informed about them one can think and react in new ways. More and
more studies emphasise the need for teachers to raise students” awareness in this
regard and consequently to improve school results through teaching growth
mindset strategies. According to a survey conducted and published in the
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Standford Report? by Standford University within The Project for Education
Research That Scales (PERTS) if properly and explicitly taught about mindsets, the
results will be better compared to students who don’t receive the same explicit
instruction.

But the first step teachers have to take is to create an environment where
students aren’t afraid to fail. They have to provide and maintain a nurturing
atmosphere, warm and accepting, an atmosphere of affection. A very strict and
disciplined one, but a loving one. They have to deeply commit to them as students
but also as people. “Challenge and nurture” as Dweck (2006, p. 114) describes the
approach to teaching of Dorothy DeLay, the famous violin teacher.

The traditional dynamics of the education system forces teachers to focus on
the curriculum instead of the whole student. In fact, stress in laid on teaching the
syllabus, testing and assessing outcomes. Giving students the opportunity to gain
and mature practical skills while simultaneously providing content information, is
difficult and time-consuming. The same holds true in terms of evaluation. When
designing the syllabus, we comprise continuous assessment throughout the
semester, but unfortunately written tests still prevail.

Thus, we are sending fixed-mindset messaging to learners. Instead, what
great teachers do is teach students how to reach the high standards. Taking Jaime
Escalante’s example, we should ask ourselves “How can I teach them? not Can I
teach them?” (Dweck, 2006, p. 43). We should preach and practice a growth mindset
by focusing on the idea that every student could develop their skills. Therefore, we
have to take care about every single student valuing their individuality, interests,
quirks and desires.

While curriculum and pedagogy are critical to a quality education, equally important
are the non-cognitive skills our students are learning in school (...) viewing each
student as a whole person who uniquely connects with info and the world is critical
in creating a learning environment that will serve students even after they leave the
classroom. When a student learns about mindsets, they gain an understanding of their
power in shaping their own future” (Brock & Hundley, 2017, p. 39).

In order not to send fixed-mindset messages, we should pay also close
attention to the way we praise our students. In fact, we should praise the process by
which they managed to complete the task, not their intelligence nor the ability they
mastered. When praising the ability, we push students right into the fixed mindset.
Consequently, they are likely to reject future challenging tasks that they could learn

2 https://news.stanford.edu/stories/2015/04/growth-mindset-study-042715
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from as they won't want to do anything that could expose their flaws and call into
question their talent or their intelligence. Conversely, we should praise them for the
growth-oriented process — what they accomplished through practice, study,
persistence, and good strategies.

Every word and action sends a message. It tells children —or students, or athletes—
how to think about themselves. It can be a fixed-mindset message that says: You have
permanent traits and I'm judging them. Or it can be a growth-mindset message that says:
You are a developing person and I am interested in your development (Dweck, 2006, p. 101).

When giving feedback, we should tell them the truth while providing them
with the tools needed to close the gap. We have to help them understand how to fix
the matter in question and provide constructive criticism. We don’t have to give
negative labels to students or find them excuses. It is the responsibility of the
teachers to cultivate students’ ability to embrace negative comments.

Teachers can provide more constructive feedback with care and kindness, and
emphasize the specific measures students should take to achieve the desired outcome.
Furthermore, it is critical that teachers emphasize the constructive function of failures
instead of rejecting them as an indication of incompetence. Teachers should
encourage their students to embrace all feedback positively and learn from their
mistakes by doing the necessary corrections (...) More importantly, more attention
should be paid to hard work rather than intelligence or ability. (Hu et al, 2017).

We should not lower our standards either. On the contrary. We should set
high standards but they have to be the same for all students, not only for those who
are already achieving while concurrently providing them with the means to reach
these benchmarks. “Lowering standards just leads to poorly educated students who
feel entitled to easy work and lavish praise” (Dweck, 2006, p. 111).

Last but not least, we teachers need to have a good understanding of our own
mindset as it is crucial to the success or failure in teaching it to others. We have to
know what feeds our growth mindset so we can seek opportunities and strategies
to empower ourselves. The same holds true for knowing what triggers our fixed
mindset in order to work out strategies to help us manage our mindset or eliminate
those triggers from our daily interactions. For instance, we must not assess the
students’ early on performance and make up our mind about them for good. We
shouldn’t judge, we should teach.

When teachers are judging them, students will sabotage the teacher by not trying. But

when students understand that school is for them —a way for them to grow their
minds — they do not insist on sabotaging themselves (Dweck, 2006, p. 115).
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This kind of fixed mindset teachers don’t believe in improvement, and they
don’t create it. They consider their role is simply to impart their knowledge
compared to growth mindset educators who believe in the growth of the intellect
and are fascinated with the process of learning.

What more can teachers do besides actually teaching growth mindset by
means of their own example? They can and should organise a growth mindset
intervention. Its role is to raise the topic of mindsets explicitly and to convey “a
concept that academic outcome can be improved, and intelligence can be developed
by actions, such as making effort, seeking strategies, and asking for help” (Yeager
& Dweck, 2012; Yeager, Romero, et al., 2016). It's about understanding that we have
the power to achieve anything, as long as we are willing to work for it. Evidently “a
growth mindset model of instruction is more successful when it interweaves with
the daily curriculum of the classrooms” (Rhew et al., 2018).

There are two parts of the intervention. The first stage consists in a lecture-
type presentation regarding neuroplasticity, namely raising the students’
awareness about the fact that the brain forms new connections and “grows” when
people practice and learn new things. “The more you challenge your mind to learn,
the more your brain cells grow. The resultis a stronger, smarter brain” (Dweck 2006,
p. 125). An excellent example the researcher provides is that of babies. Nobody
laughs at babies if they can’t talk. “They just haven’t learned yet”. Once again, the
power of yet and the reassurance that we can all improve, become better. In the end,
this is our mission as teachers, i.e. to enable people to develop their potential. Real-
life examples are crucial when comprised in the intervention but also provided
whenever the case during the lectures. They represent the starting point of Dweck’s
research and the framework it was consequently built on.

The follow-up to the aforementioned presentation included in the
intervention is an assignment given to the students. They have to write a letter to a
future student who struggles in school, a “saying-is-believing” type of exercise in
which students internalize the information of growth mindset. The intervention
does not promise that abilities can change to an equal extent for everyone. It just
highlights the potential for change and the results of the numerous studies conducted
on the topic encourage us to invest our time and energy in this direction as it will
be worth it.

Lastly, teachers should provide students with clear and explicit strategies for
fostering a growth mindset:

(1) Explicitly teach and demonstrate criteria for success. (2) Set up high and realistic
expectations by encouraging students to set up goal and accomplish them. (3) Offer
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options for students to select practice options that suit their preferences. (4)
Constantly provide feedback so students know how to improve themselves. (5)
Deliberately practice reflection, observation, and communication (Stiskin, 2022, p. 26).

MOTIVATION

The concept of mindset is intrinsically correlated to motivation. The studies
conducted in regard to motivation (Liu & Yiran, 2022; Rhew et al. 2018; Sharma &
Vipin, 2018; Soureshjani & Naseri, 2011) point out consistently that it represents a
predictor of how a student will perform academically. Better yet. There are scholars
who strongly believe that “motivation is a critical component for academic success
in all students” (Rhew etal., 2018, p. 5). In the present article motivation is considered
a trait that enhances the will to work dedicatedly for a specific task. It's what “moves
a person to make certain choices, to engage in action, to expend effort and persist in
action” (Dornyei & Ushioda, 2011, p. 3).

Motivation involves four aspects: a goal, effortful behaviour, a desire to attain the goal
and favourable attitudes towards the activity, and motivation is a diffuse concept and
is often tied to other factors that influence the energy and direction of behaviour factor
such as interest, need, value, attitude, aspiration, and incentives (Gardner et al., 1985,
p- 229).

A theoretical review of the literature has led us to the various taxonomies
regarding motivation. One common categorization divides motivation into two
types: instrumental (a desire to gain social recognition or economic advantages
through the knowledge gained) and integrative (bolstered by the wish to improve
and affected by teachers’ motivation, encouragement, and support).

On the basis of another classification, motivation is divided into extrinsic and
intrinsic.

To make a relationship between this classification and the above-mentioned one, it
could be assumed that extrinsic motivation is somehow related to instrumental
motivation and intrinsic motivation is related to integrative motivation. (Soureshjani
& Naseri, 2011, p. 663).

In other words, extrinsically motivated learners are concerned with the end
results (e.g., grades, prizes) more than the task-completion process while the
intrinsically motivated ones are fascinated about the process, and focus on the task
itself. As a consequence, the former type of students will look for excuses and
outside factors in the case of failure therefore not considering themselves
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accountable for it. The latter acknowledge that they are in control of things hence
they take responsibility for both their failures and achievements.

Taking into account the previous observations regarding mindsets, the
similarities and connections to the types of motivation are conspicuous. Thus,
intrinsically motivated students seemingly display a growth mindset as they exude
enthusiasm in performing a task, seek solutions and aim for quality work. They are
constantly seeking new skills therefore improving their abilities. They know that
excellence takes time. Students who are extrinsically motivated, on the other hand,
are distinctly characterised by a fixed mindset proven by their focus on performance
goals, the importance of their own ability and sense of worth. “Ability is displayed
by outperforming others, by meeting public standards or expectations, or by
achieving success with minimum effort” (Lee et al., 2010, p. 271). Extrinsic
incentives are embodied by rewards, punishment, praise, feedback, grades and
eventually money. The downside of such motivators is that once they are
withdrawn, the result is the reduction of competence and loss of interest.

A relevant example in line with the theoretical observations mentioned
previously would be a workshop that we organised as part of a European project
with the students from the Faculty of Economics and Business Administration. The
aim of the workshop was to enhance students’ interaction, awareness of different
styles and methods of teaching and last but not least, social bonding between peers.
The language of communication was English. The students with a growth mindset
considered it a challenging endeavour, an opportunity to engage in different
activities with their colleagues from a different university and to meet new people.
Therefore, they enthusiastically engaged in conversation and embraced the
activities suggested by the teachers. They were not interested in rewards granted
due to their participation in the workshop. They considered the activity itself to be
interesting and rewarding enough. On the other hand, the students with a fixed
mindset, had difficulty in getting involved in the tasks along with their peers, paid
close attention not to make mistakes of any kind as they considered them
demeaning and sadly, they were interested in attending the workshop mainly
because they were going to receive extra points at the final exam.

To sum things up, there is no doubt that a strong positive correlation exists
between a growth mindset and motivation. Learners who feature this kind of
mental dispos